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ABSTRACT

This study deicribes and ¢xpands an understanding of primary education in one
developing country, Mauritius. The need for the study was argued from a review of
literature which brouglt to notice the lack of social action perspectives in analysis of
education in and about developing countries and the necessity and importance of
knowing about the reality of schooling in developing countries.

The research was conceptualised as a socio-cultural approach, It gave analytical priority
to the actions, expericnces and perceptions of tcachers, pupils, parents and educationists
in order to create an account of what Mauritian education was like and meant to
individuals involved in or closely associated with Mauritian primary educational
processes and functionings. The research was conceptualised on the premise that, as a
social construction, Mauritian primary education was to be understood in its social
milieu but also was located and had to be understood in the broader context of national
and glob:'l circumstances, influences and pressures. The research can be taken as an
aftempt to integrate micro and macro levels of analysis.

Data was collected in Mauritius over a period of four months, for the most part in two
primary schools and also in participants’ places of work and homes and methods were
triangulated to ensure validity. They comprised: (a) observation to describe people and
educational settings and to document school routines and processes; (b} in-depth
interviews to elicit participants’ constructs and document the issues and priorities they
brought to their understanding of Mauritian primary education and; (c) stories and
drawings to elicit pupils’ own views. Data analysis has been emergent and inductive and
the research findings were presented through diverse instrumental short case studies.
The findings of the study showed that Mauritian primary education was construed by

participant stakeholders as a means to an end, a credential enabling the achievement of a
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cultural aspiration for individual social upgrading and to succeed it an examination
Certificate of Primary Education (CPE) which put pupils in competition 1o rank for a
restricted number of *good’ secondary colleges. The findings highlighted teacher-
centered instructional methods, the valuing of encyclopedic knowledge, hard work and
uniformity and the practices of *ability privileging’ and ‘differential treatment’ of pupils
as prominent characteristics of Mauritian primary education. They also revealed a
polartsation between the ‘official’ intent of Mauritian primary education and their
realisation at school level with regard to educational opportuaity and the degree to
which Mauritian primary education promoted and provided the appropriate attitudes,
skills and knowledge for individuals and for the social and economic good of the nation.
The study concluded asserting that the research exemplified a conceptual and theoretical
approach that may be replicated for collecting rich micro data, useful for pursuing a
quality agenda for basic education in developing countries. The study has provided an
illustration of the interactions between context, educational processes and the ways in
which primary education was experienced by participant stakeholders. It has also
located Mauritian primary education within the framework of international educational
ideals and principles. In doing so, the study has served to remind that one way of
looking at education is to see it as a developmental undertaking that should serve
childrens’ immediate as well as future interests and has brought to light foundational
and detailed information about Mauritian educational processes that could be useful for

educational change trying to achieve a developmental objective in Mauritius.
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CHAPTER ONE

INTRODUCTION

In this research 1 used a socio-culturad approach which brought school level processes
and the view-points of a broad range of participant stakcholders into focus in order to
describe and extend an understanding of primary education in one developing country,

Mauritius,

In using this approach, the research gave analytical. priority to the actions, experiences
and perceptions of teachers, parents, pupils and educationists, to create an account of
what Mauritian primary education was like and meant to individuals involved in or
closely associated with Mauritian primary educational processes. The research was
conceptualised on the premise that, as a social 'cdnstruction and social phenomenon,
Mauritian primary education was embedded and to be understood in its social milieu but
also was located and to be understood in the broader context of national and global
circumstances, influences and pressures. This rese_arch integrates m__jc_ro and macro
levels of aﬁalysis, exemplifies a socio-cultural approaéh and qualitative research
methods that highlight and bring the_: "actions” and “voices” of participant stakeholders

into an understanding of educational processes and issues in ‘developing countries’.

This chapter briefly introduces the Mauritian context, outlines the background_ and
rationale that instigated this research and states the purpose of the study. It provides a
brief outline of the research methods and a clarification of terms and key concepts. It

also provides a detailed outline of the steps taken to conduct ethical research, presents
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the specific guestions which guided this research and 4 discussion of the significance of

the study. Lastly, the content of renwining chapters is delineated.

The l\f_lailritinn context'

x\-lznlrilius. cemp'rising the main island of Mauritivs, the fslimds of Rodrigues, Agalega,
St Brandon and a number of outlying islets, is a small nation (1840 square kilometres)
Iocate.d.jusl north of the Tropic of Capricerr in the West Indian Ocean, some 800
kilotnetrcs east of Madagascar. In 1995 the total population of Mauritius was estimated
at 1.1 Inillion and its population avcrage growth rate at 1.3% (World Development

Report, 1997, p.221).

Mauritius has no indigenous popﬁla_tion. The present inhabitants are descendants of |
settlers from Europe, of slaves from Africa (West Africa, Mozambicjue and
Mndagascar) and of indentured labourers and artisans from Asia (Indian peninsula and
China). Formerly a French colony (1767- 1810), Mauritius became a Br.itish possession

in 1810, gained its independence in 1968 and became a Republic in 1992.

Since independence and after an initial period of poverty, high nnemnloyment;
unsustainable population growth and dep'endence ona meno-crop sugar econonn_v, the
| Mauriti.an economy has been divereiﬁed to include a textile industry witn the creation of
an active Expo.rt Phcessing Zone (EPZ.)_and' an international tourism industry. With a
CNP p'er capita of $3,3.80, Mauritius is currently ranked as a middle level economy by

the World Bank (World Denclopmcnt Report, 1997).

' Chapter Five provides a detailed analysis of the Mauritian socio-cultural and cducational circumstances
‘and patterns as they have evolved over time.

21



The history of education in Mauritius is one of gradual ¢xpansion of educational
provision for a seleet group during the colontal periods, to i present system includiag
children of all socio-cconomic classes, sex and ethnic origin. 96% of Mauritian children
ar¢ enrolled in primiry school for 6 years, 47% of primary entrants proceed to
secondary schooling, while the tertiary enrolment remains at a low 2.2%. Tenjary
enrolment is low by comparison with Fiji's tertiary enrolment which stands at 12%, that
of Barbados at 17%, that of Malaysia at 7.2%, and that of Thailand at 15.7% (United

Nations Development Programme, (UNDP) 1994).

Schooling in Mauritius is based on the 6+5+2 system inherited from Britain. This
system includes six years of primary education leading to the Certificate of Primary
Education (CPE), followed by five years of secondary education leading to the
Cambridge School Certificate (SC) or the General Certificate of Education (GCE) ‘O’
Level and a further two years leading to the Cambridge Higher School Certificate

(HSC) or *A’ Level Examination,

In 1996, primary education was provided in 281 primary schools, 220 of which were
government run. Of the non-government schools, 51 Roman Catholic and two Hindu
were government aided and the rest were privately run (Ministry of Economic Planning
and Development (MEPD), 1997b). In 1977, education was made non-fee paying at ail
levels and became compulsory in 1991, for every one between the ages of five to 12
years. Pupils enter Standard I at the age of five and take the CPE examination after six
years of schooling. Promotion is automatic and there is no provision for special
education for less able pupils. Each year approximately 45% of pupils, some for the

second time, fail to pass the CPE examination (MEPD, 1997a). In addition to being
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used as a certification, this examination is also used to rank puptls for access to places
in the more highly rated secondary schools. Many pupils retake the CPE ta seeure @
better ranking and thus gain access to better secomtliary schools. The majority of pupils
in the upper grades of primary schooling take private tuition to improve their

performance in this highly competitive examination

Mauritian pupils learn up to three languages in primary school: English, French and an
ancestral language. There is a choice between Hindi, Marathi, Tamil, Telegu, Urdu,
Cantonese and Mandarin, English, which is the medium of instruction and French are
compulsory from first grade, while the ancestral or oriental language, as it is known in
Mauritius, is optional. Nearly 70% of the pupils study an oriental language (MEPD,
1997a). The other subjects taught at the primary level include mathematics.

environmental studies (EVS), creative education and physical education.

Background and rationale of the study

A literature review shows that detailed and concrete information about school level
processes and thinking is lacking in educational research in and about devclolping
countries (Bali, 1981; Little, 1988, 1995; Watson & Oxenhamn, 1985; Wright, 1988;
Jones & Bhalwantar, 1990; King, 1991; Vulliamy, Lewin & Stephens, 1990; Crossley
& Bennett, 1997. Crossley and Vulliamy (1997) for example note that: “... for various
historical and cultural reasons, educational research in such countries has to date been
dominated by positivist strategies” (p.13), while Jones and Bhalwantar (1990) note that:
“there is more prescription than description available about the scenarios within

classrooms of developing countries” (p. 176).
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In recent years, rescarchers of educational systems and processes in developing
countries have emphasised the importance of knowing about the reality of school level
processes and functionings. Drawing on educational studies in China, Cheng Kai-ming
(1997) for example, argues that because of national differences and hecause education is
a process, “statistical indicators, {“mathematical models” usually utilised in macro
studies of education] are rarely meaningful for national policy making unless the
underlyving educational processes are also revealed and studied”, adding that because
they do not take into account emerging trends (not yet significant mathematically)
“mathematical models™ utilised to analyse education especially in policy research may

“soon become obsolete” (pp.72-73).

Cheng Kai-ming (1997) and Dzwimbo (1994) remark that much educational research in
developing countries is funded and dominated by development agencies such as the
World Bank. In the context of Africa, Dzwimbo, for example, argues that the
quantitative research paradigms utilised in such agency’s designs “do not allow for the
examination of how pupils and teachers give meaning to their world” (1994, p. 98),
while Cheng Kai-ming (1997), on his part, cites the report made by an international
consultancy team sent by a funding agency “to look at basic education in a poor
province in China”, remarking that none of their findings with regards to school
attendance “reflected field experience but the report admitted that these were
estimations based upon models that had yielded cffective results in Latin America!” (p.

74),

Per Dalin (1994) notes that: “governments in lesser developed countrics and donor

organizations with an agenda of supporting educational change programmes in these

24



countries, have little research to guide their practice™. The main purpose of Dalin’s
study was to describe and analyse the chinge process at the national and local level in
Colombin, Ethiopia and Bangladesh. This study, an international research project, took
a qualitative approach based on earlier work by Mathew B. Miles and A, Michac!
Huberman (1984). Among other findings it came to the following conclusjons with

regard to educational research in developing countrics:

o Educational reform is a local process. The school is the centre of change, not the
ministry or the district administration. Schools determine the degree of success, they
can block implementation, enfeeble it, or bring it to effective life. For schools to
improve the quality of their programmes effectively, they need to play an active and

creative role,

¢ Focus on classroom practice. The clue is to focus on the dynamics of the classroom
and the individual school, since these dynamics to a large extent determine

implementation success (Dalin, 1994, p. xvii-xviii).

In their recent study on factors determining The quality of schools in different
development contexts, Carron & Ta Ngoc Chéu (1996) note that, for many developing
countries the new challenges are not merely provision of schooling but also to supply
quality education that corresponds to the needs of the people. They claim that in order to
achieve this quality agenda: “It no longer suffices merely to analyse national averages
... the specific ways in which schools operate in their varied contexts have to be
understood” (p. xii). They base their research on the hypothesis that the understanding

of “the real problems of the functioning of educational institutions requires that they be
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analysed within the local context where they oceur™ (1996, p.5).

All these recent studies point to the fact that educational research in developing nations,
if it is to be realistic as well as useful, needs to incorporate in-depth-descriptions and
analyses of school level educational processes and practices and necds to see schools as
centres for gathering educational information and promoting cducational change. Thesc
recent studies also point to the fact that qualitative methodologies are useful for
gathering realistic data not only for the country studied in its attempt to reform but also

as a contribution to international comparative educational research and theory.

For Michael Crossley and Graham Vulliamy (1997), the strengths of qualitative
research strategies reside in their “ecological validity”; “appropriateness for the study of
processes and innovations"; “emphasis upon chalk face realities of schooling with
studies of classroom processes and teachers' and students’ perspective”; “ability to
probe the policy/practice interface”; “usefulness in supplementing quantitative research

by adding depth to breadth™ (p.13).

A literature review about education in developing countries also brought to notice the
fact that questions and answers about the place of education for individual achievement
for the most part are given by some people on behalf of other people. Answers are. for
the most part given by theorists, researchers, policy makers at national or international
level but they rarely incorporate the words and meanings as well as the expression of
wants and priorities of pupils, parents, teachers and other people close to educational
processes. By comparison with other countries, for example, very little is known of the

ways in which children experience and view their education, or the ways in which
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parents live and construe the education of their children in developing countries.

Edmund King (1973) substantiates the need to take these aspects into account when he

states:
In the long run, it is the personal appreciation of what education means for me that
makes my schooling effective or useless. Likewise, the provision of schooling that
is effective or attractive ... depends on upon the subjective judgement of the
students and their parents —no matter how skillfully social scientists and
administrators attempt to predict and provide ... we need widely based judgement
by specialist colleagues in other ficlds and by all participants in the enterprise of

education. Without that concurrence educatinn becomes something clse and loses
its effectiveness (p.34).

This statement brings an additional dimension to the fore. Not only is there a need to
incorporate the voices of “participants in the enterprise of education”, there is also a
need to incorporate these voices into a broad base in recognition of their diversity and
multiplicity. This notion is taken up as a theoretical orientation for this research and is
further explainec.l in Chapter Three. Thomson (1981) illustrates this need through a

metaphor in which he likens education to a football.

We should remember that we educationists are not the only players on the field
who are kicking it and that other players, politicians, economists, parents, pupils
and others, may be seeking to kick in other directions. What actually happens to
the ball will depend however not simply upon who kicks it or who stops it, but
also upon the direction of the wind, the slope of the field and the length of the
grass (Thomson, 1981, p. 21).

Thomson goes on to say that the “wind” represents “the general current of change

within society”, “the slope of the field” may represent “the availability of resource™ and

the “long grass” represents “factors of inertia” (Thomson, 1981, p. 22). This ingenious

metaphor not only indicates that multiple deliberations and interests arc at play in regard
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to education. [t also indicates that, just as they exist in i game ol foothalf, these

deliberations and interests exist @t different levels within and sround the education field.

What of Mauritius?

In Mauritius, research about primary education is conducted at the macro level and
concerned with system wide features and examination results rather than processes and
participants’ meanings®. As in most developing countrics questions and answers about
the place of primary education for individual and national development are asked and
answered in terms of inputs, end product and functions rather than processcs,
Interpretive research evidence of the realities of Mauritian primary schooling is yet to
emerge as there are no ethnographic or other academic qualitative studies showing the
interactions and practices in Mauritian primary school settings, or illuminating how
pupils, teachers and other concerned parties experience and understand primary

education in their lives and particular contexts.

A reading of the Mauritian press, however, leaves readers in no doubt that multiple
“voices” exist with regards to Mauritian primary education and not just those
representing the often rhetorical “official” discourse. It shows that for the people of

Mauritius, education is a very important societal matter. A recent survey for example

? The joint UNESCO/UNICEF and Mauritius Examination Syndicate project (MES.1996) is an example
of such research, The project consisted of a survey that (1) tested the standard and the level of the basic
achicvement of a large sample (52 schools) of ninc year old pupils after four years of primary schooling,
in literacy, numeracy and basic [ife skills and (2) identified home and school environment factors
influencing learning achievement of the child (p.11). The usefulness of these findings is notin doubt.
They may provide: “a rapid assessment which can inform educators and policy makers"™(p. 1), as well as
‘benchmark data against which progress towards Education For All goals could be assessed' (p.11).
However, both the methodology utilised in the project (instrument of 4 written tests given 1o children for
assessing their skills) and the aim of the project (the assessment of achicvement) indicate that the focus of
this project is firmly cancerned with the *end product’ side of education rather than its processes.
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shows that in that country, education is the third national preoccupation after securily of
salaries and criminality (Week-End, 8 Dec., 1996, p. 26). In the media, educational
issues are comlllcﬁlcd upon by a varicty of people from within or (nﬁsidc Mauritian
so_c'u:l.,\; arid from within or outside the cducation system. Their comments ire for the
most part related to the Certificate of Primary Education (CPE), the cxuminul.inn taken
| at the énd of primary schoolin.g aind diverge in lhcir'disp.!ay of what counts as an issue in
relation to that examination. While a detailed account of comments found in the media

has its place elscwhere, the following examples may serve as an illustration.

Given that Mauritian society requﬁes success at CPE as a sine qua non condition to
successful social advancement (for example, it is needed for gaining employment and
for obtaining a driving license), the fact that, on average, only between 60% and 65% of
children pass CPE constitutes an importam issuc often discussed in the media. In
Mauritius, som.e secondary colleges are sanctioned as “good colleges™. Concerns related
t.o the achievement of a ranking at CPE that will give access to “good colleges” are also
issues_discussed in the media. Similarly, because the Mauritian primary education
system is guided if not determined by testing procedures such as the CPE, this,

according to ‘voices’ in the press, has negative bearings on teaching and learning.

In light of the literature pfesented in this section it is possible to posit that, in developing
coun’tﬁ_es and in _Mﬁu'ritius, the nation uhdcr study, educational research tends to be
s_ituaged at fhe macro level and tends to use poSitivist and quantitative paradigms and

. strategiéé._Detailcd and concrete iriformation about school processes and how parents
teachers, pupils and those people closely associated to school processes construe
primary éducéation is laéking in this research. It is also possible to posit that there is a
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need to know what happens in schoels ind classrooms and that, with educational change
in mind, there is & need to look at education in process and in context and a need to tuke
into account lived expressions of education from the very people involved in

educational processes.

- King (1973) offers a humorous as well as powerful metaphér, summarising most of

these points when he writes:

A toe-nail is always a toe-nail. You can analyse it chemically. You can ‘ell
whether it belongs to a man or a gorilla. You may deduce affinities between men
and gorillas. You can tell whether the man wore shoes or not, and perhaps what
colour he was. It is easy to recognise certain diseases, perhaps disorders of
posture. But when you have all those items of knowledge correctly, you are a long
way from knowing what dancing meant to him, what social problems he had,
what his political views and activities were or anything important about him as a
man. About his social context- and about his education’s significance - there is not
enough knowledge to begin analysis (p. 449).
These arguments together with the fact that, as Edmund King points out so well in the
statement above, education is after all about people, provide the rationale for choosing a
_socio-cultural approach and qualitative research strategies in order to explore and
analyse the ways in which the understanding of Mauritian primary education is

conceived, articulated and experienced by Mauritian pupils, parents teachers and other

people closely associated with schooling.
T_he purpose of the study

The broad purpose of the study was to create an understanding of primary education in

Mauritius, a developing country. Through a socio-cultural approach, the study sought:
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» To describe and interpret school level actions, interactions and experiences as lived
expressions of various Mauritian participant stakeholders.

e Togainan undcrslunding of what parents, pupils, teachers and educationists |
construcd as dominant issues of Mauritian primary education.

& To gain an understanding of the interplay and diversity of the voices which

combined to create a Mauritian understanding of Mauritian primary education.

e To link and locate the Mauritian understanding of Mauritian primary education to its

broader context comprising a structural and international appreciation of the place

of primary education in developing countries.

Research methods’

Individuﬁls and schools were carefully _c.hosen to conduct an in-depth study of
experiences a:nd understandings of Mauritian primary education. The research was a
qualitative inquiry and incorporated the following features. Data was collected in
Mauritius in Inatural settings, for the most part in two primary schools but also in
participants’ places of work and homes. An ethnographic design was selected as |
'_appropria'tc for the research purpose and the research specific focus on participants’

actions.

The research was multimodal. Triangulation of methods was used to ensure the validity

-of data collected. They comprised observations, in-depth interviews and pupils’ stories

and drawings. Observations were used to describe people and settings, document
routines and processes. In-depth interviews have been used to bring participants’

constructs and document the issues and priorities which participants brought to the

.3 Chapter Four presents a detailed outline of the qualitative methods used in this study.
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understanding of Mauritian primary education. Stories und drawings have been used to

elicit pupils® own understandings ol Mauritian primary education.

The research was holistic because it incorpuratcd multiple perspectives but also because
it accessed llirec domains usually associated with human acl.ion. These domains are: the
dc'nm.ai.n of manifest behaviour, the domain of internal or conscious processes and the

* domain of social meaning. Field work has been conducted in Mauritius over a period of
f‘oﬁr months, two of which were spent in two Mauritian primary schools. In addition to
observational notes, daia consisted of 51 taped in¥depth interviews (in French, English
and Creole) together with numerous informal conversations, 200 drawings and 31
stories. Data analysis has been emergent and inductive. It has consisted of concurrent
analysis and systematic analysis consisting of indexing categorising, coding, comparing,

synthesising and interpreting the several sources of data.

Clarification of terms and key concepts

"6

* The following terms and concepts “developing countries”, “stakeholders”, “culture”,

“action” and “voices” require further clarification.

Developing countries: The term is taken as applying to some of the countries of Africa,
‘Asia and Latin America characterised by relatively low income per-capita, limited or no.
industrialisation and restricted infrastructure. The World Bank delineates three types of

developing countries:

. 49 low income economies with a GNP per capita ranging between $80 and $730;
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o 40 [ower middle income cconomies with a GNP per capita ranging hetween $770

and $3,020 and;,

o 17 upper middle economies with a GNP ranging between $3,160 and $8,210 (World

“Development Report, 1997).

This delineation is to be understood in an cconomic relative sensc and does not imply
connotations of cultural poverty. Mauritius, a country rich in culture and tradition and

with a GNP per capita of $3.380 is a developing country in that economic sense.

Stakeholders: This term is used with reference to the research participants who had a
direct personal and/ or professional interest and/or involvement in/with Mauritian

primary education. They included pupils, parents, teachers and educationists.

Pupils were considered stakeholders because their daily lives were in great part
structured by'activities and experiences relating to primar}{ education; their ﬁ.ltur'e to |
so..r_ne extent depcnded on their primary education; théy were the most numerous
stakeholders in relation to primary education which in principle is intended to benefit
them. Parents were considered stakeholders because primafy education was an
importém_t aspect of their children’s lives and future. Teachers'werc considered
stakeholders bécausc primary education processes constituted théir work, they earned
: theﬁ lifing and posil_i_on in ﬁociety from working in the field of primary education. ”
Edﬁcationists_wcre stakehbldefs because all earned their living and positi_oh in society

from working in the field of education most directly related to Mauritian primary

4 26 countries are classified as developed high income cconomies have a GNP per capita whlch ranges
between $ 9,700 and $ 40,630.
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cducation. In many instances, teachers and educationists were also parents of children

schooling in Mauritian primary schools.

What wu:; meint by stakeholders in this investigation was restricted to .lhc ‘grassroots’
level, in no way did it mean that a cn.mb'lnalion of all possible Mauritian stakcholders of
'Ma.u_ri.tinn primary educalion. iv:té included ilj analysis. Table 5in Chaplcr Three
outlines the composition and rationale for selecting rcscafch participants. Chapter Nine
provides a detailed analysis of what delineated and differentiated parents, teachers, |
pupils, and educationists as stakeholders able to contribute to an understanding of

Mauritian primary education.

Culture: The culture of a society is generally believgd to consist of the way of life of its
members, the ideas beliefs_and habits which they learn, share and transmit from
geﬁeration to genération. Thé férm culture has in .that sensc been used by sociologists_
and ahthropologists as a collective word io charécterise the transmitted and non-

biological aspects of sociéty.'According to Bruner (1996):

It is culture that provides the tools for organising and understanding our worlds in
communicable ways ... learning and thinking are always situated in a cultural
setting and always dependent upon the utilisation of cultural resources ... Nothing
is culture free, but neither are individuals simply mirrors of their culture, It is the
interaction between them that both gives a communal cast to individual thought
and imposes a certain unpredictable richness on any culture’s way of life, thought
and feeling ... Life in culture is, then an interplay between the versions of the
world that people form under its institutional sway and the versions of it that are
the products of their individual histories (pp. 3&14).

In this study, culture is understood in Bruner’s sense. Stakeholders’ experiences and

understandings of Mauritian primary education were not only perceived as products of,

* but also as constitutive of Mauritian culture, The socio-cultural approach of this study
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posits culture as a context that forms the very base and is constitutive of contemporary
expericnce of primary education. As a cultural astifact, education is sustained and
transformed by the actions of people acting through or upon it. These notions will be

further explored in Chapter Three.

Action: The sociz_ll action pchpcctivé adopted in this study Igavc anal'ytica] priority to

| ._the acti.'ons of people in society rather lhah the structure of society as a whole, A

' fuhdnmental assumptioﬁ ofa socio;cultural approach adopted in the study (Wertsch,
1991) was the idea that hurﬁan beings are viewed as coming into contact with and
creatling théir surroundings.,.as weﬂ as themselves, through the actions in which they
engage. As such, human action is what has to be described and explained. “Action”
_incl_u_deS what people say, what they say to each other, about each other, about common
issues, as well as what they do. The éoncépt of “action” as a tenet of a socio-cultural

conceptual approach of this research is presented in Chapter Three.

Kt]_i_(ﬁ: The term *“voices” is also a tenet of the socio-cultural conceptual approach
adopted for the study (Wertsh, 1991). In one sense there is no distinction between the
concept of "voices” and the concept of “ﬁction” as it has been defined above. “Voices”
applies. to wh'at people say, to written as well as spoken communication and is generally
con'cem'ed with_“the_broader issues of a subject’s perspective, conceptual horizon,

intention and world view” (WeftSch, 1991, pp. 50-51).

There is an additional dimension to the concept of “voices” which conveys the notion of
interplay. “Voices” in a socio-cultural approach exist in a social milieu. They are links

in a chain of communication and meaning comes into existence when two or more

35



voices come into contict in every day activity. The concept of “voices” as a tenct of a

socio-cultural approach is also presented in Chapter Three,

In this rescarch, stakcholders’ voices represent the diversity of less heard voices, those
of pupils, parents, teachers and educationists. In an attempt to extend the analysis of
Mauritian primary education, stakeholders' voices are set against a background or

alongside several strands of other “voices™:

* The structural concepts of the p.lace of primary/basic education in developing
societies,

K International viewpoint, ideals, principles and prescriptions as illustrated in United
Nations and World Bank documents.

* The Mauritian official “‘voice” as shown in texts and policies and which has a

powerful influence on every one and everything in the Mauritian education system.

Ethical considerat.i'_ons_

An important aSpec.t of the r'e._sezirch' approach has béeri to conduct ethical fesearch and
this section oﬁtlines the stepS takén m brder to do so. Access to the two scho.ols and
intfbduétiori té o.utsidé participants was obtained through the Mauritius Institute of
Education (MIE) _and field work w'as'(_:onducted under the supefvision of Professor |

Morrison, UNESCO Chair in Education in that Institute.

Following introduction from MIE staff, I was invited to first visit the two schools in
December 1995, in order to establis_h contact with people, disclose information about

my study to them and invite their participation in the research project. The first
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discussion took place in the offices where | ckplnincd the purpose of my study to the
head teachers and deputy head teachers and asked them if 1 could spend every day in
their school for a month so as to experience lhc life of school. I indicated that my
research involved observation of classroom activitices, collecting children®s draw.ir.lgs,
talking (including taped interviews) w.ilh lc.::nch_crs, parents and pupils and that 1 wbuld

be pleased to contribute voluntary teaching in exchange.

Several important poiﬁts related to my research were clarified during my meetings with
head teachers and deputy head teachers. I clarified the fact that the aim of the research
was not to check on people, but raiher to learn from them as each of their views counts
in the largef picture. I clarified that, although I was doing similar work in two schools,
the purpose of thé study was not to compare these two schools in terms of their
achievement. I also clearly stated that the names of the schools would not be divulged to
- anyone, including people from the other school, and that the 'sghools would be given
 fictitious names in the report. I élearly indicated that participation was not compu.lsor_v
‘and that. beop_le were under no obligation to accept me in their c_lassrdoms orto accepf to
be audio-reco’rdéd during interviews. I clearly indicated that no report of what people
_said'_a_nd did would be given to the authorities and that people v?oul_d not be required to
wriie their names énywhere. As aresearcher conﬂng from Australia, I had no personal
_s;ake in'rggard to primary e_du_cation in Mauritius and as such would respect divergent
opinions. The anonjrnity of participants was safeguarded. The names of individual
participants or schools ﬁrould not be divulged in conversations and writings now or

later. Research participants would be given fictitious names in the final report.
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The participants were informed that their contribution woukd provide clearer
understanding of Mauritian primary education and would provide information which
had potential to be useful for reform to improve the Mauritian primary education

system.

Following these initial llléclings. the head teachers (HT) and deputy head teachers
(DHT) told me that Ihc}' saw no objection to niy being in their school for my research
purposes. They welcomed the opportunity to give their point of view and they gladly
accepted my offer of help, In both schools I was then invited to address staff as a group.
In one school, this was done during the convivial end of year lunch, to which I was
invited and in the other school during a friendly _mccting over morning coffee. On both
occasions, I repeated what I had said to the HTs and DHTSs and gave the following
additional information. I made clear that individuals had a final say whether they
wanted to share their views and wo'rk'_with me, and that participants could droﬁ out of
the research at any time without penalty. I indicated that interviews would take the form
of a conversation with Ime in either French, English or Creole and that I would let
iﬁdividuals know in. advance the topics to be covered during taped conversations. In
both schools I was also able to chat further with potential participants on an in_dividual

basis.
As a result of these meetings and the clear disclosure of my intentions, in both schools,

the potential participants clearly indicated their approval of my being in their school for

a ﬁill month durihg the first term of 1996.
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The following summarises the steps that were taken during the actual data collection

procedures for undertaking cthical research,

Interviews: Participants who accepted my inviluli(m.{o be interviewed were reminded,
prior to being interviewed, of the points relating to confidentiality described above.
They were also reminded that they could terminate the interview if and when they
wished and ask me at completion of the interview to erase from the tape anything they
regretted having said. Teachers were interviewed during free pc.riods under the shade of

a tree in a place that, in both schools, became known as my office.

I came to know parents and explain my presence in the school by chatting with them
while walking to and from sch.ool, by talking with them in the school yard and by the
gate and by being introduced to them by teachers or other parents at gatherings such as
Parents and Teachers ASsociation_ (PTA). Over time and following parents
understanding of my intentions, I invited some of them to participate in my research ahd
| be interviewed. These took place sitting in the shade of a tree in the school yard or in
their own home, They were told, prior to being interviewed, about the points relating to |
confidentiality described above. They were aiso told that they could terminate the
interview if and whén they wished so and ask me at completion of the interview to erase
from the tapé anything ihey_reg_retted having said. The few taped interviews of pupils

were done during visits in parents’ homes and with the permission of parents.

Qutside participants were contacted by phone and sent a Jetter of introduction. As with
the other participants, I explained my research to them, pointed to aspects of

confidentiality and non-attribution and to the fact that they could terminate the interview
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if and when they wished so. At completion of the interview, asked if there was

anything recorded on the tape that they wished to erase.

Drawings and stories: The pupils were made aware of the purpose of their dr;wﬁn gor
_story writings. None wus done as a compulsory activity. The request for drawing was
made in the playground to individual pupils or sometimes in class td pﬁbils as a group.
On all occasions it was made clear that providing me with drawings and stories was not
compulsory, if pupils did not provide drawings this would not affect their grades.
Drawings and stories were not to be considered as work and did not count in assessment
procedures, Pupils were asked not to write their names on their drawings or stories. The
names of pupils whﬁ, out of habit, forgot to follow that rule were erased. Children were
given the opportunity to write their stories in French, English or Creole. Children's
drawings and stories were considered as opinion and carried no individual attribution in

the final report.

_Cbservation: I always asked permission to enter a classroom in a way that allowed
teachers to say no if they really wanted to (Somc did). I also made clear to teachers that
my observation.in their classrooms was for research purposes oniy and that no report
would be written to their Supt_:_riors in judgement of their practices, I came to classrooms
as a learner and toék gréat care not to disrupt teachers and pupils in their work and to

- behave with réspect to cultural sensitivity, Notes were rarely written simultaneously as.I

observed, When notes were taken, teachers were fully aware of what I was observing.

~ At all times and stages of field-work, material collected in field books, interviews

recorded audio cassettes and material computér diskettes has been kept confidential.
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They will remain so for a period of five years at which time they will be destroyed. Al
participants were informed that, on its completion and acceptance, a copy of the thesis
would be available for their perusal in the library of the Mauritius Institute of

Education.

Research questions

The research was brought into focus by the following question:

In what way is primary education conceived, experienced and articulated by
various Mauritian stakeholders into priorities, issues and practices which combine
to describe and extend an understanding of primary education in the Mauritian

context?

These subsidiary questions were developed and refined during the early analytical

stages of field-work and during the latter analytical stages at completion of field- work. |
- 1. What characterises teaciers, parents, pupils and educationists as
stakeholders able to contribute to an understanding of Mauritian primary

education?

2. What doini_nant features and practices frame and regulate pupils’ experiernces

of primary education in classroom settings?
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3. What issues dominate and regulate participant stakceholders’ understandings

of Mauritiun primary cducation?

. What are the contrasts between and across ‘official” and other
understandings of Mauritian primary education and what reasons underlic these

contrasts?

An answer to each of these questions is presented in Chapter Nine in which the research

findings are discussed.

Significance of the study

The potential contribution of the research lies in the replicability of its methodological
approach and techniques of the research as well as the generation of information useful
for the improvement of the Mauritian primary education system and for comparative

'educational research.

The literatﬁre r.t:iviexx-'ed for this research shows that school processes take place in
difficult conditions and that ziccéess to education as well as the promotion of equity
f_emain .ix.nportant Challe'ngcé for many developing countries at the dawn of the twenty-
first century, It al;so shows that in most developing countries and certainly in those
whic_h, like Mauritius, have achieved provision of basic education for all children, the
questiﬁn of qu’ality'of education is increasin gly gaining momentum at international and
national levels. The Worlcf .Conference on EJucarfon SJor All in Jomtien Thailand (1990).
the recent International Cdﬁferer:ce on Educan'on.hcld in Geneva (1996), the chm‘!.c'lf

the International Commission on Education for the 21st Century (UNESCO, 1996), all
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point to the urgency of looking into the nature and quality of what happens inside
classrooms and all make a case that not only should children have the right to education,
this right shouid include the development of their creative, mental and physical
potential, their ingenuity, imagination and autonomy. In 1996 and in line with this
desire to improve the quality of educational provision, the Maurilian government put in
motion various reform commissions looking into the improvement of the education

system in general and the primary education system in particular.

The micro focus of this research addresses dimensions not usually addressed and sought
to bring to light detailed and concrete information about schoo! level processes and
thinking which could be useful for Mauritian people in several ways. This information
could help locating Mauritian primary education within the framework of international
ideals and principles in ways that may inform policy makers, should they want to adhere
to these ideals and principles. In helping to clarify concrete issues and to make visible
aspects of the demand side of education, this information could also prove useful and
even crucial data for decision makers in their attempt to formulate policies designed to
foster educational change with potential applicability at school level in Mauritian
primary schools. Because it is detailed and concrete, this infermation may also prove
useful to compare intent of education as stated in official documents, against outcomes

of education in classrooms.

The review of literature also showed that detailed and concrete information about school
processes and thinking is still in many ways lacking as a focus in rescarch in developing
countries. In providing such information, the research offers information about school

level processes and thinking which in addition could be useful in creating an
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information basis needed to conduct comparative educational research,

Morcover, the methodological approach developed for this research may be replicated
to provide a similar holistic portrait of the understanding of ¢ducation in any society. It
is so because this approach makes its concern to take into account the socio-cultural
particulars that differentiate various countries. It is also so because the multi-modal
methods used in the research constitute a triangulated approach that brings validity to
the data gathered. The combining of observation, verbal and pictorial communication
data collection procedures utilised for this particular research can also be replicated and
tested anywhere and for a variety of educational problems. In particular, the use of
drawings has proven to be an effective method to solicit children’s perception of their
schooling. For this reason and because it is an innovative data collection technique, this
method alone or together with other methods may serve as a spring board for further

and more in-depth research in that direction.

Finally, while the micro focus of this research addressed dimensions not usually
addressed in educational research traditions of developing countries, it also brought to
the fore the voices of people not usually present and heard in analysis of primary
education in developing countries. In doing so this research makes the voice of parents,
teachers, pupils and educationists count and shows that these voices should not be

ignoted.

Thesis outline

Chapter Two is a literature review that locates the understanding of Mauritian primary

education in a wider context and takes stock of prior and other understandings of
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primary education in developing nations. The chapter outlines a macro/ structural
sociological understanding of education in developing societies. It presents a synopsis
of ideals and principles of basic education as they are expressed through international
organisations like UNESCO and the World Bank, und a synopsis of acknowledged

issues pertaining to educational practices and processes in developing nations.

Chapter Three outlines the conceptual approach and design of the study. A social action
perspective further enriched by tenets of socio-culturalism was adopted for extending
the understanding of primary education in Mauritius. The nature of the research was
directed by this perspective and tenets and aided the formulation of the conceptual
framework and guided data analysis. The chapter first presents an overview of the social
action tradition and how it applies to the research. It outlines the tenets and assumptions
of socio-culturalism inspired by the work of James Wertsch (1991) and adopted as a
theoretical tool in the study. The chapter concludes with the presentation of a conceptual

framework that brings together the interplay between the dimensions under study.

Chapter Four presents the qualitative methodological approach and design of the study.
It outlines the rationale for choosing a holistic ethnographic design. It details the
selection and composition of sites and participants; participants’ degree and extent of
participation and data collection techniques which include observation, in-depth
interviews, children’s drawings and stories. It also details the steps and procedures
undertaken during analysis which was inductive and emergent and provides a
comprehensive outline of issues relating to reliability and validity of findings and

interpretations.
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Chapter Five analyses literature that serves to locate the understanding of comtemporary
Mauritian primary cducation in its broader societal and historical context. The first pant
is a selective account of the circumstances, peoples and events and socio- cultural
patterns that over time have marked and characterised Mauritian societal development.
The second part is a detiiled account of the history and organisation of Mauritian

education.

The findings of the study are presented in Chapters Six to Eight. Chapter Six depicts a
day in the life of two Mauritian schools, which in the study have been given the
fictional names of Four Hills and Terre Bleue. The chapter is developed from data
gathered during observations in Terre Bleue and Four Hills, interviews with parents,
pupils and teachers in these two schools and the stories and drawings of pupils in these
two schools. The chapter describes the schools and people who frequent and work in

these schools. It also describes their routines and activities.

Having set the school contexts and introduced some of the people, Chapter Seven enters
the world of teaching and learning in classrooms in Four Hills and Terre Bleue. This
chapter is developed from observational notes of classroom activities, from interviews
and conversations with teachers and pupils from both schools, as well as childrens’
drawings portraying classroom activities. Building on findings presented in the previous
chapter, this chapter examines in more detail the educational practices which regulated
pupils’ experiences of primary education in classroom settings. Using two case studies,
it also outlines dimensions of contrast in the ways in which pupils experienced primary

education in those settings.
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Chapter Eight builds on the two previous chapters. 1t uses several instrimental case
studies to outline what participants construed as the dominant issues of Mauritian
primary education and their views about it. The chapter is developed from interviews
and conversations with parents, teachers ind pupils from Four Hills and Terre Bleue;
from stories written by upper grade pupils in Four Hills and Terre Bleue and; from in-

depth interviews and conversation with Mauritian educationists.

Chapter Nine brings the research findings together and discusses them in light of the
research questions. In this chapter, I examine what characterised pupils, teachers,
parents, and educationists as stakeholders. [ also discuss findings relating to classroom’s
processes and experiences and to the issues of Mauritian primary education as they were
construed by participant stakeholders. Lastly, I discuss the contrasts and the reasons
which underlie the contrasts between and across various Mauritian understandings of

Mauritian primary education.

In Chapter Ten, the concluding chapter, I posit what can be learned from listening to
and eliciting views from a broad range of people involved in education, the parents, the
children, the teachers and the educationists and how that information can be useful for
people seeking to improve the quality of Mauritian primary education for Mauritian

children.
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CHAPTER TWO

UNDERSTANDING PRIMARY EDUCATION IN DEVELOPING SOCIETIES:
A REVIEW OFF APPROACHES, COMMITMENTS AND ISSUES

Extending the understanding of any phenomenon implies locating this understanding in
its wider context and taking stock of prior and/or other understandings. With this
purpose in mind, this chapter is an analysis of literature reviewed, which outlines a
macro-sociological understanding of the place of education in society and more
particularly in developing societies. It also delineates the ideals and principles relating
to basic education as they are formulated in documents or conferences produced under
the aegis of organisations such as the World Bank and UNESCO. Lastly, it presents a
synopsis of acknowledged issues and recommendations of how educational practices

and processes found in primary schools in developing countries could be improved.

Structural understandings

Three main structural approaches: modernity/functionalist, conflict/ reproduction/
liberation and the emerging world institution sociological traditions are generally
utilised to understand the place of education in society. Using examples from

developing nations, the section outlines the analytical lines of these approaches °,

The modemitz/functionalis{ approaches

The modernity tradition emphasises a uni-linear progression of society from

traditionalism to medernity through promotion of combined factors of economic

5 See definition in Chapter One.
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growth, values, behaviour and social structures appropriate to complex urban and
industrial society, capital intensive technology, and politico-economic systems matching

those of western industrialised nations.

The economist W. Rostow (1978) identifics three stages of cconomic development:
“take off period”, *drive to technological maturity” and *high-mass consumption®. His
explanation is based on the assumption that industrialisation and modernisation are
necessary conditions for economic growth to occur and that there are no alternatives to
this linear path except stagnation. Rostow (1971) indicates that for sustained economic
growth to occur within society, a “profound set of changes™ must take place. These
changes require the “development of an institutional, social, and psychological setting
such that the society reacts positively to the potential spreading effects of modern
industrial activity” (Rostow, 1971, p.58). Education, for proponents of the modernity

approach, is a major comnponent of this developmental process.

McClelland (1961) supports this idea. He argues that the rise and fall of civilisations is
due to the individual values held by the majority of the people within society and that
there is a personality characteristic which he called the “achievement motive” acquired
through socialisation (including education) which makes a society open to economic
and technological advancement. Similarly, Inkeles and Smith (1974), contend that a
society cannot develop until the majority of its population holds modern values while
“modernising” economists (Schultz, 1961; Denison, 1962) saw education as a very
important component of the necessary investment in human resource development and

educated people as “human capital” (Schultz, 1961).
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Moder_nist theorists view education as capable of effecting evolutionary development
(social, economic and political) iﬁ a particular socicety. Fo.r this reason, in their analysis,
education is important in helping people ucquifc the values and hehaviours necessary
for piul_icipu_ling in modern democratic sociceties. In the rﬁodcrnity tradition, education is
seen as a means by which to produce the skilled manpower and knowledge nceded for
tééhnblogical progress aﬁd economib growth dnd is calied upon to play a vital role jn
preparing pebple to fﬁn’ction éffeélivcly_in _this process of growth. The modernist
traditibn places great conﬁdence.in the-ihdividual and in the nation to acquire
knowledge and values ivh'ich will help them to move 6n the sarﬁe road travelled eaflier

by more affluent nations.

In the functionalist tradition, society is seen as a system composed of interrelated parts
‘such as religion, education, political structures and family. In Parson’s (1951; 1966)
x?ork, t'hese.parts afe'said to seek harmony between themselves through an agreed value
consensus and helﬁ maintain the stability of the entire- social sy's.tem..The functionalist
‘tradition is cont:erned'with the social and economic functions of education. It stresses
_ the need for education to be more congment with the requirements of society and is

| coﬁcemed with finding a fit betWeen an edl_.lcational function and the system to carry it
 out. Talcott Parsons .for c’xafnplc explains cl'assrboms m térms of their. functions for thé
school, the schooi.in_ terms of its function for the educdtional System and the educational
'syste'm in terms of i'ts function for society. Parsons’ work was eﬁ;tended_ through the
work of Thonias Merton (1968), who distingﬁished bé_tween “inanifesl functions” and
“latent functions” of education. For éxarnple a manifest function of education would be

to stimulate curiosity but its latent function would be to stimulate conformity,
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The taking on board of the implicit assumption that education brings cconomic growth
and wealth is one of the reasons behind mass schooling in the Third World. Universal
basic education of at least four to six years is regarded as the minimum requirement to

- sustain any kind of econoniic growth (Lockheed, Verspoor and Associates, 1991).

Empirical work detailing the relationship bCIWan ecohomic éhange and demand for
mb_rc schooling, as well as the contribution 6f education to economic development is
voluminous (Tilak,. 1989). Benﬁvot (1985) for example found that primary education
had a positive effect on the eéonomic grthh of 110 déveIOping and developed nétions.
Lau, Dean and.-Louat (1991) found similar positive effects of primary education in 22
East Aéian and Latin American countries. In general, however, studies examining the
contribution of education to economic development concentrate on the effects of years
of formal schooling rather than the effects of educationai experience or cognitive

outcomes of schooling (Lockheed, Verspoor & Associates, 1991).

Some _empiriéal findings challenge the tenets of modernisation theory. Fuller (1991) _

~ notes, for example, that in some instances industrial expansion, because it competes
with school for the attention and labor of youth, has historically retarded enrolment
groﬁvth. FulIer.also remarks tha't early education Systems in the Thifd World foc_:ussed on
training bureaucrats, He argues that, despite changes in the nature of demand and
deISpite their little utility to the economy, the content of education (academic curriculum,
~colonial langl.iages of instruction) as well as traditional forms of pedagogy in place in
colonial eras, have remained in many Third World educational systems, Whether
education is functionally fitting economic demands and motivations therefore depends

“upon the content and efficacy of what goes on inside classrooms (Fuller, 1991, p.51).
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Beeause it increases chances of employment in the modern cconomy, education has
generatly become very popular in developing socicties (Foster, 1968; Dprc, 1976;
Thomson, 1981; Coombs, 1985; Hulme & Tumer, 1‘)90). Education of the ‘classical’ as
opposed to technical and vocational sort seems to be the most imborlanl route to the

_ achic\'clilcm or confirmation of social status aﬁd sociul mobility or even wealth, hence

its continuing popularity.

In his study of Ghanaan schools, Foster (1968) propounded an explanation of the
marked preference for high standing long-cycle educational courses over technical and
vﬁca_tional education. His main argument is that the aspirations of parents and students
regarding future occupations are motivated by prospective salaries, rather than by what
is laught in schools. Learning carpentry and mechanics in schools, therefore, is not
perccived as a means of enabling students to attain coveted high salaries commanded by
 prestigious professions such as medical doctor, lawyer and the likes. Increased

~ participation in the schooling process has created the phenomenon of e.ducated
unemploymcnt. Dore (1976), notes that increased educational opportunities have led to
the “diploma disease”, where education becomes the means of obtaining ciualiﬁcations

in order to secure a job, rather than learning to do a job.

Ar;cording to the modernity/ functionalist perspective, teachers are construed as agents
of the state, socialisihg children into the advantages of modern progress (Collins, 1985).
" Their rple is to hold authority, maintain order and the loyalty of pupils within schools
and at the same time conform to the dictates of their superiofs and the state (Fuller,

| 1991, p. 101). Children learn that formal authorities legitimately define the nature of
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their work and that work is rewarded by others, rather than hold intrinsic value for

themselves.

Fuller (1991) remarks that expanding access to cducation and the implcmcmutibn of a
standardised national curriculum, as is often the case in developing societies, illustrate
“how “the state extends membership and universally defined modern status to the child*

(p. 32). He contends that schooling:

... helps define a common meritocratic order where each individual child has a
chance at getting ahead - if he or she works hard and learns how to achieve within
modern (bureaucratic) organisations. ...This is functional for the nation state since
productivity, material accumulation and hence the state’s own stability depend
both on a broad division of labor and popular perception that the opportunity
structure is fair. Mechanisms linked to the association of status and opportunity
are critical elements of national education systems., These organisational devices
are far more important than whether any learning actually occurs in the classroom
(Fuller, 1991, p.33).

A study of practices, routines and interactions at the school level would provide the data

needed to support or disclaim the existence of these and other functional mechanisms as

well as to increase understanding of the nature and extent of these and other functional

mechanisms,

The cbnﬂict/reproductionlliheration approaches

Since the 1960s, the moderﬁity /functionalist tradition has been challenged by other
approaches in which theo.rist.s. hold critical interpretations of the place of education in
society. In contrast with functional theorists who see education as a means of nation
building, child building and as a “common good” (Fuller, 1991), critical theorists ask

Who gains and who loses authority and resources in being educated.
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Like modernist and functionalist theorists, conflict or critical theorists see the school as
serving the interest of the economy and of the state. In contrast, however, they argue
that governments have little institutional autonomy und little capacity to pursue social
agendas that do not serve the ccﬁtrﬁl capitalist project and economic expansion. Fuller
(1991) remurks that for critical theorists, nations' rendition of the “common good ...
actually reinforce the status, affluence, knowledge and customs Qf the economic e_litcs"

(p. 35).

Conflict theorists argue that as an institution, education reinforces a structure that yields
unequal opportunity (Carnoy 1972; 1974; Apple, 1982). Apple (1982) for example,
argues that the cultural dominance of the capitalist class results in society being
inundated with the symbols of capitalist order, the values and language specified by the
elite. These theorists argue that the purpose of education in capitalist society is not to
select and educate the brightest ones, but to perpetuate differences which are legitimised
by certificates of educational achievement. Collins (1979), for example, contends that
most occupations require few of the skills taught in schools, yet employers rely on
educational credentials for hiring as well as promoting not because of the technical
skills they are supposed to reflect, but because they assume that the person with such
credentials has been socialised into the *values” and “norms” of the dominant culture.
Giroux (1983) argues that schooling provides students from different social strata with

the knowledge and skills necessary to occupy “their place” in society.

Critical analyses emphasise how schooling and education reinforce the authority,
ideology and resources of elite classes, not the various interests of communities and less

powerful classes. Critical theorists are proponents of the “reproduction” perspective and
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see education as an institution that replicates the class structure of peripheral nitions
and colonial pul.lcrns ol domination, thus keeping developing countrics in oppressed und
dependent c&lmdi{iuns .(C:lrnoy.' 1974). For “reproduction” theorists, education is a
mechanism that reproduces the values of ;hc dominant social group (Carnoy, 1972;
Pc.rscll. 1977: Boudon, 1974). Education socialises pupils into the formal lﬂnguagc of

mainstream or dominant culture (Bernstein, 1977; Bourdicu & Passeron, 1977).

Another conflict theorist, the Brazilian educator Paulo Freire, has come to represent
attempts of liberation from the yoke of oppression®. For Freire (1972, 1973, 1985)
education or “conscienti_zation” is a form of liberation. It is the rhcans through which
people can realise their best human capacities and press for humane changes in society.
Freire argues that education, by produéing a literate population, can be seen by some as
a threat to the economic and political status quo and he states: “ It would be extremely
naive to expect the_dominant classes to develop a type of education that would enable
subordinate classes to perceive social injustices critically” (1985, p. 12). Freire's view
which came to be known as liberation tradition stresses the importance and worth of the
individuals, but always in their community settings. It also maintains the importance of

non-manipulative education that promotes raised consciousness within individuals.

World institut_ibns approach
Meyer (1980) offers a social theory which parallels Wallerstein’s (1974,1980)
theoretical work on economic world systems. World institution theorists focus on the

“institutional foundations” that serve to both legitimise and support Western economies.

8 Paulo Freire's (1921-1997) work with the poor led him to being jailed for subversion and exiled in
Chile. In 1969, he became a visiting professor at Harvard University where he wrote Pedagogy of the
Oppressed. He was awarded the Comenius Medal, by UNESCO in 1994, for his life work devoted to the
liberation through education of fellow human beings.
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John Meyer (1980) stresses that new nations attempt 10 build and reinforee central
inst_iluliuns and ;hul o become @ .“cilizcn“ the individual must learn the “wisdom of
western ..l\'nowlc.dgc”. The i';ﬁcl that pupils .sil for Cambridge examinations in numerous
Auglophbnc At'r_icun nations, or the promises 1_ﬁadc hy political leaders to supply
schools in the near future wiﬂ_l conputers (dcspilc the fuct that many are not supplied

with clectricity) are illustrations of this desire.

Boli, Ramirez and Meyer (1985) and Ramirez and Boli (1987) arguc that economic
competition between nations has caused the incentive for nations to organise state
controlled educational systems. They suggest that Western ideals and forms o.f
organisations transcend national boundaries and have ¢stablished themselves in
einerging nation states, In their view, Western schoo.l 1s a structure surrounded by
popular support and symbols of modernity which serve to explain the massive increase
in the brovision of schooling witnessed, despite scarce économic resources, in Third

World nations.

World institution theorists, according to Fullgr.(1991) describe mass schooling as a
“political good” Which ptomotés the joining into modern ﬁolity and advances
" meritocratic opfzortunities (p. 45). This view is in Opposilibn to the modernist/functional
and conflict t_raditions, which see education as boosting economic imperatjves. The

institutional viewpoint emphasises:

...the importance of shared and sacred commitments regarding how modern
organisation and modern socialisation should appear to operate [and attempts to
demonstrate that there is]...a set of cultural and political commitments that are
moving across national boundaries and historical conditions (Fulier 1991, p. 58).
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Using the forum provided by international organisations, the next section outlines some
of these commitments with regards to modern socialisation. It outlines what
“international socicty” formulates as the ideals and principles of basic cducation in

relation to individual achievement and social development.

Inte_i'national view-points

Se.veral intéfnational_ oréunisations, most notably UNESCO aﬁd the Worid Barik,_ have
_educational déveIOpment as part of their mandate. McNeely (1995) suggests that
“internafional organisations as repres_entative of and part of international society, deﬁne
and promote overall world-level principles and ideals” (p. 504). International society’s
viewpoint is to be understood as a consensus of opinion which people at the local level
are usually not involved in creating. The documents produced by or under the aegis of
these two organisations providg a forum where the principles and ideals regarding many
asﬁects of ec_lucatioh are expressed. The distinct interest of this thesis is primary
education. For this reason this section outlines a perSpéctiv_e on the nature of basic
education as well _as its place in relation to individual achievement and social

~ development.

Basic Education for All

An impp_rtant v_eh_icle for the t.rah.snﬁssidn' of world-level principles and ideals about

basic education hag been the World Conference on “Education for All” (WCEFA), held

' m 1990_' in Joxﬁ_tiem, Thailand. The'cont.”érc.nce aﬁd_ subsequent World Declaration on
Education for.A.ll and its reconnnendatit.)ns. Statéd in'thp Fi rame work for Action to Meet

Basic Needs, published by UNESCO (1990) expressed. a world-w ide consensus on the

necessity of both ethical and economic grounds of education for all. The following
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outlines the principles which formed the basis of the World Declaration on Education

for All

o The recalling that education is a fundamental right for all people;

« The understanding that education can help ensure a safcr., healthier more prosperous
cnvirbnmenmlly sound ﬂvorld and that simultancously contributes to social
economic and cultural prbgress, tolerance and international cooperation;

o The knowing that education is an indispensable key to, though not sufficient
condition for, personal and social improvement;

» The recognising of the value and validity of traditional knowledge and indigenous
cultural heritage to both define and promote development;

» The acknowledging that the current provision of education is seriously deficient and
that it must be made more relevant and qualitatively improved and made universally
available; |

¢ .he recognising that sound basic education is fundamental to the strengthening of
higher levels of education and of scientific and technological literacy and capacity
and thus self-reliant development; and

» The rec_ognising of the necessity to give present and coming generations an
expan'ded vision of basic education to address the scale and complexity of the

challenge (UNESCQ, 1990, p. 2).

The World Declaration on Education for All reaffirmed the principle that education is a
societal objective. It expanded the vision of basic education and renewed commitment
to ensure that the basic learning needs of all children youths and adults are met

effectively in all countries. “Basic learning needs” and “learning acquisition™ as they
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were defined in the World Declaration on Education for All, are outlined in Table 1 and

Table 2.

TABLE t: THE WORLI DECLARATION ON EDUCATION FOR ALL: I)EFINING BASIC
LEARNING NEEDS ' :

Every person, child, youth or adult shall he able to henefit from educational .oppnrlunilil:s
designed to meet their basic learning needs.

Basic learning needs are comprised of the following:

e  Literacy, oral expression, numeracy and problem solving and;

e The knowledge skills values and aititudes to be able to survive, to develop their full capacities,
live and work in dignity , participate fully in development, to improve the quality of their lives,
to make informed decisions and 1o conlinue learning

Source: UNESCO, 1990, World Declaration on Education for All, Article 1: Meeting basic learning
needs (pp. 3-5).

TABLE 2: THE WORLD DECLARATION ON EDUCATION FOR ALL: DEFINING
LEARNING ACQUISITION

Whether or not expanded educational opportunities will translate info meaningful development
for an individual or for society depends ultimately on whether people actually learn as a result
of those opportunities, whether they incorporate useful knowledge, reasoning ability skills and
values

The focus of basic education must therefore be on actual learning acquisition and outcome rather than
exclusively upon enrolment, continued participation in organised programmes and completion of
certification requirements. Active and participatory approaches are particularly vatuable in assuring
learning acquisition and allowing learners to reach their fullest potential. It is therefore necessary to
define acceptable levels of learning acquisition for educational programmes and to improve and
apply systems of assessing learning achievement.

Source: UNESCO, 1990, World Declaration on Education for All, Article 4: Focussing on learning
acquisition (pp. 3-5).
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Educational opportunity, choice and standards

The World Education Reports produced by UNESCO every second year since 1991 ure
another important venue in which to find statements of international perspective,
principles and ideals with regard to the place of education in comcrhporary society. The
opening paragraph of the 1993 World Education Report for example sets the vision of

education for the 1990s;

In the new vision of the world development that is beginning to emerge in the
1990s, knowledge, human ingenuity, imagination and good will are the only
resources that finally matter, No lasting progress, it is realised, can be made
towards peace and respect for human rights and fundamental freedoms without
them, The role of education in developing them is recognised as crucial
(UNESCO, 1993, p. 16).

Educational choice, equality of opportunity and standards, set against a background of
international conventions’, are the specific principles and foci of the UNESCO 1993
World Education Report. Article 4 éf the Convention against Discrimination in
Education (1960) together with articles 28 and 29 of the Convention on the Rights of the

Child (1989), presented in Tables 3 and 4 provide that background.

7 Eight International Conventions dealing wholly or in part with education are currently in force. They
are: Convention Against Discrimination in Education (1960); International Convention on the
Elimination of All Forms of Racial Discrimination (1965); International Covenant on Econonic, Sociul
and Cultural Rights (1966); Convention for the Protection of the World Cultural and National Heritage
(1972), Convention on the Elimination of All Forms of Discrimination against Women (1979),;
Convention on the Right of the Child (1989); Convention on Technical and Vocational Education (1989),
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TABLE 3: EDUCATIONAL CHOICE AND EQUALITY OF OPPORT UNI'I Y: CONVENTION
AGAINST DISCRIMINATION IN EDUCATION

Article 4

The States Parties to this Convention undertake to formulate, develop and apply a national policy
which, by methods appropriate to the circumstances and to national usage, will tend to promaote
equality of oppurtunity and of treatinent in the mitter of education and in particular:

e Tomake primary educition free and compulsory ; make secondary education in its
different forms generally avaitable and accessible to all on the hasis of individual capacity;
assure compliance by all with the obligation to attend school prescribed by law;

e Toensure that the standards of education are equivalent in all public educational
institutions of the same level and that the conditions relating to the quality of the education
provided is also equivalent;

*  To encourage and intensify by appropriate methoads the education of persons who have not
reccived any primary cducation;

»  Provide training for the teaching profession without discrimination.

Source: UNESCO €1960). Convention against Discrimination in Education, Adopted by the General
Conference at its eleventh Session, Paris, 14 December, 1960, Paris: UNESCO,

TABLE 4: EDUCATIONAL CHOICE AND EQUALITY OF OPPORTUNITY: CONVENTION
ON THE RIGHT OF THE CHILD

Article 28

1. State Parties recognise the right of the child to education and with a view (o achieving this right
progressively and on the basis of equal opportunity , they shall in particular:
e  Make primary education compulsory and available free to all;
¢  Encourage the development of different forms of secondary education, including general
and vocational education, make them available and accessible to every child ... .,
» Make higher education accessible to all on the basis of capacity by every appropriate
means;
Make educational and vocational information and guidance available to all children;

Take measures to encourage regular attendance at schools and the reduction of drop-out
rates

2. State Parties shall take all appropriate measures to ensure that school discipline is administered
in @ manner consistent with the child’s human dignity and in conformity with the present
Convention.

Article 29

State Parties agree that the education of the child shall be directed to:
® The development of the child’s personality, talents and mental and physical abilities to
their fullest potential;

* The development of respect of human rights and fundamental freedoms and for the
principles enshrined in the Charter of the United Nations.

Source; United Nations (1989). Convention on the Rights of the Child. New York: United Nations
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Most ol the couatries, whicli ratified these conventions, found it necessary to undertuke
some adjustment programme in order to follow the princi pl.cs stated in these
convenliohs.. However, in the case of developing countries, the effects of economic
structural adjustment in the 1980s and for most the deterioration in key education
'iﬁdicators that followed, meant that the messages contained in international conventions
~were rarcly invoked at nationa! level of discussion about education. The 1993 Waorld
Education Report notes that it is only now that these statements have beéomc widely
appreciated and that their implications can .be assessed (p. 54).

In light of ;he statements presented in Tables 3 and 4, “educational choice”, “equality of

opportunity” and “standards” are defined as:

o theright to free primary education for all éhildren;

» the provision of different forms of secondziry education for all children;

o the provision of educ_atifm of eciuivalent standards and quality for all children in all
_public educational institutions; |

o the opportunity for all children to receive an education that develops their

personality, talents and mental and physical abilities to their fullest potential,

In both "deQelopeﬂ" and “developing” countries, the idea of “séhool choice” is usnally

hnderstbod to refer to the choice between state and private schools. In a number of
industrial countries “school choice” has become also a question of choice among state
~schools and the idea that parents should have the liberty to choose a school of their
‘choice. This development was not foreseen in any of the conventions. In the USA, the

UK and France, the reasons for this development are usually linked with the actual
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conditions and climate of the schools. This is the case in large cities where drug

‘violence and gangs have become the norm. The Report indicates that:

Parents feel trapped. In principle they have the liberty of choice, but in practice,
unless they cun afford to send their children to a private school or change
residence, they are condemned to send them to the local state school regardless of
whether it is able to provide a decent education for any child (UNESCO, 1993 p.
60).

The focus on and desire for “decent” education is not new. Article 29 of the Convention
on the Right of the Child and article 4 of the World Declaration on Education for All
called on countries to define acceptable levels/standards of learning acquisition for
educational programmes. The 1993 World Education Report states that: “while there is
general agreement in most countries about the importance of basic skills, there is less
-agreement beyond that”, It remarks that a debate exists in most countries between
advocates of an emphasis on process oriented skills (eg reasoning, creative thinking and
problem solving) and advocates of an emphasis on content and notes that “in countries.

with highly developed examination systems there has been a stronger emphasis on

knowledge of content at the éxpcnse of process oriented skills”® (p. 80-81).

Effective Primary Education “a rock-bottom necessity for development”
In Primary Education: A World Bank Pol icy Paper (1990), “effective primary

education” is described as, “‘the rock bottom hecessity for development” (p.10).
Primary education is presented as the foundation upon which nations’ economic growth,

social development and the welfare of individuals are built. It has two purposes: First to

8 Kellaghan & Greaney (1992) remark that: “Public examinations undoubledly exert enormous pressure
on activities in schools. Teachers tend to gear teaching to the tests to be taken and to ignore material not
featured in such tests, even if it is mandated in the official curriculum™. In search for improvement, they
suggest that: “higher —order cognitive skills should be assessed to ensure they are taught”™ (pp. 2-3).
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produce literate and numerate people and second to lay the groundwaork for further

education.

‘The beneficial effects 0_1‘ primary education on development are, ﬁccnrding to the Paper,
due to the cognili.\*c skills such as literacy, numeracy and problem solving such
cdﬁcalion imparts. It is noted that the ni:wljf industrialised economies like Hong Kong,
Korea, Japhh. S.ingapore and lsfael achievcd universal, of nearly universal, primary

enrolment before rapid economic growth (p.11).

The Paper notes that national de.velopmcnt prospects hinge on people’s ability th):
“acquire, adapt and advance knowledge” and that ineffective primary schooling
jeopardises the entire effort for human capital development. It asserts that ineffective
primary education, in which pupils, even when they complete prim_ary education, often
- have not learned the core skills commonly specified in the nzitional curriculum, leads to
the ‘production’ of graduates who are poorly prepared for secondary and tertiary
education and of workers, managers and parents ill-equipped for life-long learning and

efficient contribution to the nation’s development (p.11).

“:Leaming: the treasure within”

The Report to UNESCO of the International Commission on Education for the Twenty-
First Century (1996) (hereafter the Report) is the latest international platform to
examine and propose ideals and principles aﬁout the place of education in relation to

individual achic:vement and social development. In the introduction to the Report,



Jacques Delors, Chairman of the International Comnmission on ducation for the

Twenty-First Century states that education is:

... at the heart of both personal and community development; its mission is to
cnable cach of us, without exception to develop all our talents 1o the full and o
realise our creative potential , including responsibility for our own lives and
achievement of our personal aims (Jucques Delors, Chairman of the {nternational
Commission on Education for the twenty-First Century, UNESCO, 1996, p. 17).

Education, in the Report, is advanced as one of the principal means available to foster 4
deeper form of human development, reduce poverty, exclusion and ignorance,
oppression and war. In a changing world, education is also advanced as having to play
an important role in meeting the challenges of the next century. In doing so, it will have
to adapt itself to the tensions between tradition and modernity, between competition and
equality of opportunity, spiritual aspirations and material reality as well as local

interests and global aspirations.

‘The Repar_-r reiterates the concépt_of Iear.ning throughout life introduced in the Faure
Reporr ( 1972). It emphasises the necessity to learn how to learn in order to deal with

- new situations as they arisé in one's pct'sdnal and working li?es. To that end, the content

| of basic education should be “désigned to stimulate a love of learning and knowledge
and develop the desire and provide the opportunities for Jearning throughout life” (p.

| 24).. The Report introduces “four pillars” as foundations of education: “Learning tobe™;

- “learning to know", “learning to do”, and “learning to live together”.

Learning to be, so as better to develop one’s personality and be able to act with
greater autonomy, judgement and personal responsibility. In that connection,
education must not disregard any aspect of a person’s potential: memory,
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reasoning, aesthetic sense, physical capacities and communication skills.

Learning to know, combining a sufficiently broud, general knowledge with the
opportunity to work in depth on u small number of subjects. This also means
learning to learn so as to benefit from the opportunities education provides
throughout life.

Leuarning to do, in order to icquire not only an occupational skill but also, more
broadly, the competence to deal with many situations and work in teams. It also
means learning to do in the context of young people’s various social and work
experiences.

earning to live together, by developing an understanding of other people and an
appreciation of interdependence - carrying out joint projects and learning to
manage conflicts- in a spirit of respect for the values of pluralism, mutual
understanding and peace (Report to UNESCO of the International Commission on
Education for the Twenty-First Century, 1996, Highlights, p. 37).

The Report indicates that formal education systems tend to emphasise the acquisition of

knowledge to the detriment of other types of learning. It asserts that, at the eve of the

twentieth century, it is vital to conceive education in a more encompassing fashion and

that such a vision should inform and guide future educational reforms and policy, in

. relation both to contents and methods of education, stating that:

Educational policy must be sufficiently diversified and must be so designed as not
to become another contributory cause of social exclusion

The socialisation of individuals must not conflict with personal development. It is
therefore necessary to work towards a system that strives to combine the virtues of
integration with respect for individual rights (UNESCO 1996, Highlights, p. 37).

The Report's vision of education is as a necessary “utopia” in which none of the talents

hidden like buried treasure in every pérson must be left untapped.



School-level processes
The expression school level can be likened 1o the expression “grassroots level” which

(1]

describes what happens “at the popular level as distinguishcd. from Lhe centers of
polifical_ leadership™ (Webster's New Encyclopedia Dictionary 1993 p. 437). This
section is u synopsis of current understanding of primary education in developing
nations. It oullines the acknowledged issues regarding teaching and learning in

_classrooms in developing nations and summarises recommendations of how practices

and processes could be improved.

Teaching and learning processes: The acknowledged issues

The entire literature about education in developing countries acknowledges that in
comparison with industrial/western societies, schooling in the “Third World" takes
place under less materially propitious conditions. Lockheed and Verspoor (1991), for
example, note that:
Despite the lack of empirical evidence on school environments ... anecdotal
evidence suggests that in developing countries the basic elements of an orderly
school environment are frequently missing: students and teachers are frequently
absent, the stock of teaching materials is limited, and the physical surrounding is
detrimental to learning. The conditions in many schools are so chaotic that it
seems miraculous that learning occurs at all, and much of what does occur appears
to be haphazard rather than the result of a deliberate focus on the content and
process of instruction (1991, p. 43).
Whether children actually learn anything or acquire “essential knowledge and skills”,
even when they do go to school has become the enduring question. This is the
acknowledged issue of the last decade in analyses about what goes on in primary
education classrooms of the developing world (Fuller, 1986, 1991; Hawes & Stephens,

1990; UNESCO, 1990; Heyneman, 1990; Graham-Brown, 1991; Avalos, 19962,

1996b). Many studies are critical of the pedagogical practices in place in the classrooms
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of the Third World.

Nitsaisook’s (1985) study for example, illustrates teaching practices in 79 Thai I‘iflh.
grade malhcm:ﬁ ics classrooms containing 2,332 pupils. The study, part of an
International Association for the Evaluation of Educationul Achievement (IEA) cross
national study, revealed that in Thailand, 54.39 per cent of teachers’ time was aljocated
to lecturing, explaining; and 29.52 per cent of the time was allocated to seat-work,
written; 10,30 per cent was allocated to review; 2.5 per cent to oral practice drill. Of

_interest is the way Nitsaisook (1985) describes teaching in the Thai classrooms.

... Lessons include not only the presentation of new material but also the re-
explaining of the material previously taught. This re-explaining always occurs
when the teachers find the students either cannot give correct answers or do not
solve the problems in the assigned exercises correctly. This finding seems to
reflect the conviction of some of the teachers that only explanations can help
students to learn the lessons. One may wonder whether the teachers understand
the concepts of re-teaching and re-explaining. Furthermore, even though a great
number of questions are asked, most of them are either recall or simple direct
questions mostly initiated by teachers, The main purpose of asking questions
seems to be maintenance of the students’ attention to the teachers’ explanations
and of the students’ engagement in teaching activities rather than to check the
students’ understanding of the lessons concepts. In addition, ... most teachers do
only general comprehension checks, eg., the teachers ask students whether they
understood (p. 65).

Newman (1989) in an ethnographic study of grassroots education in India notes that:

Small children were acculturated to school or made to adjust to school discipline
by force or its threat. ... No rules were explained. No child was ever praised as a
‘good child’ or *model pupil’. ... traditional patterns emphasised taking what was
handed down. Traditional students were humble receivers of knowledge ... they
were not avid questioners or seekers in the enlightenment-insptred Western mode

(p.17).

In the context of the South American region Avalos (1996a) notes that teaching

strategies, which she describes as being “teacher-centred”, “frontal” and “authoritarian™,
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still fail to address the learning needs of students and challenge them sufficiently, She

stales:

... Teachers either feel they have responsibilities as sole providers of stimuli for
learning or . . . with limited background knowledge, few teaching resources and
limited repertoire of teaching strategics, are forced to teach stereotyped contents
and limit the range of intellectual development of their pupils, ... The fact that for
the greater number of children now attending schools compared to a decade ago,
learning achievement is unsatisfactory, especially as regards basic skills for
communication and participation in society (reading, writing, computational
abilities) draws attention once again to teachers and how they teach (1996, pp. 7-
8).

Similarly, Wolf, Schiefelbein and Valenzuela (1993) note that in many Latin American

primary education classrooms, teaching:

... takes place through presenting material to a whole class often writing on the
chalkboard the contents of the lesson or explanations to be copied by children.
Teachers use the same strategies in all situations and for all audiences. Often the
structure and sequence of the lessons are inadequate but the teacher does not stop
to get feedback from pupils and therefore to adapt his or her teaching to the
situation. Normally teachers do not ask pupils to take part in the lesson.
Alternative teaching/learning strategies such as small group instruction,
cooperative learning, individual coaching, problem solutions, group decision and
free writing are seldom used (1993, p. 70).

Simple observation of teaching in Bangladesh leads Avalos (1996b) to the conclusion

- that in that country:

... like in many other countries, it [teaching] is dull, focussed on rote learning and
offers very little stimulus to a child’s imagination, creativity, sense of play or
beauty. In the limited number of its forms it is almost entirely bent on getting
children to repeat knowledge found in their textbooks that only cover core
subjects {p. 24.).

Jennis-Wray’s (1984) article on “integrated learning” in Jamaica shows that teachers

dominated lessons, asked few open-ended questions and spent 59 per cent of the time
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talking (pp. 265-78). While, in an article titled “Vocal teachers silent pupils? Life in
Botswana classrooms” Fuller and Snyder (1991) found that pupils spent 54 per cent of
the observed u:';lching ttme listening 16 teachers” Jectures and that 43 per cent of that
time was spent in oral recitation (pp. 274-94), Fullﬁr (1991) notes that throughout
Al'ri.ca. clussroom teaching iI]..\fO]VCS “frequent oral rcéitalion of vocubulary or arithmetic
.e.\'ercises delivered in unison by pupils ... at times an individual child will be asked to

provide the one right answer to a set question” (p. 68).

In their recent study, The quality of primary schools in different development contexts

Gabriel Carron and Ta Ngoc Chau (1996) conclude that:

... The pedagogical processes observed in all four countries [India, China, Guinea
and Mexico] are traditional in nature that is fairly rigid and centred on the teacher
rather than the pupil... (p.202)...Jt must be said that more progressive methods,
favouring learning centred on the child, based on discovery and consequently on
the construction of knowledge by the pupil himself, require that the teachers have
a level of competence and especially of motivation much higher than that which
one generally finds among teachers covered by the survey (p.190).

As these examples have shown, much of the teaching practices in the classrooms of
-developing countries seem to include Substantia_l reliance on teachers’ lectures,

| 'm'emo_risation of material, rather than application of knowledge. They also seem to

include few opportunities for pupils to question and participate,

Shifts in focus for improvement of educational processes

In their study, which synthesises the results of four years of research and consultation
on the effectiveness and efficiency of primary education in developing countries and in
light of the criticisms stated above, Lockheed, Verspoor & Associates (1991) delineate

several areas for improving learning achievements. These areas arc: a) effective schools;
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b) curriculum; ¢} learning materials; d) time for learning; und e) effective teaching; and
f) children teachability. Their recommendations are based on an extensive review of
teaching and learning in developing countrics. The following summarises the

recommendations they make in these six areas.

a) Effective schools sh_duld comprise an orderly 5nd clean school cnvirﬁnmcm in which
_ te_achgrs mainta'in disc.ipline, begin Jessons on time and jel students know what'is
éxpécted of therh. Effective schools should establish clearly defined goals for academic
achievement and monitor pupils’ progrcés in order to determine whether these goals are
met. Academically successful schools should set high expectations for work and
| achievement. They should have strong principals, close to the instructional processes
and engender a common sense of commitment and co]Iegiality among the staff

(Lockheed, Verspoor & Associates, 1991, pp. 43-44).

b) Curriculum. Textbooks, the major if not only definition of curriculum in developing
' cour;tr'i'es, should be prope'rl'y designed, factually accurate, appropriately illustrated and
reinforce the development of higher order thinking skills, that is, probléxﬁ solving skills
and critical thinking .(pp. 45-47). Because ml.iltiplf_: Iaﬁguage instruction slqws down the
- acqi.liring_._of literacy gengra_llf, the most éffcctjve ﬁppro_ach is to begin with the home
| l_anguage.as the mcdiurn.of instruction and ﬁdd or switch to 2 second languzige later so
that _chﬂdren afe able to acquire basic literacy, learn the fundamentals in various
subjects and adjust to the school and its demands, _befor¢ they confront the task of

learning a new I_anguagé (Lockheed, Verspoor & Associates, 1991, p.167).
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¢) Learning materials. The availability of good (pedagogically sound, culturafly relevant
and physically durable) textbooks and teachers guides have a consistent positive effect
on students achievement in developing countries (Lockbeed, Verspoor & Associates,

1991, p.57).

d) Tinic for learning. Inlernut.ional standards staté that school year should comprise 880
hours. Policy makers should adjust to these standards while local efforts for the |
maintaining of these standards skould ensure that schools are open during official hours
and that teachers are preSent and teaching during the official instructional periods

(Lockheed, Verspoor & Associates, 1991, p. 62).

¢) Effective teaching. Teachers' language proficiency and their level of formal
education generally have positive ¢ffects on pupils" achievement (Lockheed &

Verspoor, 1991, p. 62).

At a bare minimﬁm effective teaching should involve: (i) presenting material in an
orderl.y and rational fashion, pacing the class to the student’s level and taking info
account inc_l_ividual differences; (ii)_pr_oviding students with opportunities to practise and
apply what they have learned; (iii) ietting students know what is expected of them and
(iv) monitoring and ._evaluating student perforﬁmnce in such a way that studems.can

learn from their own mistakes.

Teaching practices enhancing pupils’ learning include:
(1) pupils’ active participation; (ii) practising what has been taught and applying it to

own experience; (iii) 'monitoring'_ and evaluating pupils performance;'(ii') giving
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appropriate feedback on performance (Lockheed, Verspoor & Associates, 1991 pp. 63-

71).

f) Teachability. The capacity to learn in school is determined by the prior. learning
_cxpcricncc, health and nutritional status of eich child. Children with stimulating home
environment, from higher social classes and more educated parents learn more quickly
in school than children from more deprived backgrounds. Providing school snacks may
alleviate learning problems related to protein-energy malnutrition and temporary hunger
associated with short time fasting, for example, when children do not eat breakfast,
Similarly, screening for visual and auditory problems is important for increasing the
teachability of children, especially poor children (Lockheed, Verspoor & Associates

1991, pp. 73-89).

Tﬁese recommén:dati(ms indicate a shift of focus from teaching to learning. This focus
implies that teachers neéd to be aware of what is required to achieve better learning. For
téachers, this implies the ability to concentrate on understanding rather than curriculum
coverage, to stimulate the acquisition of knowledge rather than impart knowledge and to

acknowledge that pupils are different rather than homogeneous.

Developing nations are not homogeneous in terms of their educational development.

* Following the World Bank classification of low-income countries®, lower-middle

? 49 countries classified as low income economies have a GNP per capita which ranges between $80
(Mozambique) to $730 (Armenia).

40 countries classified as Jower-middle income economies have 2 GNP per capita which ranges between
$770 (Lesotho) to § 3,020 (Venezuela).

17 countries classified as upper middle income economies have a GNP per capita which ranges between
$3,160 (South Africa) to $8,210 (Greece). Mauritius with a GNP per capita $3,380 is a upper middle
income economy.

26 countries classified as high -income economies have a GNP per capita which ranges between $9,700
(Korea Rep.) to $40,630 (Switzerland). (World Development Report, 1997).
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income and upper-middle and high-income countries, Lockheed and Verspoor (1991)

delincate different challenges with regards to teaching and learning processes.

* For low-income countries, which for the most part ure striving to establish a mass
education system tlxt imparts core :1caidcmic and other skills to a high proportion of the
school-age population, the challenge is to provide basic material, and pre-trained
teachers in order to reaéh what Lockheed and Verspoor (1.99]) cﬁll the “formalism

stage” (p. 225).

For lower-middle income countries, many of which ékeady provide mass education the
challenge is to increase the number of schools in which more advanced problem solving
skills are taught in order to prepare students for further education or on the job learning.
In those countries with a higher proportion of trained teachers, the challenge and change
in focus is to improve their knowledge, skills and ability to teach problem solving and
strengthen their pedagogical skills development in order to reach what Lockheed and

Verspoor (1991) call the “transition stage” (p.225).

For upper-middle income and high income countries in which mass education, teacher
education and fraining are generally satisfactory, the cll.lal.l_cnge is to refocus attention on
teaching i:rdblem sblving skills rather than basic skills to all pupils. Newly
iﬁdustrialised economié.s_s._u.ch as Singapore, Hong Kong and Malaysia, for example,

~ seek to develop strong scientific and tt:chriical education in order to imprdVe their
competitiveness in the world economy. These nations, according to Lockheed, Verspoor
and Associates ( 1991), should concentrate on teaching advanced probIem-solving skills

~ and strengthen pedagogical skill development. They should strive to reach the “meaning

74



stage™ in which teaching mcthods foster problem solving and creativity while catering

to the individual differences of students (p. 225).

In order to attain these fong term objectives, nations must change significantly on a
large scale and challenges are many in order to do so. Two of these challenges, because
they provide circumstantial evidence for the proposed research, are presented in the

following:

Challenge arises when different parties have different degrees of commitment to
the reform. A large-scale program that responds to issues that central policy
makers and planners consider priorities may not respond to issues that are
priorities for administrators and parents at the school level. Thus the local
commitment to national programs is often limited (Lockheed, Verspoor &
Associates, 1991, p. 221).

Achieving educational change is difficult under any circumstances; it is especially
challenging in the unstable environments that prevail in developing countries. In
these countries, the generic problems are aggravated by policy makers who have
only a limited knowledge of how teaching and learning actually take place in the

classroom and how schools are actually managed
(Lockheed, Verspoor & Associates 1991, p. 223).

These two challenges are reasons providing part of the rationale for bringing to light
experiences and perceptions of primary education from people other than decision and

policy makers.

| Summary

For prdponents of the inodemist_ tradition, education is a major component of a
_deyeiopmental process that will take societies from traditionalism to modernity.
Educa_tioh helﬁé people acquire the values and behaviours necessary for participatin g.in

modern democratic societies. It provid_és the means by which to produce the skilled
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manpower and knowledge, “human capital”, needed for technological progress und
economic growth. Modernist theorists place great confulence in the individual and in
the nation to acquire knowledge and values which will help them to travel the road

triavelled carlier by more affluent nations.

Empirical studies examining and detuiling the contribution of education to cconomic
development is voluminous but concentrate on the cffects of years of formal schooling

rather than the effects of educational experience or cognitive outcomes of schooling.

The functionalist tradition is concerned with the social and economic functions of
education. In that tradition, classrooms are explained in terms of their (manifest and
latent) functions for the school, the school in terms of its function for the educational
system and the educational system in terms of its function for society. Teachers are
construed as agents of the state, socialising children into the advantages of modern

- progress, Their role is to hold authority, maintain order and loyalty of pupils within
schools and at the same time conform to the dictates of their superiors and the state,
Children, for their part; _.learn that formal authorilies legitimately define the nature of
 their work and fhat work is rewarded by others rather than hold intrinsic value for
themsglves. Ih that .trédition, the functional devices appear more important than |

‘whether or what kind of learning takes place in classrooms.

Prc')ponénts of the conﬂict/r_eproduction)liberation approaches hold critical
interpretations. They ask who gains and who loses authority and resources in being
educated. Like functionalist theorists, they see education as serving the interests of the

economy and the state arguing, in contrast, that governments have little autonomy and
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capacity to pursue social agenda if they do not serve capitalism and economic

expansion,

Conflict theorists argue that education, as an inslil.ution, reinforees a structure that yields -
unequal opportunity and reinforces the slulus,. k.nuwlcdgc and wealth of the economic
clites. They see education as socialising children into the norms and values of the
dominam culture: as teaching children their place in socicty; as perpetuating and making
legitimate differences with certificates of educational achievement and keeping
developing nations in oppressed and dependent conditions. Proponents of the liberation
tradition, on their part, emphasise the importance and worth of the individuals but
always in their community settings. They maintain the importance of non-manipulative

education that promotes raised consciousness within individuals.

Modernity/functionalist and conflict theories offer explanations of society as a whole
macro-system and tend to see human behaviour as solely part of that system. For
functionalist theorists, behaviour is directed by the norms and values of the social

system while for conflict theorists it is determined by economic structures,

World institutionalists suggest that Western ideals and forms of organisations transcend
national boundaries and have establishe.d themselves in emerging nation states. For
these theorists, the Wesfem school is a s.tructur'e surrounded by popular support and
symbb_ls of modernity. World institutionalists éttempt to demqnstrate the existence of
shared cultural and political édmmitments with regard to modern socialisation. They

~ describe mass schooling as a “political good” which promotes the joining into modern

- polity and advances meritocratic opportunities. As other structural theorists, world
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institutionalists see society as a macro-system, in their case of global dimensions. In

their view human behaviour is directed by Western ideals and forms of organisation.

The international viewpoint presented in this chapter sees education as « right for all
people and us.an undertaking indispensable for personai and social improvement. Basic
~ education is the foundation enabling young people to further education and continuc
learning throughout life, the prerequisite for economic deveiopment, for imparting the
knowledge, skills and attitudes necessary to meet the challenges of the next century and

promoting the ideals of tolerance and good will.

Basic learning needs comprise literacy, oral expression, numeracy and problem solving.
They also include the knowledge, skills and attitudes necessary to survive, live and
work in dignity, develop oneself, participate in national development, improve the
quality of life, continue learning and make informed decisions. Not only should young
pe.ople have the right to education, this right should include the development of their
creative, mental, and physical potential, the.ir ingenuity, imagination and autonomy. In
addition to promoting participation in school processes, the quality of these prbcesses
has become an important challenge for developing nations as they move toward the
twenty-first century'®. In that perspective thé quality challe.nge refers to an education

- that needs to be “useful”, “decent” and “effective” rather than just schooling and

completion of certification.

10 In the developing world, universalising access to education and promoting equity remains a most
urgent educational challenge at the dawn of the twenty-first century (Colclough & Lewin 1993). In 1990,
at the time of the Conference on Education for All, with its target of Education for All by the Year 2000, it
was estimated that more than 960 million adults, two thirds of whom were women were illuerate, It was
also estimated that more than 100 miilion children, including at least 60 million girls, had no access 1o
education. More than 100 million children failed to complete basic cducation programmes, while millions
more satisfied attendance requirements without acquiring essential knowledge and skills (UNESCO,
1990).
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The literature acknowledges that in the developing world, school processes take place in
difficult conditions and that access to education :;nd equity with regards to participating
in educational processes remain the most urgent challenge in developing societics.
.Furlhérmorc it acknowledges the question ofquuli'ly as an enduring challenge for
educational systems and processes in developing countries. It identifies problems in
terms of teaching practices found to be failing to address the learning nceds of pupils
and challénge them sufficiently. The literature shows a shift in focus from teaching to
learning and outlines specific challenges depending on whether educational systems of

LN 1

developing nations are at the “formalism”, “transition” or “meaning” stages.

In the socio-cultural approach adopted for the research, the information presented in this
chapter constitutes part of the wide context and other understandings within which
participant stakeholders’experiences and view-points are embedded and will be
 discussed at the end of the thesis'!. The next chapter delineates the particular perception
of reality upon which this socio-cultural perspective has been conceptualised and

designed,

' Other aspects of that wide context arc the Mauritian histarical and cultural context and the Mauritian
‘official’ understanding, presented in Chapter Five,
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CHAPTER THREE

CONCEPTUAL APPROACH

The previous chapter outlined micro/structural explanations of the place of education in
society and more particularly in developing socictics. While some of these perspccli.vcs
cmphusise lhe_impormncc of consensus, others in contrast, believe that there are
func_iumental differences of interest between social grﬁups. Despite these differences, it
has however been shown that macro/structural perspectives offer cxplanations of society
as 2 whole and explanations of education as part of, and shaped by, the social or global

- system. In the previous chapter, I also sugge'sted social action pcrspectives as pertinent
approaches for extending the understanding of Mauritian primary education for several
reasons: (i) because social action perspectives focus on small scale interactions rather
than society as a whole; (ii) because they do not see human behaviour solely as a
reaction or response to the social system and;(iii) because they incorporate context. This
chapter expands on these ideas and outlines the distinctive soéial éttion approach

adopted for this study.

Philosophical vieﬁvs of human behaviour and social reality have inﬂuenced both the
 type of data that researchers of society have cﬁllected and the rﬁethods they have
employed to collect that data, The positivist approach; derived from the work of

- Auguste ('._‘pmte (1798-1857), assumes that the behaviour of humans, just like the
Behavibur of matter, can be objéctively measured and observed. The structural theories
(fuhction_alist and conﬂiét) describéd in the previous chapter, can bé regarded as

positivistic approaches to understanding social reality. In these perspectives, the placé
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of education in society is perceived as a reaction to the economic infrastructure and

functional prerequisite of the social system.

In contrast, according to the sociul action perspectives outlined ﬁrsi by sociologist
Weber (1864-1920), the subject matter of natural and social scicnces is fundamentally
different. Social action pcrspcctivcs favour conceptions which start from the ontological
aﬁd mcthqdologicnl primacy of ﬁ]icro—sociul situations. They seck to replace the
scientific notions. of explanation, prediction and control with the notions of

understanding, meaning and action,

Positivistic approadhes view human behaviour as something determined by impefsonal
law, operating beyond individual control. Social reality is a self- regulating mechanism.
In contrast, social action persp.ectives hold the view that human behaviour is purposive
~and that individual members construct and interpret their own actions and opim’bns. In
micro/social action perspectives, humans take part in the creating of society through
their own actions. These perspectives begiﬁ with the assumption that action is
meaningful to those involved and suggest that an understanding of action requires an
| in't.erpretation of actions themselves and the meanings which participants give to their

activities.

_ Sever.al theorists/reséarcher_s have attempted to bridge the app.arent. gulf between sbcial
“action fmicro)'énd structural (macro) perspectives. For example, in challenging
Durkeim’s view that society exists independently of the indi\_’iduals who make it up
| (Giddens, 1972), Weber (1958) idéﬁtified aspects of the social structure such as c.Iass .

~ and bureaucracy but at the same time argued that these groupings were made up of

81



individuals carrying out social actions. Schutz (1967), in his phenomenology of the
soéial world, argues for organised contexuality of the social world. For Schulz, the
environment, the context and the setting of social action emerge us. somclhing towiurds
- which action is dircctéd. which is lived and reflected upon rather than Bcin g external to

social action.

Willis (1977) combined Marxist analysis with an interactionist approach to social
action, Using a variety of research methods in his study of a school in a working class
housing estate in England in the 1970s, Willis did not just rely upon abstract analysis of
the relationship between education and the economic infrastructure. He tried to
understund the experience of schooling from the perspectives of the pupils. Giddens
(1981, 1984), on the ther hand, claims that structure and social action are two sides of
the same coin, they forma “duallity”. For Giddens, social actions create structures and it

is through social action that structures are produced, reproduced and survive over time.

.Sevcral theo:iéts have also argued for an integration between micro and macro levels of
analysis. For.CicoureI (1981), a precondition for this integ.ration isto identify tﬁe
“processes which contributé to the creation of mﬁcro—structure by the “aggrgg.ation” and
“ihtcgrﬁtion” of.'micro e.vents. Collins (1981) érgues that macro—sociological reality is

| composed of the aggregate of micro-situations. He conceives a radical micro-sociology

engaged in the Prﬁpifical reconstruction of social theory and methodology.

The micro/social action perspective which is described above, is considered an
appropriate theoretical positioning in order to bring parents, teachers, pupils and

educationists’ lived experiences and constructs into the understanding of Mauritian
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primary education. However, like those theorists/researchers who have tricd to bridge
the gap between macro and micro understanding of social phenomenon, I suggest the
f'ollowing: (1) The fact that this study examines and providcs an interpretation of’
Mauritian prim.ary CdLlCillidll at a (.:crl.ain time in history does not rcjcql that this
interpretation is in large part shuped by particulars of the past; (i1} the Tact lhat_. the study
examines Mauritian primary education at the micro-level does not suppose that |
education u. an island in the bfoader sociétal sense, isolated from broader socictal

circumstances, issues and understandings.

I, thereforé, propose that the task of bringing school level realities and _constructs' inté
the understanding of primary education in the Mauritian context is multi-layered. I
propose that it is essential .to take into account participants’ experiences and world-
views but it is also essential to take into account the wider context in .which the

understanding of these experiences and constructs are embedded.

Although concerned with psycholugical rather than sociclogical explanations, Wertsch

(1991), in his “socio- cultural approach to mediated action”, has devised theoretical

LL I 1Y

“tools such as “action”, “situatedness”, “voices” and “addressivity” which are relevant

and useful for the purpose, positioning and conceptualising of this thesis.

For Wertsch (1991):

A socio-cultural approach to mind is to create an account of human mental -
processes that recognise the essential relationship between these processes and
their cultural, historical and institutional settings ... A fundamental assumption
of a socio-cultural approach is that what is to be described and explained is human
action... A socio-cultural approach to mind begins with the assumption that action
is mediated and that it cannot be separated from the milieu in which it is carried
out (pp 1-8 & 20).
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Wertsch sees human beings not as individuals but rather as gencrators of certain types
of actions which he _culls “communicative action”. Wertsch argues that, when action i_s
_givc.n ;1t1zlljftic':1] priority, human beings are viewed as coming into comad with and
creating their surroundings as \chl as themselves through the actions in which they
engage. Thus uctioﬁ, rather lham_ human beings or the environment considered in
isolation, providé the entry poih_l into the analysis. As analytical categorics, actions and
interactions can include what people say, what they say to each other, about cach other,

about common issues, as well as what they do.

Ih his ekplanations of the socio-cultural tenet of “situatedness”, Wertsch (1991) draws
on Vygotsky’s writings and his claims that mental functionings in individuals derive
from social lifé. Taking account of “situatedness”, which includes historical, cultural
and institutional settings, in other circumstances labelled context or culture, accordin.g
to Wertsch (1991), ddes not mean that there is no .rdom for universals, On the contrary,

1t indicates pos'sibilities_of contrast with other perspectives (p. 18).

For the t._ene.ts' of “voices"” and ;‘addressiVity”, Wertsch this time draws on the work of
Bakhtin (1986) who stresses the idea that “voices” always come in a social milieu,
“Voices" ai_ccording to Bakhtin éannot-be reduced to an account of vocal auditory
signals, Bﬁkhtin’s account is of a “speaking cﬁnsciousness, which applies to writt.en as
well as spoken communications and is concerned with the broader issues of a subject’s
perspective, conceptual horizon intention and world view” (cited in Wertsch 1991, pp.
'50-51). Bakhtin also stresses that meaning comes into existence when two or more
_“voices”.come iﬁto contact, for example, when the “voice” of lfstener responds to the

“voice” of a speaker. In a Bakhtinian approach, “any utterance is a link in the chain of
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communication ... fthey] are not indifferent to one another, are not self sufficignt, They

are aware of and mutually reflect one another” {cited in Wertsch, 1991, p. 52-53).

~“Addressee”, unother Bakhtinian concept, need not be individuals engaged in concrete
conversations. “Addressee” can be temporally, spatially and socially distant.
Addressee can be an immediate participant interlocutor in an every day dialogue,
~adifferentiated collective of specialists in some particular arca, & more or Jess
differentiated public, ethnic group, contemporaries, like minded people,
opponents and eneinies, a subordinate, a superior, someone who is lower, hlghcr

familiar, foreign and so forth. And, it can also be an indefinite unconcretised other
{Bakhtin, 1986, p.95).

Paraphrasing Wertsch (1991), I propose a s.ocio-cultural approach for extending the
undgrstanding of primary education in one developing country, Méuritius, in which I
create an account of stakehblders’ experiences and view-points that recognise the
esse.nt.ial relationship between these processes and their cuitural, historical and

institutional settings.

In this study, the notion of context takes two forms one which I call the broad context

and the other participants’ personal context. The interpretation of school level realities

and view-points as a contribution to the understanding of Mauritian primary education .

is situated in a_broad context, which comprises other understandings as well as societal,

historical, institutional circumstances and patterns.

Other understandings_conﬁprise a macro/structural sociological understanding of the
place of primary education in developing societies. They also comprise expressions of
ideals and principles about the place, ideals, principles and challenges of primary
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education in developing socicties. These understandings which form part of the broad
context have been presented in the preceding chapter. Other understandings conmprise
the offictal/governmental discourse about the place and issues of Mauritian primary

education. Those understandings are outlined in Chapter Five.

The Mauritian context, its societal, historical and institutional ci;cums’tances and
patterns is another important aspéct of the broad cdmcxl and is.neccssary to lo.cale and
interpret prz_tc_tices, experiences and view-points of contemporary 'Ma_urit.i.a'n primary
education. Mauritian education is to be understood in that sense, as Jocated on a
continuum where historical particulars form the base upon which the present
experiencing of Mauritian primary education is construed. The circumstances, peoples,
“events and cultural patterns, together with the ways in which thg Mauritian education
system and more particularly primary system have evolved and the wéjgs it is organised,
ér-e impdrtant to know in order to locate and interpret an understanding of a
contemporary phenomenon such as education. They are also important to Know in order
to locate expériences and view-points- of Mauritian primary education, The realities of -
prirhary education in the two schﬁols cho.sen.' for the study and the \fie\vépolﬁts
expressed by participéi.nts_-which cdns_tftute the Ires.earch ﬁn.d.in.gs, \:vill_ be. dliscussed

against these national aspects of broad context which are presented in Chapter Five.

Personal context is another element thought to be necessary in order to locate practices,

experiences and view-points of primary education. Personal context takes two forms:
position and life history. The pCrspective' from which participants operate in their
capacities as teachers, parents, head teachers or educationists is fundamental in the

shaping and ffamjng of the ways in which they experience and construe primary’
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education and the interpretation of these experiences and constructs. The nature of their
role as parents, teachers, pupils and cducationists, their particular vested interest
embedded in that role and positioning shape the ways in which t'hcy'cxpcri(_:ncc and
~construe primary education. For'cxamplt.:, it 1s through their personal and or prbfcssional
éxperience and circumstances that paniéipa_nLsfslakcholdcrs experience and prioritise

what counts for them-as issues and challenges in Mauritian primary education.

Asking participants to p_ldce thefr experiencihg and uhdcrstandin g of primary education
in the context of their personal history. is an important methodological element in the
‘research design of this study. Present understanding is to a certain extent regulated and
sustained by personal experiencés and circumstances. Constitutive events in past family,
school and work experiences provide' a context upon which present experiences and

understandings of primary education can be built.

The realities of primary education in the two schools chosen for the study and the view-
points expressed by all research participants constituting the research findings will be
- discussed against_theSe aspects of personal context. Chapter Four further explains the

-notion of personal context,

This research aims to show how s_choo'l level p'roces'ses,'and participant stakeholders’
~ view-points and experiences ch_tributé to describing and eic_tendi_ng the understanding
of Mauritian primary education. Using a socio-cultural approach, it gives analytical

priority to par_ticipant stakeholders ‘_‘actioﬁs” and “voices” and takes into account the

wider contexts in which these are embedded. The concept of “s_i[uatednéss_”'serves to

locate participant stakeholders’ actions and voices in the historical, cultural,
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organisational patterns and circumstances of their personal lives. This same concepl also
nukes it possible to analyse school processes, experiences and participants’ view-points
alongside other (t.hcorclicul and imcmntfon;ll) undcrsl;mdin.gs of primary education. In
using the concept of “uddrcssitilf”, lhr; réscarch recognises that itis by using a broad |
array of points of view and.lhrough_thp interactivity of bar_ticij.}:int stakcho]ders' actions

and voices that an understanding of Mauritian primary cducation may be achicved.
Having delineated the particular perception of reality upon which the research has been

conceptualised and designed, the next chapter turns to the qualitative methods used to

support the study’s socio-cultural approach.
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CHAPTER FOUR

METHODOLOGICAL APPROACH AND DESIGN

Tli_c_ purpose of the inquiry was to dcscribc.;md interpret experiences and view-points
related to Matlril_iam primary cduéation, as lived expressions of var_ious_ Maﬁritian
‘sfakéholdcrs_' and to describe and interpret the ihtc_ractivity of these experiences and
view-points, The int;oduclory focus of data collection has therefore been on whz;t
participzirits did and said, rather than on the environment or the participants considered

in isolation.

An ethnographic design has been selected as an appropriate methodological strategy for
the research purpose and its specific focus on participants’ actions. Goetz and

| LeCombte (1984) define the process of ethnography as follows:

Ethnographic design mandates investigatory strategies conducive to cultural
reconstruction, First, the strategies used, elicit phenomenological data; they
represent the world-view of the participants being investigated, and participants’
constructs are used to structure the research. Second, ethnographic research
strategies are empirical and naturalistic. Participant and non- participant
observations are used to acquire first hand, sensory accounts of phenomena as
they occur in real world settings and investigators take care to avoid purposive
manipulation of variables in the study. Third, ethnographic research is holistic.
Ethnographers seek to construct descriptions of total phenomena within their

~ various contexts and to generate from these descriptions the complex
interrelationships of causes and consequences that affect human behaviour toward
“and belief about the phenomena. Finally, ethnography is multi-modal or eclectic;
ethnographic researchers use a variety of research techmqueb to amass their data-
(Goetz & LeCompte 1984, pp. 3-4).

‘The strategies used in the inquiry include all of these aspects. Investigation was

undertaken in schools and in participants’ places of work and on occasions in homes.
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The process of inquiry consisted ol observing natural, non-manipulated processes as
they are experienced in every day lives, [t has also consisted of recording view-points
construed by participants as they described their own experiences of Mauritian primary

education and expressed their understanding of Muauritian primary education.

M__oreover, the research was “multimodal”. It has used obscrvation in order to document
the physical characteristics of Mﬁuritian primary school settings, to describe the people
who wak and frequen.t' these schools,_to document routines, tca;hing and learning
processes and the effects these processes have bn pupils’ experience of schooling. The
research method used in-depth interviews in order to bring ;ﬁartic.ipants’ construcls into
the understanding of Mauritian primary education and document the issues and
priorities which participants brought _intd this understanding. The research has also used
“stories and draWings created by children, viewed in this research as important
. paftiéipants, holders of valid and legitimate knowledge aBout primary education, in |
order to elicit their own brand of understanding of Ma_u'ritian priniary education, -
The research was “holistic” l.)ec.aUSc it incofporated multiplé “aetions” and “vo'ices"_ into
the u.ndefst'an'ding of Mauritian primafy education. Moreover, it was “holistic” because
data collection teéhniqucs have accessed the three d.omains usually associéted x_vitﬁ '

human action;

¢ The domain of manifest behaviour such as school activities abserved in the school

setting.

~'»  The domain of internal or conscious processes such as those recounted by
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participants during interviews and projected in children’s stories and drawings.

e The domain of social meuning such as observed in schools and solicited from

participants during interviews, stories and drawings.

.Two periods of field-work were c.onductcd in Mauritius in order 10 collect data. The
purpose of the first {!isit, lasting four weeks in-Novembcr 1995, was to establish contact
with potential participants, select two schools in which to grﬁund field-work and
generally pfepére for the secﬁnd visit. Thé second Visit was a very intensive period of
work lasting three months March/Ap;il/May 1996, during which I completely immersed
myself in the field. One month was spént in an urban school, another month was spent
m a rural.s'chool, in both cases observing, conducting interviews, talking with and
interviewing children, teaching. and nori-tea_ching. staff, parents and generally
participating in the schools’ every day activities, sometimes taking the role of a tea.cher.
The third month was spent .Iﬁeeting and interviewing individual participants who had a

- professional educational interest in government and non-governmental organisations.

- The following sections present and discuss the research methodology in more detail,
They describe the selection of research sites and participants, the extent of participation
in the research, the techniques and procedures utilised for collecting and analysing data

and considerations relating to the reliability and validity of findings and interpretations.
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Selection of sites and participants

FIGURE 1: MAP OF MAURITIUS
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The two schools were selected in consultation with staff at the Mauritius Institute of
Education (MIE). They were selected purposely to reflect {not represent) the rich fabric
of Mauritian socicty within the Mauritian primary school system. The characteristics of
many other schools are embodied in these two schools. The schools are middlemost in
most aspects, There is nothing specifically unique nor extreme in terms of their size, the
ethnic, religious and socio-economic characteristics of their population, availability of
resources, teaching practices and performance at examinations. However, in order to
“maximise variation” (Guba & Lincoln, 1989, p.178), one school has been selected
from the rural area and the other school from the urban area'?. Sites outside the two
schools comprised Mauritius Institute of Education (MIE), the Beau-Bassin Teacher
Training Centre, the Mauritius Examination Syndicate (MES), The Ministry of
Education, and the Roman Catholic Authority (RCA). These sites, except the Mauritius
Institute of Education where I was kindly given office space, were visited to conduct

interviews with participants.

Participants

In most literature concerning quantitative research methodologies literature, the
selection of participants is referred to as “sample selection”. The use of the word

“sample” is avoided in this research for reasons best captured in what follows:

2 Mauritius spans some 60 km North to South and some 40 km West to East. Public transport, in the
form of buses, services all parts of the island. For these reasons in Mauritius, the distinction between rural
and urban does not 1ake the dimensions experienced in some other countries with remote and inaccessible
regions, Most of the Mauritian country side is covered with sugar cane plantation and some niountain
ranges. Mauritians live in the big towns of Plaine Wilhems and the big villages and small towns of other
districts, all within a bus ride from large centres. Given these characteristics, it could therefore be said
that, in the case of Mauritius, ‘urban’ is very urban and that ‘rural’ means less urban. In the study, the
school known under (he fictitious name of Four Hills is located in the urban arca of Plaines Wilhens and
the school known as Terre Bleue is located in a big village in the district of Moka.
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If all men were strictly equal, no man could serve as an abstraction of mankind.
He would be only a sample. However, given the great varicly ol human heings,
mankind can be abstracted through the presentation of particular persons, who
embody the nuture of many or all people in important respects. Although they
are individuals of {lesh and blood, such persons can serve, like the players in
Hamlet, as the abstracts and briel chronicles of the time (Arnhcim, 1969,

p. 169).

In this study, participants are viewed as individuals who “embody the nature of many
people in important aspects”. They are individuals who reflect rather than represent the
understanding of Mauritian primary education. Their experiences and opinions therefore
serve as “the abstracts”, not the sample, of that understanding, just as sites and
participants were selected purposely. Several considerations, outlined in what follows,

have informed their selection.

A multiplicity of perspectives as well as in-depth insights at the grassroots level were
thought essential considerations in order to extend understanding of Mauritian primary
education. The notion of “maximum variation” and the notion of “intensity” (Guba &
Lincoln, 1989, p.178) are important notions in that regard. The selection of research
participants has been based on these notions. The notion of “maximum variation” is to
be understood as aiming to include a variety of research participants so as to provide the
broadest base for achieving understanding of Mauritian primary education. The notion
of “intensity” is understood as aiming to include in the research, participants who can
exemplify and provide “information-rich” cases and contribute their own understanding
of Mauritian primary education deeply, but not extremely. As a result of these

considerations the following broad criteria applied to the selection of participants:

» They were stakeholders’ of Mauritian primary education,
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s They offered “variation™ in the understunding of Mauritian primary education,

o They exemplified and /for contributed “rich information” with regard to the
understanding of Mauritian primary education.

Table 5 shows who the participants were and outlines the rationale utilised for their

selection.

TABLE 5: RESEARCH PARTICIPANTS: COMPOSITION AND RATIONALE FOR
SELECTION

Sehool-based participants
Selected (o obtain a broad range of
* Pupils all grades experiences and view-points from within the
¢ Teachers schoois’ settings, They inciuded:
General purpose teachers
Oriental languages teachers

Physical education teachers Diverse types of individuals who, through
Trainee teachers their profession or daily occupation, had a
Head and deputy head teachers direct involvement in Mauritian primary
e School clerk also known as secretary education and individuals whose children
e« Parents were pupils in the two selected schools.

These individuals contributed their daily
cxperiences and view-points (o the
understanding of Mauritian primary
education

Outside-school participants
(Labelled “educationists” in the research) Selected 10 broaden the range of experiences
and view-points from outside the schogls
settings. They included:
Individuals from:

Mauritius Institute of Education (MIE) Diverse individuals professionally involved
Teacher Training Centre (TTC) in aspects of Mauritian primary education.
Mauritius Examination Syndicate (MES) R

Ministry of Education These individuals contributed their informed
Roman Catholic Education Authority view-paints to the understanding of
(RCEA) Mauritian primary education.

NGO’S

All were schooled in Mauritian primary
schools, some kad taught in Mauritian
primary schools, Some had children in
Mauritian primary schools and all work in
occupations dircetly related to some aspect of
Mauritian primary cducation.

The educationist group counts as the voice
that reflects a broader Mauritian
understanding of the present circumstances
and issucs of Mauritian primary education,




The rationale for the sclection of participants, as stated carlier, was to obtain a hroad
range of experiences and view-points so as to document the realities of Mauritian
primary education and obtain muitiple perspectives of the understunding of Mauritian
primary cducation. A combination of the expericnces and view-points of school and
outside school participants/stakeholders was thought necessary so as to provide the

broadest base for achieving these aims and offer maximum variation,

Decision for doing so was made prior to field-work but a more precise selection of
participants was undertaken as field-work progressed and research guestions were
formulated and refined. For example, the delineation between diverse teachers, diverse
levels of pupils, diverse outside school participants became clearer in the course of field
-work as my understanding of school settings and activities increased. I selected school-
based participants during the set periods of time spent in the schools. Potential cutside
school participants (educationists), on the other hand, were suggested by MIE staff and
field- work supervisor. On some occasions, in what is known as a “snowball 'mg

process”, they were also suggested by other participants.

The school-based participants were composed of pupils, parents, teachers and a school
clerk also referred to as secretary, The outside school participants comprised lecturing
and non-lecturing individuals from national institutions: MIE, MES, RCEA, the
Mauritian Ministry of Education, NGOs and private sector. All were thought to be

stakeholders in Mauritian primary education for the following reasons.

Pupils were included as participants because they are the most nuwmerous stakeholders in

regards to primary education, because their daily lives are in great part structured by
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activities related to primary cducation and because their future to some extent depends
on their primary education. They were included because, in principle, primary cducition
is intended for them. Parents, on the other hand were included because they have
themselves been schooled in the Mauritian primary education system, because primary
education is an important aspect of their children’s daily lives and an important factor

for their children’s future.

Teachers and the school clerk were included as participants because, as is the case for
pupils, primary education activities structure their daily work and as parents they have
themselves expertenced Mauritian primary education as pupils. They were also included
because they earn their living and position in society from working in the field of

primary education.

Similarly, individuals from MIE, MES, RCEA, Ministry of Education and NGOs were
included as participants to give their informed viewpoint about primary education in
Mauritius in general, rather than their view about education in the two selected schools.
They were chosen because all earned their living and position in societ-y from working
in the field of education and most worked in occupations directly related to Mauritian
primary education (eg training, inspection, curriculum development, administration).
Some had taught in Mauritian primary education and most, but not all, had children in

Mauritian government primary schools.

Educationists were chosen to reflect a broader Mauritian understanding of the present

circumstances and issues of Mauritian primary education.
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Extent and degrees of participation

The reseurch has, to varying degrees, involtved the pupils and teachers of the two
schools. One school had approximately 950 pupils and 45 teachers. The ather school
had approximately 320 pupils and 25 teachers. It has also involved some parents from
these two schools and outside school participants labelled educationists in this reseurch.
The following sections explain what is meant by participation and clarify the extent and

degrees of participation of these diverse people.

I had informal conversations with all teachers and non-teaching staff in both schools.
Most of these conversations took place at school. In addition, I interviewed twenty -
three teachers for durations ranging between one and three hours. Among these twenty-
three teachers, there were two oriental language teachers, one trainee teacher, one
physical education teacher, two deputy head teachers and two head teachers. I also
interviewed one school secretary. In both schools I spent time observing in classrooms,
in some cases on several occasions, in most classrooms for the full day and in all cases
never less than half a day. In the rural school I observed in all classrooms. In the larger
urban school I observed in seventy-five per cent of all classrooms. In total, [ observed

fifty teachers while they were teaching.

During observation in classrooms, I participated in, or simply observed, the activities of
approximately 1000 primary pupils. Two pupils, in separate classrooms, were observed
continuously for a full day as part of an in-depth study. In addition; 1 had informal
conversations with large numbers of children as I sat in the playgrounds during the
lunch hour and breaks. I also walked to and from school with some of them and

engaged in conversation during that time. Two hundred pupils from the two schools
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participated in the rescarch by providing drawings. Fourteen others participated in the
research by providing stories depicting their day at school and seventeen participated in
the rescarch by providing a written imaginary, dialogue between themselves and #

younger sibling who did not want to go to school.

I had informal conversations with approximately fifty parents in and outside school
settings. In addition, t conducted an informal group discussion with nine parents in the
school yard, in-depth interviews with ten other parents, some in school, others in their

homes for times ranging between one and two hours in length.

I conducted in-depth interviews with seventeen educationists for times ranging between
one and two hours in length.

Table 6 summarises the extent and degrec of participants’ involvement in the research.
It also specifies to which school participants belong. In the table FH stands for the larger
urban school which has been given the fictitious name of Four Hills in the repon, TB
stands for the smaller rural school which has been given the fictitious name of Terre
Bleue in the report. These two schools were not selected for comparative purposes. The
fact that one is in the urban area and the other in the rural area serves a purpose of
“maximum variation”. The inclusion of FH and TB in the table should, therefore, not be

read in comparative mode.
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TABLE 6: EXTENT AND DEGREE OF PARTICIPANTS® INVOLVEMENT IN THE
RESEARCH

TYPES OF DATA COLLECTING ACTIVITY TYPES AND NUMBERS Of
PARTICIPANTS

OBSERVATLONS
= Inclassrooms
For day, full-day or several days 1000 pupils (118 M3, FEH 2/3)
55 wachers €18 25, FH 3

Futl-day individual focus 28TD VI pupils (TH)
2 8T VI geperal purpose teichers (71)

Pupils, parents, teaching and non teaching stall
* Inschool yards; wt school gites; walking to (FHand TB)
and from schools
Pupils parents, teaching and non teaching staff
¢ Inschoot offices {FHand TH)

VERBAL COMMUNICATION

*  Informal conversations All teachers (70) (FH, TB)
In and outside schools settings Children (FH, TB,)
Parents (50) (FH, TB)
Paretts as a group (9) (TB)
o In—depth interviews
In and outside schools settings
Lasting | hr. to 3 hrs. TEACHERS: Twtal (23)
Head tcachers (2) (FH, TB)
Deputy head teacher (2) (FH, TB)
Oricntal Janguage teachers (23 (FH, TB)
Teas her trainee (1) {FH)
Physical education teacher (1) (FH)
General purpose teachers (15) (TB)

OTHER SCHOOL PARTICIPANTS: Total
(11)

School secretary (1) (FH)

Parents (103 (6 FH, 4 TH)

QUTSIDE SCHOOL PARTICIPANTS: Total
(17)

Individuals from MIE, MES, Ministry of
Education. RCEA and NGO's {17)

DRAWINGS & STORIES

»  Drawings of school and class and cartoons of ~ Selection of pupils of alt grades from both
'a day at school’ schools (FH, TB) Total (200)

» Stories: ‘A day at school’ STD Vand STD VI pupils (FH, TB) Total

(14)

¢  Stories: Imaginary dialogue
STD V and STD VI pupils (FH, TB) Total (17)
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Data collection techniques

The purpose of the field work was 10 immerse myself in the school context in Maurilius,
and to document processes and view points related to Mauritian primary education as
they were hved and expressed by Mauritian stakeliolders in the ‘game’ of primary

education.

I spent a full month in Four Hills and another full month in Terre Bleue. In both cases, |
went to school every day, for the full day, so as to fit into the routine of school activities
and become part of the schools (even for a short time). I realised the degree of my
acceptance when, in both schools, 1 was asked to take a class when the teacher was
absent, Such favours, I believe, are not asked of complete strangers nor of occasional

visitors.

My activities in these schools consisted of an amicable combination of doing what was
required for my research, described above and making myself useful to people in the
school. I sat in classrooms, observed teaching and learning activities, helped and
sometimes taught. I spent time in playgrounds at the beginning and end of school days
as well as during recesses, observing comings and goings, watching children at play,
chatting with them and with parents waiting to pick up or drop off their children. I sat in
staff rooms and offices talking with whoever happened to be there at that time, helping
with exammn preparations and marking. I spent time sitting on a chair in the shade of trees,
a place which jokingly became known as my ‘office’, and where I interviewed children,
parents and teachers. At the end of the day, 1 walked out of the school with everyone

else and visited some pupils and parents in their homes.

L1



These activities were not rushed. As time went by, | became visible yet unobtrusive.
Once the initial curiosity my presence in the school provoked had gone and once it was
realised that 1 was not going to change anything in anyone’s daily routine, children
would come and ask me, as they would any other teiacher, to unlock a door. Parents
would ask me to confirm that tomorrow was “dentist’s day”, and teachers would resume
their mundane conversations in staff rooms and classrooms. The following sections

outline the research techniques in detail.

QObserving

Personal observation was an important data collecting activity in the school settings. I
observed in the playgrounds, classrooms and offices and recorded descriptions of these
settings, of the routines, activities and interactions that took place in these settings and
of the people who participated in thos~ activities. Observational methods varied over
time according to specific situations and focus. They included non-participant and

participant observations and the recording of copious notes in field books.

Non-participant cbservations consisted of direct observations of classroom activities'’.
By this time in my field-work, my presence was no longer a novelty and I was accepted
as background in the school. On those occasions 1 was an unobtrusive observer, sitting
at the back of classrooms where I memorised or directly recorded detailed and
representative accounts of what people did, said and how they said it'*, These

observations focussed on participants’ behaviour rather than the meaning participants

'3 1 also made direct observations in offices and playgrounds.

' In many cases, 50 as not to perturb teachers and disrupt classes, notes were not written whilst
observing. In those cases, following a sitting in a classroom I would find a quict place wherce I could write
concise notes used to structure and serve as reminders for the writing of detailed observational notes in
field books. On occasions, notes were written as I observed. In all cases, and @s explained carlier in the
ethics section of Chapter One, teachers knew that I was not writing a report about them to thejr superiors.
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attach to their actions and as such, participitnts were not interrupted to seck
clarifications. Over-time, these direct observations became more focussed and selective.
For example, specific observations generated detailed data on the nature of work that
regulates teachers” and pupils’ experience of primary education, They also generated

comparative data relating to pupils’ experience of school and classroom activitices,

In other cases, observations were made during times in which [ helped teachers in
classrooms, staff in the office and during times in which I taught and participated in
school activities such as outings and sports. The emphasis in these participant-
observations was broader than in non-participant ones. During those participant
observations, I was able to ask questions and clarifications in regards to the meaning

participants impart to their actions.

Observational notes were sometimes written as observation progressed. In other cases,
as mentioned earlier, they were written in condensed form at opportune times during the
day and used as prompters for the writing of more detailed notes. Detailed observational
notes were recorded daily in the field journals. They were written at the end of the day
and always on the day of observation. In addition to descriptions and recordings of
informal conversations, these notes contained the questions I asked myself as field -
work progressed, the ideas and methodological and analytical decisions that were

generated during the day. These aspects will be detailed further in the analysis section.
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Verhal communication

Verbal communication involved opportunistic, informil conversations and the
conducting and tape recording of in-depth, formally organised interviews. Informal
conversations took place continuously throughout ficldwork, The guiding principle
underpinning informal and in-depth interviews was the fact that [ was to learn from
participants. 1 therefore listened a great deal. 1 asked for clarifications or to be shown
things. Aspects of informal conversations relevant to the research were noted in the ficld

book. In-depth interviews on the other hand were tape recorded and later transcribed.

A three step interview approach, based on Seidman (1991) was adopted with both
school-based and outside school participants. These interviews were conducted in
French, English or Creole'® according to participants’ preference. The length and
sequence of interviews varied. Because I was present in the school it was relatively easy
to conduct three separate interviews with teachers, during their free time, each lasting
about one hour. In other cases, interviews one and two were conducted in one setting
(lasting between 1/2 hour to 1 hour) leaving interview three for a second setting (also
lasting between 1/2 hour to | hour). This second option was the case for some teachers,
HTs, DHTs, some parents and some outside schoo! informants. With other informants,
the three interviews were combined, becoming three steps within one setting, This was
the case with some parents and most outside school participants. These three step

interviews lasted between one hour and two hours.

13 I am fluent in both French and English and able to follow what is said in Creole, but do not speak it
fluently. Because of the similarities between French and Creole, Mauritians who cannot speak French
fluently are often able to follow what is said to them in French. Interviews with these peoples took the
following form. I asked my questions in French and on occasions was helped by a teacher or a parent who
would repeat my questions in Creole. Participants responded in Creole. These interviews were audio-
recorded and were later transcribed and translated into French by a Muent Creole spenker,
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Despite these variations, the governing and very important principle guiding the
structure and undertaking of interviews was that communication of understanding of
Mauritian primary education could be productive, only if the foundation for that
communication had been established. Making sense of Muuritian primary education
required that participants looked at their own past and present expertences of Mauritian
primary education. The combination of exploring the past and describing the details of
present experience established conditions for participants to reflect upon and reveal
their own understanding of Mauritian primary education. The details of what the three

interviews or steps consisted of is presented in the following,

A first interview/step, “Focussed life history” put participants’ experiences in context,
by asking them to tell as much as possible about themselves (up until the time they
became teachers, administrators, parents of primary school age children...). I asked al
participants to tell me about their own primary SCi‘lOO]iI‘lg experience. I also asked
participants who work in primary schools, or in occupations related to primary
education, to tell me how they came to do that job, The rationale of asking these
questions about past experience has been to facilitate participants’ reconstruction of a
range of constitutive events in their past family, school, and work experience, that place

their experience and understanding of primary education in the context of their own

lives.

The purpose of the second interview/step, *The details of experience” was to

concentrate on the concrete details of the participants’ present experience as related to
primary education. During these interviews, participants were asked to reconstruct

details of what they actually do in their ‘job’. I asked school-based participants to
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reconstruct the activities of a day (for children see further down). For example, 1 said:
"I T followed you throughout the day what would [ sec you doing?” I usked outside
school purliciimn;s who work in occupations related to primary education 1o describe

theie work. For example, T asked: "What does teacher training consists of ;!;' or * How
do you 'go..ab()u.t pro.ducing a primary sc_.:huol text book?” [ usked parents to describe
how they orgzmisé their childrcn's_ acti_vilics such as preparing them for S'cilr)r)l; how

| they o'rg:mi_se their children after school; and their children’s activities during week-
ends. Opinions were not sought at this point, but rather the details of cxp'crience upon

~ which opinions could be built in the third intervie.w/ step (even if in some cases these

details of experience were not the focus of the inquiry).

In the third interview/step, “Reflection on meaning”, participants were asked to reflect
on the meaning of their experiehce. Questions were phrased as such: "Given what you
have said about your own experience of primary education and given what you have
said about your work now, how do you understand Mauritian primary education?"
"What sense does it make to you as a parent, as a teacher?" "What are your concerns?”
"What, _aécording to you, is it all about?" During these third interviews/steps,

- participants were also asked to clarify or expand on words they themselves had used in
previous communication. These third intervicws/steps'qddressed the intellectual and
érhotiona_l connections betweeri_the particii)antsf work and life. They sought
participan_fs’ beliefs and values on aspec;# of Mauritian primary education, what for

- them was at stake and to reveal participants” own understanding of Mauritian primary

education.
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Children’s drawings and stories

In the research, drawing has been ulilistﬁl as a mediom to elicit pupils’ understanding of
primufy education. This .mclhod is innovative zind several considerations hﬁwc informed
its sélcclion. 011& of these considerations is ll_‘lc. awareness that some childfcn_aré shy, or
nity not be used to expressing thcir. opinion, or may find it difficult lu.cxprcss
themselves in ways 6lhcr lhun by answering yés or.no to guestions put to them, These
are imporlaﬁt Iuspccts to be considered when oulsidcrs seek information from children
and may point to the realisation that audio-recorded, lengthy in-depth intervicws, such
as those milised for aduits, may not be the most adcqu'atc meth.od in order to seek

children's view-points'®,

There is also the observation that most children often capture in their drawings the
character of people and things and whatever they want to portray by a few highly
abstract lines, Drawing is a task which for most children is natural, not threatening and

is easier to perform than talking. Mc Niff (1981) argues for example that:

Drawing is not a process of imitating or copying the physical world, but rather of
synthesizing life experiences. Art then becomes a means through which the child
can communicate about those phenomena which are too complex to describe
verbally, but which are being perceived and integrated into the child organization
of reality (p. 29).

Selécting_drawing as a medium for eliciting children’s views has also been informed by
perception theory. Arnheim (1969) in his work on Visual Thinking claims that pictorial
| images are a product of the mind rather than a deposit of the physical object and that

thinking may therefore take place in the realm of images. Pictorial representations such

16 Informal conversations are different. They are not recorded, they take place in natural settings.
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as drawings and paintings will therefore serve several purposes: (a) to translate finished

thoughts into visible models; (b) to relate to mental images, the types which oficn occur
below the level of coﬁsciousncss which are hard to describe and casily dislurbg:d. As

such, pictorial rcprcsentutions can be suﬂublc instruments of abstract rcasoning and

point to some of the dimensions of lhought they can represent.

‘Moreover, drawings are like a mirror of social images (Wilson & Wilson, 1977, 1979).
" Intheir recent work using drawings as a cultural text, Sandra Weber and Claudia

Mitchel (1995), for example, state. that:

Because a picture can communicate simultaneously on many levels, drawings are
useful not only as iconic images, but also as layered paintings that hide or
combine other social, cultural images. An analysis of drawings can thus reveal
aspects of our personal and social knowledge — how we see the world, how we
feel, and what we can imagine that have largely been ignored (p.19).

- Itis for all of these reasons, that drawing was selected as an illuminating medium in

order to collect data related to children’s understanding of their primary education.

1 askéd individuals or small groups of pupils, as I was t:alkiﬁg to them in the school yﬁrd
and as | participated in class activitiés, to draw their images for me. I al'so.as.ked classes

asa grbup when teaching or visiting them. In lower grades, teachers on occasions ga{re
children some time in order to draw while I was visiting the class, Most dthe_r times

' ﬁupils d_rew in their free time or at home. I asked pupils to draw th¢ school, class ora

cartoon of their d.ay at school. As I was seeking Mauritian pupils’ un(.ierstandingr of

Maufitiah primary éducati_on, my directives conceming what to draw .\.vere always

| | mihimalist, taking care not to influence pupils in their represemﬁtions. In the cases
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where the drawings were done in class and in the presence of teuchers, I had to ask

_ tguch_crs not to tell children what to draw and sometimes, had to diplomatically stop
thc.m l'rﬁm doing so while also c.ﬁpluining the reasons for not giving ideas to pupils of
what to draw. Children were pleased to offer drawings and as a result there is a plethora

of these images.

Some older pupils (Standards V and VI} wrote storics as an alternative to drawing.
These pupils did not mind writing stories providing these were not homework to be
marked. In asking children to write stofies, like drawings, [ was seeking their
_uhderstanding of Mauritian primary education. For that purpose, [ gave pupils the
choice between writing about their day at schoo! or writing an imaginary dialogue
between themselves or a parent and a younger sibling who does not want to go to
school. As with drawings, I gave minimum instructions in regards to what the stories
should include. Pupils could choose the language in which to write these stories. Two
thirds were written in French, the remainder in English. None were writ;en iﬁ Cre.ole_”.
Writing stories, as with drawing gave pupils the opportunity and freedom to express

. themselves in their own terms.

The techniques utilised in order to document processes and view points related to the

understanding of Mauritian primary education are summarised in Table 7.

- 17 Pupils were very surprised when [ gave Creole as an option for writing their story. Some laughed
uncomfortably saying that Creole was for speaking not writing. Some teachers, when hearing my
instructions, made similar comments saying that pupils should write in English or French, but not Creole.
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TABLE 7: DATA COLLECTION TECHNIQUES

TECHNIQUES STRUCTURE SPECIFIC INTENT

Purticipant observiions in -

' : sehool settings & direet / Document school routines, activities,

Observations selective flocussed teractions, deseriptions of settings and
ohservations in class participants & fearn whisl questions lay hehind
settings participants’ actions and inerisctions
Intormal conversations Clarily reseurcher's and purticipunts’
' understandings of Mauritian primary education
Record view-pnints ahout Mauritian primary

Interview/step 1: focussed education that is built upon the detaifs of
life history participants’ own lives and expericnces

Verbal Interview/step 2: details of

communication  experience
Interview/step 3: reflection
on meaning
School Document dominant features of pupils’
Drawings Classroom experiences of school and point to their

A day at school (carioon) understanding of primary education

Stories Account of a day at school Document dominant features of pupils’

: Imaginary dialogue between  experiences of school and their understanding

siblings of primary education

Data analysis procedures

Because the research is embedded in the interpretive paradigm, data analysis has been

emergent and inductive in nature. My aim has been to employ methods of analysis that

would formally identify themes and construct ideas from the data itself. Units of

analysis were, therefore, not predetermined. Thcy evolved from the data according to

their meaning and unfolded during the various stages of data analysis, which was

approached in two ways. First, there was analysis I undertook as data was collected and

second, I conducted a more systematic analysis at completion of field- work. Analysis

stages and procedures are explained further.
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Analysis concurrent with data collection

Analysis of observational data has been concurrent with data collection and was
recorded in field books in the form of notes and comments. In my approach, I followed
Spradley’s (1980) advice that “rather than studying people, ethnography means learning
from people” (p.3). I learnt from participants by observing them and listening to them
and along with descriptive notes, wrote comments in the field book at the end of the day
to record insights provided by participants and to remind me of what questions to ask

and what meaning to clarify next.

The comments I wrote in field journals also included the decisions that I made in order
to narrow observations. One annotation for example shows that two weeks into
fieldwork, I decided that the nature of the experience in primary education was an
interesting and important theme to follow. Other annotations informed the leads and
specific foci that I decided to follow in light of previous observations. For instance, a
memo of that sort asks whether a practice observed in a lower grade can similarly be
observed in an upper grade. Another memo comments about contrasts in pupils’
experience of primary education. On occasions, comments have consisted of hunches.
For example, in several instances, I remarked that whatever teachers asked of pupils
always seemed to be aimed at the more able students. On occasions, this particular and
other thoughts were put to other participants who would confirm or disagree with them,
in all cases explaining how they saw it and thus furthering my understanding of

classroom dynamics.
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_ 'I_'Im three interviews/steps approach cxp!alincd curlier remained c()ﬁsislcm for all

part icipan_ts.. In that approach, inlcrvicwi.ng and analysis processes were kept scpur'ulé
__l)céaillsc ! wuﬁﬁ:dlo avoid imposing meaning from oni‘; pz'.{rlic'ipunl 10 Lhc.ncx.l. The three
in.lcrvic.ws.fslcps _upp'm.uch was both opcﬁ and slr.uclurcd-so as 1o generute

. phcnmncubl.ogi_cul dam'Ié:‘iding'lo.thé di.#cdvcry of parlicihunls’ um.lcrstanding.of

Mauritian primary edtication,

During -imerviews, my cdnc_ern has been to maximise depth of meaning rather than

' éhange course iﬁ i'nterviewihg. To that end and espec_ia]iy when i_nterviews Wére in two
of three parts, I would listen to the ﬁfét or second. interview priolr to conducting the
followir_lg'one and would hote the aspects I'wantéd participants fo develop further in the

._next interview. I zisked par_.tic:ipants to tell me more, 1o expand rather than justify
fhelﬁselves, their thoughts or opinions. For example, 1. would say: "in the previous
'com.’ersation you told mé that you m"nt your son and déughter 1o go to ﬁ_“ébo’d
college”. "Tell me_mo_ré about “good c'oll'éges'".. In other caées I would add'; ”ther
people tell me that ‘good colleges’ are such and such a thing to them. Is that so fdr. you:
too?"'SimiIarIy., I would, for example say to a teachgr: “In fhe previoﬁs t.:onverstllt'i'on
you meﬁtioned ‘lqw elements’. What do you méan by ‘low eleme_nts’? “Could. yoﬁ tell

me more about them?”

Analysis concurrent with data analysis can therefore be summarised as consisting of
recording insights and decisions in rcgairds to the narrowing, the deepening and the
focus of the research. Research questions started to be more clearly formulated at that

 time.



~ Systematic analysis

Analysis completed at the end of data collection has also been inductive, It has entaiied
scvcrall procedures derived from the work of LeComple and Preissle ¢1993), Pitman and
Maxwell (1992}, Seidman (1991), Tesch (1990) and Bogdan and Biklen (1992; 1982).
Analysis has consisted of a systematic process of selecting, categorising, comparing,
synthesising and interpreting data leading to the discovery of the priorities, beliefs and

; pracficcs which combine to constitute the understanding of Mauritian primary
education. The data analysis procedures undertaken for set periods of time at

completion of field-work included observational data, interviews, drawings and stories.

I first read the three ﬁeld.books in totality in order to get a global perspective of |
observational material and to achieve the following: to index observational data by
applying as many categories as possible; to establish an easy retrieval system of that
data for future use; to detect themes and patterns of analysis; and to suggest lines of

- argument. This first reading of observational data produced fourteen broad categories
and numerous sub-categories. This categorisation, similar to the subject index found at
the end of books, was displayed on a large piece of paper. Page and field book numbers
were als.o noted alongside these categories. The broad categories and related
information were then moved onto separate files. The data corresponding to these

| catégories _aind subcategories was re-read leading to the finding of additional categories.
Pages and ﬂe.ld books numbers were also noted alongside categories. Depending on the
type of data, I then proceeded to draw cognitive mapping diagrams (eg. teachers’
praétices) dr present data in table form (eg. data produced by shadow studies of pupilé.

and teachers).
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I read and re-read all interview trapscripts in order 1o get @ global perspective of tht
material, Following reading, the first step was to copy mterviews into a new file in the
computer and winnow any segntents not ielevant to the research at hand. At times, tor
example. during interviews some participants hid diverged from the original purpose of
the interview. In spite of the fact that what they were talking about had only # vague
relation to the original purposc of the interview, | would not interrupt (within limits of
course) believing that these comments served a bridging purpose between ideas. These
Kinds of comments had served their purpose and were then crased during the winnowing

process. All transcripts were reduced in that manner.

The initial treatment of interview data has also involved selecting passages believed to
be particularly interesting for display. These excerpts of data, which I called

“vignettes”, were copied into a new file ready to be used for data display.

Systematic analysis of interview data was trialled on four interviews (head teacher,
specialist teacher, parent and one educationist) in order to get the categorisation of |
interview data started. To this end, I carved text segments out of each of these four
interviews in such a way that the segments retained their original meaning even out of
context. This was done on the computer, each segment forming a paragraph. A short
descriptive statement was then applied to each segment. Each interview produced
between 25 and 50 segments. These short descriptive statements were then written on a
large piece of paper and a symbol was applied against each one. For example, any
statement having something to do with examinations would get a triangle, any statement
having something to db with language would get a circle or any statement havin g

anything to do with interactions would get a cross and so forth. Statements with the
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same symbol were then clustered. The symbols (about filteen) gave rise to the first
categories. [ then established a list of major categories, important categories and lefiover
categories and coded them. Using the computer, these codes were in turn applied

against each segment of the four interviews,

Segmenting and .coding procedures were then applicd to all other interviews, I then
adjusted and reﬁncd _coding as | went along. Segments ended hav_ing hctween one and

| four codes. Once all interview data hud been segmented and coded in that manner, |
then 6pened a file for each category and using the compul.er copy and péstc facility, 1
then lifted segments out of their original interview context and recontextualised them in

these new files'®. Segments with several codes were copied in different files.

Most of the drawings'® were looked at and analysed by three Mauritian art/education
and psycho/educational professionals™. First, they examined 80 drawings. They did so
together without me and wrote a statement about each drawing, We then met, duri.ng
-which time they further commented on the drawings and g:ive me the written |
statements, A further 60 dravﬁings were examined during another visit when we sat
‘around a table discussing drawings and sharing impressions. This conversation was
audio-recorded. Thé_statéménts and comments were analysed like text and cate gories

were attached to them.

18 1 was very careful to note participants’ coded name on each segment so that I would be able to re-
contextualise each segment in its original interview context if necessary.
" Each drawing was numbered as it was given to me and inserted in a plastic pocket for easy display and
reservation.
® I wanted to include Mauritian professionals into the analysis of drawings for reliability reasons and this
had to be done while I was still in Mauritius, T did not change anything in relation to the collection of
drawings as a result of this early analysis, For this reason this analysis is therefore systematic as well as
concurrent,
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Stories were also segmented and a statement was applied to cach segment. These
statements were then copied onto a large piece u!'.pnpcr and were c:tlcgtlris(;'d. All
statenents hclonging to the same category were clustered. Memos and tables were
written and created summarising characeteristics as well as l.hc sum and substance of

these stories,

The mulliplicity_of duta sources and the anulyticill pz.'dccdq'rcs_dcscribcd above are noted
in the literature as iechniqucs of “triungulation” (Denzin; 1978), .o_r “luyering of
 information” (Pitman & Maxwell, 1992). These techniques have led to the discovery of
regularities or themes, some particular to $pecific data, others linking in the form of
patterns. These themes and patterns have informed the presentation of ﬁridings and the

 thesis argument.

_Reliability'and validity of findings .and'interpretatiohs

Research is Iusﬁ_ally conside_red crédibie, _Sound aﬁd trqstworthy' to the extent that criteria
of reliability and validity_ are a_ddressed in research dési_gﬁ, data callection, analysis
pro.cedures.and interpretzﬁioq of findings. It must be _stressed,'houfever, that triteria of
| valid.ity and reliability of qualitative reseai*ch' are the objéct of much argument and
debﬁte. Approaches, b_aéed i_n' differe.nt bﬁilosophical and theoretical assumptions, range
ffdm seeking ﬁ_nit_afy méaﬁiﬁg for 'r_eliabili__ty'and:validity analc.)g_ouﬁto thpée utilised for

ﬁ _. quahtifative studies to the fcjeci_jon of both canéntionaI standards and common criteria

_for evaluating research (D_ehzi_ﬂ, 1978; Pelto & Pelto,1978; Patton, 1990§ Smith, 1990).
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Qualitative research is highly dependent on the rescarcher as no investigator does
rcsp:lrph exactly like another ﬁnc._ For this l;cuson. there 1s an impcrulivg need to specify
'pr(_:ciscly what was done and how it was done i_n a study il :_my follow up studies are to
titkc pl;ig‘c. In addition, I_'br lhc.rcsc:t.rch to he trustworthy and useful, lhcrc_ is _nccd_ to

: (!L‘I.Ilt‘ill.\‘.ll‘illc .tluu ﬁm.lings and interpretations are authentic Ircprcscnlutiun's of some
rculil_}'; -.'m.d llllut findings and interpretations enable othérs to undcrslu.nd similar

situations and further develop these understandings in follow-up studies.

The extent to which the study c.an be replicated is, therefore, defined as fe]iabi_lily while
the extent to which findings are comparable and translatable Iis.dcﬁncd. as validity. In
order to deal with the réliability and validily considcra_tions of this study, I have selected
the approach and format presented in LeCompte and Preissle (1993) and Schumacher
and McMillan (1993). Their approac_ﬁ haé t.ra:nslated the tenets of internal and external
reliability and validit y' conventionally used in positivistic traditions for their relé\_’ahce_
to qualitative, ethnﬁgfaphic and phenome.nological traditions. I have chosen this specific
approach because it provides de;ailed, useful and necessary reliabilitf and_._\"alid.ity
information'_when., as is the casé for this study, a claim of replicability is made. The
'foll.owirig sgctiohs outline the factors enhancing external and internal reliability and

v.alidity in the study.

 Factors enhancing external and internal reliability of findings and interpretations
LeCompte and Preissle (1993) and Schumacher and McMillan (1993) indicate that
ethnographers enhance the external and internal reliability of their data, that is the extent

to which the study can be i'eplicaled, and the extent to which agreement on the
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descriptions ol events can be reached, by identifying und dealing with the following
problems: rescarcher’s status position, social contexts and conditions, data collection
and analysis, :m;ilylicnl premises, verbatim accounts and member checking. The

following explains how these aspects have been handled in the research.

Résearch__er’s status pusﬁion

I\'Iy.role aimong pafticipanls was thut of a rescarcher from the oulsidc and as such [ was
clezirly positioned outside the hierarchical and know]edgc structures that framed
participants’ involvement in and understanding of Mauritian primary education. For
these reasons, | did not bring aﬁy specific insight 0.1_' perspective of and about Mauri;ian
. primary education inio' the research process. Moreover, as a researcher coming from
Aust‘raiia, I did not belong to any partfcular Mauritian cultural; ethnic or religious |
grouping which could have given me access to special knowledge from particulhr
participants, or limit éctess to knowledge from other participants, For these ;‘éasons, I

also did not bring any personal interest or emotional agendas into the research.

On t_hel'other' hgnd, I Have teaching eXperienﬁe in France, England, Australia and..P_ap_ua
New Guiqea where I have live.d and worked in rnhlti-cultu’ral, m.ulti-ethnic.'and multi--

lingual settings. My teachihg eipefienée, eprSufe to d_ivers.e cultures and facili.ty with

_ i.angu_ag'és”héve enab_led.m.e to enter the wofld of sghools reIatlively' easily and has

_ 'enébled me to. rec_:_ognise_ and _c.m.pi.lthi_se wit.h divérsity as well as communicziie direc_tly

with participants in their own language.
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Participants® sclection

The criteria, rationale and processes used in selecting participants have been described
fully i the mu‘r::s;ﬁnnling spclions of this chapter, Su that rescarchers who hope to
replicate the study may thcmscl\'tss select individuals who share similar chamctcrisliﬁs.
Thi:sc_ sections clearly sﬁccit'y who research participants were and the rationale used for
their selection (scé Table 6). They also clcufly delincate the extent and degrees of their

participation in the research.

- Social contexfs and conditions

Descrip'tioﬁs of participants, places and conditions where events and interviews took
place have been described in great detail in thé chapter A day in the life of school, as
well as the rest of the report where appropriate, so that researchers who hope to replicate
the study ha\}e cleé;r directives to follow should they want their research to be

undertaken in similar social situations and conditions,

The fact that interviews happen in one setting and not another may have some
considgrablc effect on what '1'5_ said_or_ d_oné as the following iI:Ii_lstrates. I have noted for
example that tgaf:hers.wc_'r.e interviewed in'the.sc':h.ool setting and duri.ng their free
periods. Findings related to teachers’ o_pinioﬁ of Mauritian primﬁry education may have
been sinﬁlaf,'slightly or eveﬁ greatly different should teaéhe'rs had been interviewed at
hoﬁe or had to stay in s’chdol at the e'_nd. of their Wﬁrking day..I also noted the fact fhat [
‘gave niinimai_ist information to wh.at dfawings_should include and stopped teachers from
: g’iying_ i_hstr’uctipns to children while they drew. Fiﬁding_s related to pupils’

representation of Mauritian primary education may have been similar, slightly different
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or even greatly different had I given more detailed instruction or allowed eachers (o

give their own instructions,

Data collection and analysis techniques

A thorough identificaticn and description of data collection and analysis stralegics and
techniques is provided in this chapter. It includes detailed descriptions of how all scts of
data were recorded and under what circumstances. It provides 4 retrospective step by
step account of how ail sets of data were analysed and synthesised and the line of
argument for the presentation of findings was developed. These methodological steps
have been reported clearly with the hope in mind that other researchers can use them as

a guide by which to replicate the study in similar or dissimilar circumstances.

Analytical premises

Chapter Three clearly identifies the assumptions and theoretical tenets delineating the
research approach. It outlines the theoretical premises and defines the constructs which
have informed and shaped the research so that other researchers hoping to replicate the

research may start from similar premises.

Verbatim accounts

The report incorporates verbatim accounts of observational notes and interview
transcripts, which, according to Wolcott (1975), provide readers the means for accepting
on rejecting the investigator’s conclusions. It also incorporates raw data in the form of
drawings which similarly provide reader means for accepting and rejecting the

investigator's conclusions. Furthermore, the report provides the reader with multiple
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examples in the presentation of any concepts and ideas and as such increases internal

reliability .

Member and peer checking

Some of my findings were corroborated through conversations with the three Mauritian
educational professionals that [ have involved in the analysis of drawings (see ahove .
In addition, almost every day during field-work, I was able to discuss what I was
learning and finding with two Mauritian friends, sometimes separately sometimes
together. These two informants were both educational professionals familiar with
educational research and very informed about Mauritian primary education. Although
our discussions were informal, they allowed me, over time, to corroborate descriptions
of events and interactions, interpretations of participants’ meanings and general
explanations of Mauritian primary education structures and processes. Similarly, this
time on a weekly basis, I was able to discuss my findings and ideas with my field
supervisor. As with previous conversations, these discussions have corroborated my

observations and findings.

In addition, it is my intention to donate a copy of the research report to the Mauritius
Institute of Education where it will be at the disposition of participants and other
researchers. I also intend to publish the thesis in the form of a book thus providing

wider opportunities for collegial evaluation of the research findings.

Factors enhancing external and internal validity of findings and interpretatjons

Validity is the extent to which the findings and interpretations generated in the study

match what occurs in reality. Internal validity asks whether researchers actually observe
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and hear what they think they are observing and hearing, External vididity asks whether
the study can claim comparability and translatability. The following explains how

problems relating 1o internil and external validity have been handled in the rescarch.

Internal validity

The cliim of high internal validity of cthnographic study rests on its data collection and
analvsis methods (LeComte & Preissle, 1993; Schumacher & McMillan, 1993). Several

factors increase the internal validity of this study. They are outlined in what follows,

o Lengthy data collection period. The fact that I lived among participants for four

months gave me opportunities for continual data analysis, comparison and
corroboration to refine ideas and constructs. This ensured a match between my

categories and participant realities and corroborative data.

e Participants’ language. The data generated from in-depth interviews is exclusively
phrased in participants’ language and thus reflects their categories, As explained
earlier the three interviews/steps were very open and gave participants real
opportunities to express themselves with their own words. Questions, when asked,
were asked to get a deeper understanding of participants’ meanings rather than

present my ideas and concepts.

¢ Natura) settings. All observations and most in-depth interviews were conducted
during periods of fieldwork in the two schools where the realities of Mauritian

primary education were reflected on a day to day basis.

« Reflexivity. The data collection and analyses phases werc subjected to continuous

questioning and revaluation. I have, for example, inserted memos alongside
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observational notes during all phases of data collection, ‘These memos have allowed

me to keep track of my subjective as well as unalytical cotniments.

External validity

The study does not aim at generalisation of findings but aims at extending
understanding by providing descriptions and interpretations that will enable others to

understand similar situations and extend these understandings in further research.

LeComte and Preissle (1993) and Schumacher and McMillan (1993) assert that threats
to the conventional external validity of ethnographic findings and interpretations are
created by whatever hinders or lessens a study’s comparability and translatability and
limits its usefulness. For them, comparability is the extent to which units of analysis,
concepts generated, participants’ and sites’ characteristics are sufficiently described so
that other researchers may use the study and extend its findings to other studies
addressing similar issues. Translatability on the other hand is the extent to which the
researcher has utilised theoretical frameworks and research techniques that are
understood by other researchers in similar fields. Comparability and translatability can
be established by demonstrating what Wolcott (1973) calls the “typicality” of a
phenomenon, that is the extent to which it can be compared along dimensions that are

also relevant to similar events.

In many ways the constructs generated in the Mauritian context are ‘typical’ of that
context and thus comparability applies to further research in a similar Mauritian context.
To that end, the distinct characteristics of the two sites and of the participants have been

clearly identified throughout the study. Table 7 indicates numbers of participants and
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outlines types of participants in terms of their profession, occupation or clissroom
levels level. These characteristics are reiterated as specific examples and cases are

chosen to illustrate the presentation of findings,

The transferability of the rescarch, on the other hand, rests with the clear statements of
its philosophical assumptions, the socio-cultural approach that informs its conceptual
framework and the clear statement of the various aspects of its data collection and

analysis designs. The research in that sense holds prospects for comparative studies.

Summary
An ethnographic design was selected as appropriate for the research purpose and the
specific focus on participants’ actions. Data was collected in Mauritius, for the most

part in two primary schools and was collected using multiple techniques.

Observations were utilised in order to document the physical characteristics of school
settings; to describe the people who work and frequent these schools; to document
routines, teaching and learning processes and the affects these processes have on pupils’
experience of schooling. In-depth interviews were used in order to bring participants’
constructs into the understanding of Mauritian primary education and document the
issues and priorities participants bring to this understanding. The research also utilised

stories and drawings created by children in order to elicit their own brand of

understanding of Mauritian primary education,

The schools were selected purposely to reflect, not represent, the rich fabric of

Mauritian society. They were middle in most aspects and there was nothing specifically
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unique and exteeme in terms of their size, the cthnic background of children, religious
and socto-cconomic claracteristics of their populations, availability of resources,
teaching practices and performance it examinations. In order to “muximise varkation”
one school has been selected from the rural arca and the other school from the urban
area, Participants were also selected purposely. Criteria of “maximum variation” and

“intensity” were applied to their selection. The rationale for their selection was to obtuin
a broud range of experiences and view-points, so as to document the realities of
Mauritian primary education and obtain a multiple perspective of the understanding of
Mauritian primary education. A combination of the experiences and view-points of
school-based and outside school participants/stakeholders was thought nccessary so as
to provide the broadest base for achieving these aims and offer maximum variation,
Participants were selected to contribute their daily/ professional/specific experiences
and view-points. School-based participants included pupils, school teaching and non

teaching staffs as well as parents. Outside school participants included individuals from

primary education, related government and non-government organisations,

Data collection techniques included participant and direct observation in the two school
settings, verbal communication in the form of informal conversations and in-depth three
steps/interviews (51 interviews were conduéted), the collecting of drawings of school

and class (200 drawings were collected) and the collecting of stories written by children

(31 stories were collected).

The intent of observation was to document school routines, activities, descriptions of
settings and participants as well as to learn what questions lay behind participants’

actions and interactions. The intent of interviews was to document the understanding of
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Mauritian primary education built upon the details of participants” lives and
experiences. The intent of drawings and stories depicting a day at school or an
imaginary dinlogue between siblings was to document the dominant features of pupils’
experience of Mautitian primmary cducation and point to their understanding of thit

cducation in thetr lives.

Data analysis was emergent and induéti\'c. Units of analysis evolved from data
according to their meaning and unfolded during vartous stages of data analysis.
Concurrent analysis of observation and interview data consisted of recording insights
and decisions in regards to the narrowing, the deepening and the focus of the research.
Research questions started to develop at that stage. Systematic analysis of all data on the
other hand consisted of selecting, indexing, categorising, coding, comparing,
synthesising and interpreting the several sources of data. These techniques led to the
discovery of themes and patterns which have informed the presentation of findings and

the line of argument utilised in the thesis.

Several factors enhanced the reliability and validity of findings and interpretations.
Reliability was enhanced by my status position of outsider, the accuracy of description
of participants, of social contexts, data collection, analysis techniques, and analytical
premises, as well as by the use of verbatim accounts and members and peer checking.
Validity, on the other hand, was enhanced by the use of participants’ language and a
continuous reflexivity habit. It was also enhanced by the fact that data was collected on

the field for a lengthy period of time.
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The experiences and understanding of primary education, as they are lived and
expressed by the peoples in Four Hills and Terre Bleue, are at the core of this .t hesis,
T:heir stories are part 6(‘ 2 bigger story, the cultural narrative of the past, which forms the
very base and is constitutive of contemporary expericncing ahd undcrst_anding of the

present. The next chapter outlines the major patterns of that context.
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CHAPTER FIVE

THE MAURIT{AN CONTEXT

This chapter is a selective account of Mauritian socio—éulldra] patteras as lhéy have

evolved over time and provides the historical and cultural context against which the

| understanding of contemporary Mauritian primary ed ucation will be discussed and
_interpreted. The chapter uses. secondary material and is organised in two major sections.
The ﬁrst presents an overview of the circlﬁns_tan{:t:s, peoples and events which over :

“Mauritius® rich and complex history have marked and _charactcrised its societal
development, while the secor;d focuses more speciﬁca]!y upon the educational

development and structures within that context.

Mauritius societal context

Under the slogan of “Unily in Diversity”, Mauritius peacefully gained its .in'dependence
from Britain in 1968. The country became a Republic within the Cdnnnonwealth in
1992 and has evolved into a plural society notcwbrthy for its extréordinary div¢rsity in
't_em'ls of ethnicity, religions and languages and for thé peaceful cohabitation of people

on such a small and densely populated isiand.

Spanning its 400 year history, Mauritius has served as a mercantilist relay with Port
Louis as a major free sea-port in the eighteenth century, became “the number one sugar-
producer in the British Empire” in the mid-nineteenth century (Chinapah, 1983) and

‘experienced “deep economic crisis” from mid-nineteenth century to mid-twentieth
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century (Bunwarce, 1994, p. 42). In the latter part of the twenticth century, Mauritius
diversified its economy with the creation of an Export Processing Zone (EPZ) dubbed
- “the engine of economic growth in the 1980s” (Bunwarce, 1994, p. 49) and a tourist

sector dubbed “one of the foremost luxury holiday destinations in the world” (UNICEF

1994, p. 6).

The history_ of Mauritius is the story of people who have 'arri.\_fcd in consecutive waves
“since 1715, As there was no indigenous population on the isiand, all Mauritians can
_ trace _théir ancestry to an immigrant past which has included French planters in the .

- eighteenth céhtﬁry, African and Malaga_sy slaves in the eighteenth and nine_teemh |
' centuries, Indian indentured labourers in the nineteenth century and Chinese merchants
‘in the early twentieth century. These diverse immigrants came bearing their cultures,
religions and languages and have contributed to form the coniplex, cultural, socio-
economic and political milieu of contemporary Mauritius. How this milieu came about
and how Mauritlians have adjusted to such 'di\}ersity is at the core of this analysis of

Mauritian society.

Mauritian sociétx in the colonial era
The Dutch in Mauritius (1598-1710)

The Pi)rtuguese explorer Fernandez Peirera discovered Mauritius in 1507, Its pre-
independence history, however, begins in 1598 after its re-discovery by the Dutch
admiral WYbrémt van WarWijck- who took possession of the island in the name of the

- Dutch and named it Mauritivs in honour of Maurice van Nassau, Prince of Orange.
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In the following century, the Dutch made two unsuccesslul attempts to sctue in the
islund, the first bélwccn 1638 and 1658 and i_hc second bctwcén 1664 to 1710,
Historians associate the Dutch failure to colonise the island. wi.th shnnagc.of food,
difficulties encountered for establishing conditions able 1o suppﬁrl the popul'ali(')n
perlimnéntl_}_' and the absence 01' good Icadcfs_hip among the sucécssiv_e cighteen
- governors (Malim, 1952; Toussaint, 1:977; {.sd;lis.on & Hz_xzisrccsingh, 1993). By thc'limc
 the Dutch ubanddnc’d Mduri{ius for their new scl_llcmcni- in Capc Town, they had
introduced sugaf from Java (Batavia), a crop which came to dominate thé M'a'u.ril.ian
economy well into the twentieth century. In' a.short period of time, the Dutch settlers
had exterminated the islzind’s“'ﬂigk.ltless bird, the a’édo, as its ﬂ.esh became va].u.:'ablc'food

and denuded the island of its valuable ebony.

The Fréncli East India compaﬁy (1725.-1767)

in 17'1_5, while stopping in Mauritiﬁs on his W_ay to Bourbon (now Reunion), where the
French East India .Company had settled in 1665, an._c‘l on confirming that thg iSlaﬁd was
Qno;fCUpied, C:iptairi_ quresne D' Arsel claimed Mauritius for t.he French East Indi.a _
Company under tﬁe n’an.le. of Ile De.-F.rance,.the_name which was to _rerﬁain the isl_aﬁd’s '
: n_amé ft.)r_.almqst a century. The settling of Ile de France, initially administered from.
"B(_)urbon, staﬁ#d iﬁ 1720. The éarly.Frerich settlement of the island'\vﬁs .cofnposed of:
_ F‘hOdgepodéc of thites, slaves.,' convicts and p_rostituté#” .(Bowm'an, 19”9.1) and it is also

'noted't_halt.“anaréhy, disorder and corruption were rampant * (Toussaint, 1977, p. 29).

The destihy of the island changed under the govérnorship of Labourdonnais (1735- B

1746), who on arrival found “a population of 190 whites and 648 slaves (plus some
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maroons) living in primitive mud -ind- post huts at Port Louis” (Bowman 1991, p. 12),
The permanence of French scttlement on the island was still in doubt when he arrived in

1735. By 1746 when he left, the colony was firmly established.

Lubmirdonn_uis moved the French India Compuﬁy hcadqu.u'rlers from Bourbon to Iie de,

_ Fru.ncc.. built a hurbeu.r and fortifications m Port Louis, the prcseﬁt cﬂpita] city and main -
.pon of modern Ma’uriths. and soon trunsformed the colony into an important port of
call on the spice trade route ef the Indian Ocean_‘ He established shipyards, built an
aqueduct, a hospital, roads, warehouses, officers’ and gevemment quarters for the
company, revived Sugar cultivation, established the first sugar mill, and generally

- developed the town of Port Leuis as a flourishing plece (Toussaint, 19’7?; Addison &

Hazareesingh, 1993; Bowman, 1991).

Settling of the island on a grander scale started at that time. French citizens were

| brought by the East India Company to invest their cap'ital and apply theif skills in.'the
admjnistfation of the large plantations planhed for the island. Slaves from Madagascar
and fhe African centinent were irnpofted by the eofnpany to do th.e work in the '.
deve]opmg plantatmn soc1ety as well as in the port. It is estlmated that some 20, 000

: slaves were landed in Ile de France between 1735 and 1767 (Bowman, 1991) However,
m sp:te o_f increased prosperity on the island, the fortunes of the French India Co mpany

' becarﬂe_ Serimisly .affected by t.he Seven Years War (1746-176.7.)_ and the Company was
forceci to sell Ile de France to the French. Crown for 12 nﬁllion pounds in 1764 I(Addison

& Hazarcesingh, 1993).
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Royal administration (1767-1810)

- During royal adminislrulion_, Port Louis became a major free sca-port for French
activities in the Indian Ocean, and tl_w istand experienced significant economic growth
as fl_‘cc_lrudé drew the merchants ships of the world ld Port Louis and as a plantation
society wis bi:illg established ('I'oﬁssai_nt, .1.978; Bowm;i.n, .l 991).. Increasing p.rospc.rily
and the demaﬁd for chcap._]abour led to signil icant population growth. T able 8 shows
thm.in 176.?, ;u. the beginn_iﬁg‘ofFrench Cdlon’ial rule, the population of lle de France .
was 18,77? and with the a_rrifal of new French _settlcrs,' fr.cc éoloure_dz" zind s[avfzs by

1808, it increased to 77,768.

TABLE 8: POPULATION GROUPS IN MAURITIUS 1767 &1808

Years - White Free Coloured Slaves Total
1767 3,163 587 | 3027 18777
T808 6489 5012 65367 77,768

Source: Kuczynskl (1949). Demograp!uc .S'uwey of the British Co(omaf Emp:re VOI 2 p. 758, London:
Oxford University Press.

- Thg conditions of life for people Iivihg on ke 'de_F.ra.ncé under _Frénch Rule were marked
_.by éxtremeS of wezilth and c_le.stitutiq'n. For_th_el rulin_g French minority, Port L_buis'
6fféred ‘__sbciaiising and g_rand rc_c'ept”i'pns’. énd a way of iife resembii'ng that of the
;:‘Breton llnob__iliry’; (Bowrﬁan, 1.991, p.iS). In contrast, the followihg statemént gives an

~idea of life as experienced by the slave population:

¥ The free coloured population (gens de couleur), otiginaily compriscd of Indians recruited as frec
- labourers, grew as slaves were freed and with the offspring of French settlers and slaves.
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At day break, the smacking of a whip is the signal that calls them to their work:
and they then proceed to the plantation, where they labour in a state of almost
nakedness, and in the heat of the sun . .. For the least act of negligence, they are
tied hand and foot to a ladder, when lhe overseer gives them a certain number of
strokes on their back with a long whip; and with a three pointed collar claspc
- round their neck, they are brought buck to work (C. Grant 1801 quoted in
~ Bowman, 1991, p.16).
French Rule came to an end when Britains strategic interest in the Indian Ocean region
gained momentum and the island was captured on December, 3, 1810. Decaién, the last
French governor, capitulated under generous'lerms. French troops were not treated as
prisoners of war and the “laws, religion, language and customs of local settlers were

safeguarded, Mauritius became 'formally Bri_tish but remained French ™ (Bowman, 1991,

p. 1.

The British colomal rule (1810 1968)

The island was formally ceded in full rlght and soverelgnty by France to England at the

Treaty of Paris in 1814 regaining its Dutch name Maur_ltlus._The lme of authorlty

- formally ran from the British government through .the Cnl_onial Office to the Ge\’ernor

" in Mairritius. Although _Manritians accepted fnrmal British control “the British presence

Was often lit.tle more than a f.on'nali.ty . that rested atop a rigidly stranﬁed society

dornmated by the Franco Maurltran elite” (Bowman 1991, p. 27) The French oligarchy

g was 1n1t1ally left unchallenged by the British in order to preserve their economlc

| mterest Over time and in splte of 160, years of British Rule, the French retained a  strong

‘social and cultural mﬂuence in Mdurltms especmlly in terms of language and religion
which has remamed to date and this for two _mni__n reasons: First, because the Briti_sh '
_never settled the island i.n any s.igniﬁcant numbers and sc.'eond, as noted by Chinapah

'( 1883), because the 'Fre'nch, through their assimjl.a.tion nolicy were more euccessﬁrl at
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assimilating free coloured and slaves into main-stream French culture, than the British

whose colonial practice is described as “divide and rule” (p.12).

The history of Mauritius under .B_riiish Rule has been marked by the uE_o:lili'o.n of slavery,
the :m‘ivul of indémuré_d ]ubour.crs from India and thc transformation of Mauritius into a
~sugar colony. The following shéws how thesc interrelated devclopmcnts'hav;'had a
significant economic, dcmbgraphic and cultﬁral im’pa_ct on the island and in lir'_'nc marked
the beginning o.f the trari_s’ilioﬁ of Ipower between thefwéll entrenched Franco Mauritian

oligarchy to an Indo-Mairitian majority.

Slave trade ivas_ abolished by the British Parliament in 180?. Under pressure exercised
by the plantocracy and a'éo_mpli_ant ﬁ_rst British governor, Sir Robért Farquhar, it téok
Maurit.i'us 28 yéars to comply with this laW_. To make t.he abolition of slavery more.
acceptable, slﬁvg owners were paid' 2,100,000 pOﬁnds by the British govémment for
.free_ing some 66,000 slaves. However, in order to .forc.e them to remain on the.estate
.plantations, former sléves \;vere ‘obligated’ to a six year ﬁpp;enticeshiﬁ \ifith their former
masters. Following désertions, the apprenticeship system waé’ abolished in 18.39, two _
years s_hqﬁ éf its six 'yéars tcfm. Fofmer slav;:s had resettled in the coastal fishing
'viIlagcs and t_owhé where they “rcsiﬁted wagc. labour ... and any forms of organised -

work” (Bowman, 1991, p. 18)..

~ The expansion of sugar as thé'main':export crop followed the decision made by the
British gq'y_ernmént in 1825 to allow iinport of sugar from Mauritius at the same rate of
duty as that from the West Indies (Addison et al., 1993, p. 50). The Franco-Mauritian -

-owned estates were soon transformed into sugar plantations. Cultivation grew from
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10,221 to 50,998 arpents™ between 1806 and 1830 (Bowman, 1991, p. 19) while
praduction in [826 (21,244 1ons) was ncarly double that of 1825 (10,869 1ons) (Addison

—etoal, 1993, p. 50),

The cxp:mding sugar cconoiny combined wilh the abolition of slavery led to demands
f'or new sources of cheap Iabour and the import of Indian indentured Iabourch who, it is
noted, came from “economically dow_rzitroddcn arcas of India . .. . ]uréd by pr(.)miscs' that
' \'vgre neve.r kept™ (Bowman,_ 1991, p.E'I). Tink_cr ( 1974) argﬁcs that indentured labour

became a new system of slavery,

... an uneasy balance had been evolved between the Indian government,
Whitehall and the various importing colonies in which lip service was paid to the
interests of the Indian coolie while plantation industry was enabled to draw upon a
pool of cheap labour with a minimum of restrictions and a maximum of leverage
against its workers (p. 115). '

451,790 Indians were brought to Mauritius as indentured labourers between the years of

1835 and 1910. In that same period, 157, 539 (including children born in Mauritius)

* returned to India (Kuczynski, 1949, p.796).

The conditions of indentured labour in Mauritius were oppressive and reminiscent of
-ihoée cxperic.nced earlier by the slaves. Labourers earned about “ten shiliings a month”

_ while by comparison the wagés of a labourer in England varied ﬁéf\veen “threé and four
 shillings 2 _day’.’ (Addison & Haza'reé.singh, 1993, p. 56). In addition, Indian laBOLIr_ers
ﬁvere sﬁbjécted to a system of “déubie cut whereby abseﬁce of work for one day meant
the loss of two days" pay and they were e){pected fo work a six.duy week Iand to do

_ unpaid work Qn_Su_nday_(Ia corvée) (Tinker, 1974, p. 188). Their.free'movgment within

2__2 An arpent is an old French unit of measurement equalling 0.4 hectare.
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the island was restricted, as the Labour Law of 1867 made it compulsory Lo carry
passes. Withoul passes, Libourers were subject to urrcst and punishment under vagrancy
laws (Bowman, 1991, p. 22). Uniil the indenture system came to a formal end in. 1917,
Indian indentured labourers were overworked alﬁd ill-_ircutcd. F heir work was rclchllcss

and heavy,

_ .Thc.rc wais it decline in the fortunes of the sugar in.duslry in the 1860s, due to.a world -
wide increab;e in sugar pfoductioﬁ and the isolation of'M.auritius following thc opéning
of the Suéz Canal in 1869 (Bbwman. 1991, D 23—25). This stump in the sugar industry

'_léd the local plahtoéracy to stop the recruitment of lﬁbdur. .Between 1870 to 1920, thié
group, the Franco-Mﬁur_itiaris sold small hold'mgs df the leISS proﬁtablg parts of |
'plamations to Indo-Mauritians who, tﬁrough éoﬁcessioﬁs granted. to theni_ by estates,
such as fhe loaning of .land for market gardening, odd jobs and cmp_lbyment of their
wives and children, héd managed to accumulate small amounts of capital (Benedict, "
1958). Following this parcell'ing out of Jand known as the “grand r}zorc.'elllen.:er.lr”, Alien
(1988) calculates that by 1921, 93 percerﬁ ofthc island’s planters were Indians and they

| @wn’éd_BS percent o_f land under cultivation Whiéh for the most part, was sugar cane (p.p.

182-184).

| Th't.al ‘.‘gr.a.nd.morc“'élfemeﬁr_’.' did not pfovide a solﬁtion to e_conomjc stagnation and
' Méuritius remained until.the 1970s, .an.econonﬁcally underdeveloped éountry
depending oh one export crop:'sugar..It._ however, gdve the .Indian population
opportunities to gain “a tocho_ld in the island’s economy " and alsﬁ “set the stage for |
: In_dian' demands for access to.thc political process and the eventual granting of that

access” (Bowman, 1991, p. 25).
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The Indian proportion of the Mauritian population rose from 18% in 1851 (Kuczynski,
1949, p. 796), to approximately 71%. Table 9 summarises the evolution and breakdown

of Mawuritian population from 1846 to 1952.

TABLE 9: POPULATION GROUPS IN MAURITIUS 1846-1952

Census  General Indo- Chinese Total
Date Population : Mauritians

1846 - 102,217 56,245 : 158,462
1881 107,323 248,993 3,558 356,316
1901 - 108,422 259,086 3,515 371,023
1921 104,216 265,524 6,745 376,485
1944 143,056 265,524 10,882 419,185
1952 148,238 335,327 17,850 501,415

Source: A.mma! Digest of Statistics 1985 (Port Louis: Central Statistical Office, p. 3).

'I"ab_.le 9 shows that the Mauritian pépulation is officially organiéed in thrcé distinct
groups, the general p0pulati§n,- the In_do-MauritianS and the Chinese, These three
categpries_ are further organised according to Iinguiétic and religious divfsions_. The
genefal p0pulati6n gfou_p includes Creoles of African or mixed African and Europeén
~ descent, as well as the Europe_ans for fhe most part F;ench or of French descent. Tﬁey :
R speak Creole, French and English. The Indo-Mauritian group'in'cludes Hindus ahd |

' Mﬁslims who speak their ancestral languages (Hindi, Bhﬁjpuri, Tamil, Telegu, Marathi,
Gujarati, Urdu and Arabic) as well as sbme Creole. The Chinese group, arriving in the

early 1880s incorporates Christians and non-Christians, whose ancestral language is

3 “Creole conventionally refers to Christians who do not claim European and Asian ancestry, Blacks (of
largely African ancestry), Coloured (of mixed origins), Chinese Creoles and Christians of Tamil descent
whose families converted and changed their names several gencrations ago. In other words the term

. Creole inevitably denotes a residual category, whose members have language and religion jn common but
who do not usuaily perceive themselves as a group” (Eriksen, 1988, p. 109).
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Haka. The economic and occupational divisions found within these groupings are

described by Benedict (1958):

The British held the top positions in government, the Franco-Mauritians owned
and managed the sugar estates, the top stratum of Creoles held white collar jobs in
the government, commerce and on estates, the middle stratum with artisans’ jobs
on and off estates, and the lowest stratum with fishing; the Chinese with general
retail trade; the Gujarati Indians (mostly Muslims) with the importation of grain
and cloth; and the vast body of Indians, both Hindu and Muslim, with labour on
sugar estates and small holdings. . .. In 1956, the sugar industry employed an
average of some 55,000 workers, government departments over 10,000 ... The
next largest employers, all chiefly manual labour industries, employed some 6,000
workers (pp. 316-319).

A minority of sugar field labourers were employed .mon;hl'y and lived on the estate. The
rest, including small holders, were engaged by the day.and for low wages by the estate
and according to season. Their labour in fhe sugar fields is descr.ibed as being an un-
attractive proposition physically, economically as well as sociall.y, while the obtaining
of a'govemment job {despite the fact that it is reaching saturation point) is said to be

perceived by ‘young Indians’ as the way out of the fields (Benedict, 1958, p. 317-320).

Po_litic'al power, as with the best jobs, was in thé hands of a few, Frlom the 1880s to t.he
: 19305, politics in Mauritius was dominated by the Franco-Mauritians and a véry small
: grmjp of wel]-qff conservative Creole allies. It is not until the 19305-19405 that political
strife e'mefged bctwéen the dominant minority of Franco Maurifians and the oppressed
_ .majority, the descendants of slaves, of free coloured and .of indentured I_.ndian_ labourers
: (Chinapah, _1.9.83', p.Ii; Addisson & Hazareesingh, 1993, p. 83). It is at that period that
_sgvcral trade t_mions and the Labour Pariy, with for the first timé Indians in prominent

positions emerged and organised Creoles and Indians into pressing their economic and
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political demands. Two labour strikes the first in 1937 and the second in 1943, brought
constitutional reform in 1947 in which the right to vote was extended to anyone able Lo

read and write simple sentences in any of the kinguuges used in Mauritius.

Tlti:sc reforms brought Lniprcccdcnlcd chuhgcs in the political processes and overhauled
th.c political picture of Mauritius. The following 1948 clections were fought alo.ng party
lines and fdr the first time in the history of Madrilius. gave Mauritian pcop]c a
representative government. These elect.ions and the conscqucm. 1953, 1959, 1963 and
1967 clections were won by the Labour Party uﬁdef the Jeadership of Secwoosagur
R.amgo_olam who in time became to be known Ias the father of indepcndt_:nce‘ The 1948
elections marked thé beginning of niajority rule, the.Hindu represé'mati.ves securcd 1] of
the 19 elected seats, the Creoles secured seven séats and the Franco Mauritians just one
seat (Bunwaree, 1994, p.18; Addisson & Hazareesingh, 1993, p. 91; Chinapah, 1983, |

p.10; Ramdoyal, 1977, p. 116).

- The tr'ansition of power from the Franco-Mauritiqns and th_eif Creole aliies to the Indo-
Mauritian community took place within an atmosphere of intense communal rivalry and
_Iittle viplence (Bowman, 1991). In tﬁe decade before independénce, Mauritian
minorities were fearful 'of_.being dfsadvantaged by. a g'o_v_e.r.nment ddminated by Hindus.

'. It is at that time that a significant numbers of Fr:.mc':o—Ma.uriti'ans and middlé-class
'Creolf:s .fear.ing.that fhey and their children’s economic privileges would not be

sustained in an Indian led government, emigrated to Australia, Britain and France

Mauritius gaihed 'ihdependencc from Britain following the 1967 elections once again

~ won by Ramgoolam and the Labour Party. Sif Ramgoolam, who had been chief minister
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of Mauritius since 1961, is described as having shown “cnormous capacily for
negotiation and reconcitiation with all other groups in the population” and as

_ cominmiding popuiar Suppon in the years preceding independence (Bowman, 1991, p.
41). His return into poivcr is said (o have convinced the British that Mauritius was ready
for independence. Indepcndence came on the 12th of Murch 1968 und Sir Secwoosagur

Ramgoolam became Mauritius® first Prime Minister,

I\’Iﬂjﬂit_i_@ so.cigtv in the o_o'st independence era

Since independence, Mo_uritius has retained the multiparty systcin that evolved du_ring
the last years of c'olonizilism. Its political system is organised ori the Briiish model with |
" a Prime Minister .cho_sen by the partjx with majority in Parliament. Mauritian politics
have, just as they were before indeoenden.ce, continued t'o be marked by “coalitions
being made and unmade and political activists shifting party allegiances” (Bowman, _
:1991_, p- 68). Political processes., in spile of religious, ethnic and ]inguisiic differences,
have remained fully deinocratic m Mauritius. Since independence, Mauritius has also

: managed_ to rise _from an impoverished underdeveloped sugar colony to a middle income
- country. The socio-economic and political events of post independent Mauritius are
dise’us.sedi chronologically around the terms served by Mauritius’ two priine ministers S.

Ramgoolam (1968-1982) and A. Jugnauth (1982-1995).

' The Ramgoolam period: 1968-1982
' Following its vietory in 1967, the Labour Party,'uode'f the leadership of Ramgoolam and
with the help of coalition partners, went on to win th_e 1976 elections and retained pmr '

until 1982.
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Several key economic concerns confronted the Maurittan leaders at independence. The
country had a sharply rising population (501,415 at the 1952 census to 826, 199 at the
1972 census), a narrow sugar-based economy and widespread unemployment (10%. in
1968 and 15% in 1982). This bleak picture was exacerbated by two factors. First in the
1970s, 8,000 to 10,000 young people cach year were completing school and joining the
Job market. Second, most jobs required unskilled labour and were poorly paid. Many
workers, especially in the sugar sector, were employed only seasonally (Bowman, 1991,

p. 114).

Mauritius’ economic future, however, took a new turn in the 1970s and this for two
reasons, First, a policy paper set the country’s economic development agenda for the
decade 1971-1980 (National Development Plans were then to follow on a regular basis).
Among other things this first plan called for the elimination of unemployment and the
creation of 13,000 new jobs. Second and in order to fulfil its plan, the government
passed an act for the creation of the Mauritius Export Processing Zone {EPZ) which
began functioning in 1971. The establishment of planning processes (specific
development plans followed) and of textile manufacturing in the EPZ have guided and

marked Mauritian economic development ever since.

Between 1971 and 1977, 64,000 jobs were created, an excess of 51,000 over the 13,000
planned by the government (See Table 10). The growth of the manufacturing sector was
complemented by exceptional sugar crops coinciding with a short lived boom in sugar
prices and by the success Mauritius had in generating international development

assistance from Britain, France, USA, India, China and Arab countries. Bowman (1991)
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attributes the ability to attract financial assistance from such & wide source of donors

Mauritins® multilingual and multicultural heritages.

Sparked by the world recession and the end of the sugar boom, the country’s economy
wis again in crisis in the late 1970s. Foreign exchange reserves which stood at $183
million in 1975 fell to $14 million in 1979, enough to cover just two weeks of import
(Africa Contemporary Record, 1979-1980, p, [2). After 1976, job creations stalled,
school leavers were entering the job market with little prospects for finding
employment. By the late 1970s, 75,000 people (approximately 21 % of the labour force)
were unemployed, inflation was running at 30% or more per year while the country’s

foreign debt climbed over § billion rupees (World Development Report, 1997 p. 274).

The following table highlights the employment trends in Mauritius by sectors between
1971 and 1982, the employment growth experienced in Mauritius between 1971 to 1977

and its stagnation between 1977 and 1982,

TABLE 10: EMPLOYMENT TRENDS IN MAURITIUS 1970-1982

Year Agriculture EPZ Hotels & Public sector ~ All sectors  Change
) Restaurants

1971 59,750 644 1,153 47,826 142,485 +12,236
1972 61,924 2,588 1,559 44,288 148,179 +5, 694
1993 62,063 5,800 2,215 44,161 157,787 +9,608
1974 63,049 8,970 2,208 43,890 167,218 +9,431
1975 64,469 10,267 2,434 44,730 172,814 +5,596
1976 64,182 17,163 3,120 46,169 184,539 +11.725
1977 65,297 18,169 3,050 47,398 194,762 +10,223
1978 60,767 17,740 3,174 49,483 198,740 +3,978
1979 59,368 20,421 3,343 53,011 199,438 +698
1980 58,042 22,002 3,109 54,546 197,561 -1.877
1981 56,955 23,601 3271 54,905 196,314 -1,247
1982 56,711 23476 3,179 55,048 195,078 -1,236

Source: A. Jeetun, ‘Employment trends and training nceds’ in PROST (May 1989) p. 18.
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In order to redress the economy, help was sought from the International Monetury Fund
(IMF) in 1979 which offered balance of payments support in exchange for the Mauritian

government acceptance of an austerity package.

It is in the midst of these economic difficulties that the Ramgoolam cra came to an end
at the elections of 1982. By that time, the Labour party had become plagued by
concerns over its ageihg leadership, weakened by infighting for succession and was also
accused of goverhment corruption and nepotism (Bowman, 1991). The Labour Party,
which had dominated Mauritian politics since 1948 and had won the 1967 and 1976
elections, won no seats at the 1982 elections. In its place the coalition between
Mouvement Militant Mauricien (MMM) and the newly formed Parti Socialiste
Mauricien PSM** came to power under the leadership of Anerood Jugnauth. The
coalition recorded an unprecedented victory by winning all 60 seats from the 20

constituencies in the country and 63.04 % of the vote (Chinapah, 1983, p.11).

The Jugnauth period (1983-1995)

Anerood Jugnauth replaced Sir Ramgoolam and became Mauritius’ second Prime
Minister. Returned in power during the 1987 and 1991 elections, Jugnauth’s tenure in
office, propped up by many alliances, lasted until 1995 and was marked by an

unprecedented economic boom for Mauritius and its people.

Following difficult beginnings, with high inflation rates and a very bleak unemployment
situation, the economy eventually took off to the extent that the government and the

popular press have commonly compared Mauritius economic expansion of the 1980s to

2 This party was formed by a group of Labour Party members opposed to its corruption (Bunwarce,
1994, p. 26).
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that of the “four tigers” of East Asia (Taiwan, South Kored, Singapore and Hong Kong).
In the space of three years, from 1983 to 1986, the country’s annual cconomic growth

expanded from 0.4% to 8.9% (Mauritius Country Report, 1988).

Mauritius® exceptional economic boom of the 1980s is largely due to the sustained
commitment of the Mauritian government to the IMF structural adjustment programme
which was in place till the end of the 1980s, As a result of this commitment, two 340
million loans had been completely repaid by 1988 (Mauritius Country Report, 1988, p.
25). It is also largely due to the continuing growth of the EPZ ° as well as “favourable
international conditions that held oil prices down, kept foreign tourists coming and
sustained demand for Mauritian sugar and manufactured goods” (Bowman, 1991, p.
122), By the late 1980s, manufacturing in the EPZ, had supplanted the sugar sector in
the Mauritian economy and represented approximately 60.0% of Mauritian total export
(Mauritius Country Report, 1988) while its creation and expansion had put an end to the
problems of employment that had beset the country since the 1950s (Bowman 1991;
Bunwaree 1994). Table 11 shows that by 1988 manufacturing in the EPZ had
supplanted the sugar industry and government sectors combined to become the

country’s top employer.

% The Export Processing Zone (EPZ) in Mauritius is not located in a specific location. Factories have
mushroemed all over the island.
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TABLE 11: EMPLOYMENT TRENDS IN MAURITIUS 1982-1994

Year Agriculure  EPZ Holels & Public sector
Resliieints

1982 36,711 23476 340 55,048
[988 49, 599 o), 734 4 UK3 54, 65{)
1994 41,614 81,706 8,120 (1993)* 57,076

Saurce for 1982 & 1988 employment figures: A, Jeetun, ‘EEmployment trends and training needs’ in
PROST (May 1989), p. 18

Source for 1994 emplovment figures, White Paper on Women (1995).

*Source for 1993 hotels and restaurants employment figures: UNICEF (1994) p. 6.

The impressive economic boom marked by rapid and exceptional growth was for the
most part characterised by ‘labour-intensive’, ‘low-skill’ and ‘low-tech’ manufacturing
(Bowman, 1991; Bunwaree, 1994). The situation has begun to change as foreign
investors are starting to relocate in places such as Madagascar where cheaper labour can
be found and are also beginning to replace cheap unskilled labour with more
sophisticated techniques and machines (Bunwaree, 1996a). Table 11 shows a job
shortfall of some 9,000 for the year 1994 in the EPZ that clearly illustrates this trend.
Unemployment figures which up to 1994 ranged between 0 to 2%, went up to 4.5% in
1994, 5.2% in 1995 and 5.5% in 1996 (Ministry of Economic Planning and

Development, 1997c, p. 9).

On the political front, in the mid-1990s there was a change in the country’s leadership.
The Jugnauth era came to an end at the elections of December 1995, These elections
and the fall of the Jugnauth’s government have been brought about by extraordinary
developments linked to education and more specifically the proposed inclusion of
Oriental Languages for ranking purposes in the very competitive CPE examination

taken by pupils at the end of the primary education cycle (Dulloo Report, 1993). The
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recomiendations of the Dulloo Report for the inclusion of Oriental Languages,
supposed to be implemented for the November 1995 CPE examination, sparked
controversy in the country and developments that led to the fall of the Jugnauth's

government. These developments are explained later on in this chapter.

New elections were held in December 1995 and won by a Lubour Party and MMM
alliance. Following these elections, Ramgoolam was once more the name of the
Mauritian Prime Minister as Dr Navin Ramgoolam, the son of Sir Ramgoolam, replaced

Sir Anerood Jugnauth,

Mauritian society in the late 1990s

Population profile and trends

In 1995, the total population of Mauritius was estimated to be 1,1 million (Week-End
15/12/97 p.17). A density estimated for the year 1992 to be 549 per square kilometre
(UNDP, 1994) makes Mauritius one of the most densely populated nations in the world.
The crowded effect of the island is further aggravated by the fact that the nation’s
landmass is for the most part covered by sugar cane fields and some mountain ranges.
As a result, approximately 41% of the population live in the urban areas concentrated in
the districts of Plaine Wilhems and Port Louis and the rural district of Flaq. For the

same reasons, the rural dwellers live in small towns rather than villages.

During the 1950s and 1960s, mirroring trends in the rest of the developing world,
Mauritius’ population recorded a growth of between two and three per cent per annum,

leading social analysts to predict a population of three million by the end of the century
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(Meade, 1968, p.3) and family planning associations to produce hillboards showing
people falling off the island (Etherington & Dodds, 1975). The joint ¢fforts of the
Mauritius Family Planning Association (MFPA) and Action Familiale have resulted in
the fall of fertility rates and sharp decline in the rate of population increase, The average
population growth rate was estimated to be 1.3 between 1990 and 1995 (World
Development Report, 1997). In 1990, Mauritius received the UNPFA Population Award

in recognition of its success in the arca of population control.

Socio-economic and political trends
Since independence, Mauritius has diversified its economy from a monocrop to a
manufacturing sector in the Export Processing Zone (EPZ) and a tourist sector. (Figure

2 in Appendix C shows the employment by industry in Mauritius in 1995).

In the late 1990s, the country embarked on a new economic phase, with an emphasis on
communication and _ﬁnancial services comprising an emerging stockmarket, offshore
banking and once again trade, in the free port of Port Louis (UNICEF, 1994, p.7). The
country’s new econemic focus, will require new levels of adaptiveness, skills and
qualifications from its workforce if the country is to make the shift from the “knitting
island’?® to the “intelligent /network island” comparable to Singapore (Bunwaree,

1956b).

The rapid growth of the Mauritian economy® led to significant improvements in the
standard of living of most Mauritians. For example, taking into account increases in the

cost of living, it is calculated that the net purchasing power of Mauritians has increascd

26 Most of the factories in the EPZ are garment and especially knitted garment factorics.
%7 Annual growth rate is estimated at 5.6% for 1995, 5.8% for 1996 and 5% for 1997 (MEPD, 1997).
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by 25% between the mid 1980s to the carly 1990s (UNICEF, 1994, p.59), As a result,
most people have a job, food and clothing and rﬁost houses h:wC_ a radio, television, a
video c_ussm_l_c plﬁycr and a refrigerator. Education and health scrviccs. are free und l.hc.
cntirc'cnunﬁy is supplicd with clectricity, pipe borne wat.cr. and is SCf'vcd by 4 gdod .

~ system of tarred rouds and public transport.

._I.t' the_rﬁpid growth o'f.{hc écOﬁo_my has lranslatéd into a_.visiblc'z_improvcd st'a_nldard of
living for so.me.Mauri_tian_s_. difficﬁlt_ies_ refnaih for the averégé fa_miiy. Two M:allritian.s'
“out of three earn less thﬁh Rs 4000 per month (approximately AS 270) (Week-End
15/12/97 p.17) and a job for_ﬁttsband and wife has become a necessity in most
h.ouseholds in ordef to support the modern needs of the family*®, The 1990.cens.us for
example, shows that' about half of all wom_en_29 of reproductive age ar_é salaried as

| embiqyécs; Tﬁe (_:hangi'ng rble of women in Mauritian society has increased their -
economic and social status but is also reported.a.ls ha\?ihg bfought social repercus.sions
sﬁch as neglect of children and dét'e_riorating food habits to name a few, m its wake -

(UNICEF Report, 1994; Heeralall & Lau Thi Keng, 1994).

' ~The ecc.momir;. and social roles o.f Mauritian people in the mi.d-S.Os desclr'i_bed earlier by
Benedict {1958) hﬁve undergone s’ignificant. Changes in confemp_prary Mauritiﬁs. |
Benedict (1958) des_crl;b.ed people delineated as bélbng_ihg to the General Population as
" ‘dominating the élite ecorﬁonﬁé and governménf position_si the Sind{M_ziﬁritiahs as

. ddmi_nating comumerce; thg Hi_ndo—Mau'ri.tihn_s as labouri'ng in the sﬁgzi_r plantatiohs_and

_ the black and Creole populafion as the working and fishing classes.

% Average daily earnings for a person cmployed in sugar canc fields is calculated at 142 rupees, in
manufacturing at 137 rupees, hotel industry 152 rupees, governmenl 115 rupecs (between 7 and 10 AS)
# In 1994, women represenied over 70 % of the workforce in the EPZ (calculated from; White Paper on
* Women, 1995). :

148



In contemporary Mauritius, while the Franco-Mauritians still hold the domiﬁunl.
[josit10|1s in the sugar industry, these huvc now heen opened to mcmbcrg of other
coﬁu_uuniliés. _’I‘.hc I—lin(lo-Muuril.i:m comlﬁunit y and more pz;rticul;tﬂy the Hindus have
“transferred their newly found politicui pﬁwcr into occupying dominant roles in
government and public service, tq. the disadvantage of the General I’op'ﬁ_];stion which has
had to take sdborclinatc posi_ti.(.)ns or erﬁigf_agc (Moutou, 1_996j. ._Muslims and the more
highly educated members of the General Popul_a't.ion tend to-be prominent in the private .
sector and the professiohs.(Bowm_an, 1991). The Si_n_o—Mauri.tic'.tns.on the whole, are still

associated with small trade, while the black population remains unch angéd as the isJand

working class and poor socio-economic community.

S_incé the.ad\.rent of majority rule, \;fith about thirty years of independence and through
SiX deﬁlocréticaﬂy clectgd govermﬁents, the cou.nt'ry has re.tai.ned its political culture
marked by inéessant fragméntations: and reasse_mbliﬂg of parties and coalifions (t.he

_ .L.al.Jour' Party and the MMM alliance split in June 1996) and has proved its ability to
sustain a thriving multiparty democracy. The political stability of contemporary
Mauritius is in large part due té its economic development-which provided work and

| hope in the future to ihé_reésing numbers of young people. It is also believed tb be due to
the fact thé_t in a “small village of oné_ million people”, extremes of cdrru.pti.on and |
nepotism, :despité the fact that they do exist (Bowman, 1991;_ Bﬁhter, 1994), have been,.
a_nd éontinue to .bc,' 'c'Iosely monitored and somewhat limited b.y. in'ténse public. and pre.és

scrutiny.
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Cultural trends

In the Mauritian society, whiéﬁ the Mauritian writer Monique Dinan (1986) aptly
qu;lliﬁcs. as kaleidoscopice, religious und cthnic trends have remained stable since the

mid 1930s. »\ppmximulély 51% of Mauritians are Hindus, 16 % Muslims and 32 % .
Christ i_:ms ﬁms; of them Catho]ics. Approximitely 28% of Maur'itiuﬁs are qlussif icd as
General Pobululion, 67% Hindo-Mauritians (16% Muslim) and ciosc to 3% Sino
M-.iuritiuns and, as. discusscd carlier, covert nepotism and communal privilegé have
marked the political .and work llifc of these dizv_t.:r's.c groups. -An important factor l_i_miti_ng .
_commur_ml identiﬁcation in M.auritiu's is that, unlike other countries (ie. Northern Ireland
or Lebanon), housing is not segregated along ethnic lines. Mauritians livc side by side |
and intermingle in shops, buses, towns and'villages and experienc_e. similar living

circumstances.

Given the divefsity of ancestral origins of the Mauritian people, it is not surprising that |
langudge diversity remain_s an enduring f:icet ofthe Mauriiian kal.ei.doscope and that
their \}a_ried usﬁge; as Eriksen (1990) puts it, is . . . strongly reminiscent of thé Tower of
Ba.bel” (p. 4). Maﬁ_ritians grant pui‘posc and status to their use of language. Almost all

_ Maﬁritians speak several._l_.z_m.guages. They may for éka_mﬁle spehk a language at home
and use several other l_angﬁages in form:il occasions a_nd'yf:_t éanher one for writing.
Table 12, .based on data ﬁ_'dﬁl the 1983 census, indicates the types and percentage

breakdown of languages spoken at home by Mauritians.
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TABLE 12: TYPES OF LANGUAGES SPOKEN BY MAURITIANS AT HOME IN 1983

Languages spoken As % ol 1otal pupulation (183 census)
At home
Creole 53.98
French 3.72
English : .20
Hindi _ 11.49
Bhojpuri : o 20.38
Tamil ' 3.608
Telegu 1.58
Marathi ' ' S 1.28
Gujarati ' : 0.05
Urdu & Arabic _ 2.62
Chinese : 063
Other languages ' _ 0.01
Not mentioned 0.27
Other Oriental languages - ' 0.01
Other European languages 001

Source: Calculated from table: Population by language actually spoken in 1983 with reference to
language of forefathers, in Dinan, 1986, p.30.

Crgole, clearly emerges as the dominant Iangi.lage spoken in Mauritian homes. It is
fdl]o_wed by Bhojpuri spoken by 20.38% and Hindi spoken by 11.49% of the |
population, Theéc are followéd by French spoken by 3.72% followed closely By Tamil
_ 3.68%. Urdu and Arabic, spoken by the Mus_lim popuulation are actually spoken by
2.62% of them at home. The chef 6riental languages are quken by smaller propdnions
of Mauritians, In 6rder of importan.ce they are Telegu, Marathi, Chinese ﬁnd Gujarati.

English, the official language of Mauritius is spoken by only 0.2% at home™,

* Bunwarec (1994) notes that to date, “there is no clear explanation indicating the official language of the
country. Section 49 of the constitulion entitled ‘official language’ seems to indicate that the official
language of Parliament is synonymous to the official language of the country and at the same time gives
semi-official status to French : ‘The official language of the Assembly should be English but any member
may address the chair in French’ p.110). Scction 33 of the Constitution on the other hand specifies that ** a
person has to be able to” speak and read the English language with a degree of proficiency sufficient to
enable him [sic] to take an active part in the procecdings of the assembly” (ibid, p.110).

151



Outside home, Creole is used as a first or additional language by virtually cveryone in
_ M:uirilius and has emerged as the country’s lingua-franca, This Junguage has its roots in
- eighteentl: century slavery where it cyolvcd as the language of communication between
ﬂlc slaves and I].lt‘:il' l.llil.Slch and among the slaves themselves as they came from diverse
places. In spite of its wid'csp_rcad usage and potential to f:ulturajly bing] Mauritians
'(Viralisaw:ﬁ&, 1932), Creole ncv;:'r bccumc Mauritius’ national language. The language
lacks standardised orthography .and. because of its association with slanry, is generally
perceived as low status. The efforts of Mauritians dedicatcd to promoting Creole as a
national language have, over the ycars,.l.jeen strongly resisted by most Mauritians for
whom Creole is a language that lacks the sophistication and international exposure of

English and French (Bowman, 1991, p. 55).

For Mauritians, Creole remains the language spoken informally at home with family,
neighbours, people in the markets and shops or with colleagues at work, the language of
“egalitarianism”, while English and French have over time become associated with
“knowledge” and “culture”, while other languages are largely identified with what may
be termed “ancestral heritage™ . . . It is in French and English that the Mauritian usually

" reads and writes” (Baker, 1972, p. 35).

In Maurititis; where the dominant Western iﬁﬂuem_:c is French, usage of and proﬁcieﬁcy
in the English language is associated with having attained a certain. level of education
and is honoured asa neutral international la_nguage. English remains the language of an

“intellectual elite (Bowman, 1991). English is spoken and taught in schools and is
'extensively 'tised for ac:idémic writing but much more rarely for literary writing. It is a

- necessity for written communication in administrative jobs and, as mentioned earlier, a
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necessity to become a member of the Mauritian Legislative Assembly.

Frenc_h language in Mauritius is, on the other hand, associated with a ‘cultured’ culture
':is well .as popular culture, Bowman nolcn, for cxample, that in all, French/ Mauritian
literature includes over 225 autﬁors and 700 evnrks olvcr the past two centuries
.(Bowmun, 1991, p. 59). French language is spo'kcn and taught in schools; dominates
television and :rudio broadcasts as well as the pr_csS. .BecauSe of lhelse influences

| especially from radio and television, and dne to the fact that Crcollc. is heavily related to

French, most Mauritians understand and speak some French,

Oriental languages are associated with ancestral heritage and are ueed in religious
ceremonies and cultural festivals and feature in the popuiar Indian ﬁlms.played on
national television or borrowed from video sho_ps.-There'is also a significant Mauritian
published literature in various Oriental Iangnages es.pecially in 'Hindi. Oriental |

languages are also taught in schools.

The first pai't of this chnpter presented an onerview nf the circumstances, peoples and
events which, over Mauritius rich and complex his.to'ry', have marked and eharacterised
its sot:ietal development, It has shown the diversity_and compuexity of Mauritian.
.s.olcietal fabric, a “microcosm of the world’s great cultures" (Dinan, 1986, p.I)_z_md the
country’ s. incomparnble ability to transform itself from a_n.impoverished underdeveloped
sugar co]ony into an independent society with a .new.' cconomy bas.ed.on modern
.induetry and moving towards high tech industry. Diversity has not always been
celebrated on the island. However, despit'e an enduring communal vision in many

societal aspects one in which, as the popular Creole proverb says “Sak zako bizin protez
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so montayn” (Each monkey must protect his mountain) (Eriksen, 988, p, 180), contemporary

Mauritians live side by side in harmony.

Having brushed a canvas of Mauritian socictal context, I now focus more specifically on
the events and circumstances which have marked the history and organisation of

Mauritian education within that context.

The history and organisation of Mauritian education

The development of Mauritian education

Th.e developme.pt of Mauritian education is marked by specific events and
circumstances which help to explain the pfiorities, beliefs and practices within lhe.
present _primary education system, The following discussion of the growth of Mauritian
education, froin its colonial time to the presqnt day, includes an_understandin gof thé
official discourse _aé er:ll as a detailed presemzition of how the contemporary Mauritian

primary education system is organised.

- The French colonial administration never introduced the equivalent of the primary and

vocational schools which existed in Franbc at the time. Prithipaul (1976) remarks that:

The system of social stratification that prevailed in the colony at the time of the
company rule favoured the people who owned lands and had the privilege of
belonging to the higher social ranks that were in ascendancy in France at the time
... classes of citizens who were usually described as the Grands Blancs in the
colonies. Their lifestyles were characterised by extensive lands surrounding their
residences and virtual isolation from the rest of the colonial life. As an clite
belonging to the highest economic class they failed to champion the cause of
‘schools or any social service in the colony during this time (cited in Raumndoyal.
1977, p.18). -
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Their children were sent to France for schooling..lt i not until 1797 that the first school,
.callcd College Na!iona!, was set up as a national educational institution on lI.lc island.
College Nutional catered exclusively for the needs of the island French clite for whom
sending their children to France in order to be éduca.ted had become difficult bcqausc of
the Ffench rcvo.lutic}.n (Duv.ivicr, 1891). Thc college, later called Lycée, was renamed
Rqul College by the British aﬁminis;ratioh in 1813 and continues to play an imporiant

role in contemporary education.

The :welfare of the s.lave.'and non-white population was not the initial interest of the first
Brit_ish governors who adopted a pblicy of jaisser—faife and were busy “courting the
loyalty and cooperatio.n .Qf the French population through conciliatory policies” )

- (Ramdoyal, 1977, ﬁ.'36). Upon their arrival, the attitude of neglect towards the
education of the slaves thaf prevailed during thé French colonial rule, was as will be

~ shown later perpetuated by the Church of England.

The champion of education for the masses in early nineteenth century Mauritius was
Reverend Lebrun from the London Missionary Society. This clergyman was initially
_sent to Mauritius in order to prepare grander missionary schemes for the neighbouring

and populous island of Madagascar, but, upon arrival, as Ramdoyal (1977) notes:

-Lebrun was appalled at the moral corruption and the loose living that characterised
the colonial society of the day. He saw in education a leaven that would bring about
a greater measure of equality, restraining on the one hand, the master sense of
‘omnipotence and, on the other hand, the coloured community’s feeling of
- helplessness and subservience (p. 37). -

155



Lebrun remained in Mauritius and in 1815 opened free schools for the non-white
population in spite of the hostility that hi.s belief in education as o foundation of equality
provoked among the colour-prejudiced French elite. His pioncering work made Lebrun
the initiator of free education for all in Mauritivs (Ramdoyal, 1977, pp. 37-45). These
modest beginnings .of education for the slaves/apprentices and for the coloured
comimunities were recorded by Lebrun himself in A Statement of the Moral and
Religious Condition of the Free and Slave Population (1835) (See Table 13 in
Appendix D). In his statement, Lebrun indicated that, for a population of ne.arly 100,000
apprentices and free coloured on the island, there were seven places of worship
(Catholic and Protestant), with a total attendance of 2,650. There were only four free
Protestant schools attended by 298 people who, for the majority, were free coloured.

The only school! for slaves was run by Lebrun himself for 40 slaves.

By the early nineteenth century, substantial numbers of people in the coloured
population were growing into a strong midd!le class and Qere occupying impoﬂant but
subordinate white collar jobs in government and the legal offices (Bowman, 1991),
Apart from the Royal College®!, from which they were excluded because of the colour
bar (in place on the island until i829), there was no provision for the secondary
education of the children of these upward moving people. Their complaints, in which
.they were sﬁpportéd by Lebmti, led the British Colonial Government to declare the
Royal Co!]ege dpen to all citizens irrespective of race, colour or. class. Amidst protest
from the white population, in 1832 the Royal College admitted coloured boys for the

first time (Ramdoyal, 1977, p. 42).

3 Royal College was sending some of its students to the Sorbone for training in Medicine and Law
(Ramdoyal, 1977, p. 30).
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The opening of Royal Collcgc to the ‘colourcd‘ population is described as: Ihc thin
“wedge which eventually léd to the ovcrlhru.w (.)[' the colonial structure supported hy the
nﬁﬁ pillars of poverty a'md_ ignorance [and marks the fact that] . inlcgrutioﬁ and not |
‘segregation was to be the id.l.till of Mauritian education in ﬁpilc of forces to the cn.mr;.iry"

(Ramdoyal, 1977 p. 45).

In nineteenth ccntufy Mauritius, h’s-in othcr.coltmics throughout the'lBrit_ish Empire at
that time,: the education of thc_ non-white populatiﬁn was for the most paﬁ in the hands -
pf .the Church and its missions. From 1836, schools could be fegally opened in
Maﬁritius “without the previous license and sanction of the Governor™ (Mauritius
Government Gazette, Ordinance No 52 _of. 1836). This new law led to significant
improvements in terms of educational provisibn. Ramdoyal (1977) notes, for example,
that by 1843 there were seven government schools and twenty two diverse missionary

schools in the island (Ramdoyal, 1977, p. 67).

The development of education in Mauritius was furth_cf complicatedl by the dual and
oﬁeri conﬂicting interests of the_Frantio-Mauritians ar_ld _.tho_se of a politically determined
Briti_s.h goverhment. As mentioned ear_lier, and .with the asﬁistarice of British
missionaries and more pénicularly Lebrun, the British government had started the
ﬁrimary educatiﬁh of ‘free colouré&f aﬁd ‘slave peop]e'. and had opened the doors of
‘Royal College to 'cﬁlourcd' boys, at least to'those 'who.cqu]d afford it. The Catholic
'Church on. thé other hand, as was traditiona'l for that c.:h'urch.. initially concentrated its
efforts with the e’ducatiﬁﬁal ﬁeeds of the e.lite. Ramdoyal (1977) notes, for cxainple, that
“the Catholic authorities began to pay attention to the education of the lower cIﬁsSes

~ only when their supremacy was threat.encd by the work of Lebrun” (p. 68). The
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involvement of the Catholic Church into the welfure and education of the poor was
sparked by the arrival on the island of Pére Laval, a French Catholic priest, who took up
~ the cause of the free slaves and devoled himself almost exclusively to their ‘moral’

development.

Laval was so successful that he won the island’s entire black and coloured population o
“the Cdtholrc Church By the mid- nrneteenth century, because of Laval's work and
.encouraﬂed by the French elite who saw it as a way to retain their influence, the free
coloured' and ‘slaves’ had been assimilated into main-stream French culture comprising |
French language and catholic religion, a trend which has remained in contemporary

Mauritius (Chinapah, 1983, p.13).

In reaction to the religious regeneration and the reaffirmation of French influence that

| took place in the 1sIand between 1840-1870, the British Government is sald to have tried
to “make Mauntms Engllsh and Protestant 1nstead of French and Catholtc

(Ramdoyal, 1977, p. 69). At that time the Lycee beeame the Royal College and English

- bec'arne the ofﬁcial language of the Law Courts ('1847). The govemment bronght |
Anglican clergyrnen to the 1sland in order to help build Anglican churches and schools
in whxch English rather than the French language was to be used (Ramdoyal 1977 p
70). Having lost therr mﬂuence with the Creole populatron, the British authorities

started looking into the education of Indian indentured labourers.

~ By the early 1850s, it had become clear that large numbers of Indians were settling on
- Mauritius rather tha_n returning to India as first thought. Higginson, the British Govern'or _

of Mauritius drew the_attention of both the local and the British governments'to the
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destitution of this Inde-Mauritian population and the need to improve their condition
lhrougﬁ education. Furthermore, Higginson wils convinced tl}ul the education of Indians
' woﬁld not only bring socinl order but also, due to lh_c. fact that by now they had
outnumbered the other communitics, it would bencﬁ; Mzuiritiah socicty at large

(Ramdoyal, 1977).

: The education o.f the ;‘General Population” (consisting of fr'eed.s].avcs, éolOufed and

| ..whi.tc people) was ﬁro_videﬂ concurrently by the governmcn't schools aﬁd the Frenc;h and
English mission:schools. Becall.lse of .lhe diversit y of ]ahguages uséd by the Indian |
' population, Higgihson’s advice was to create separate Séhoo-ls in which Indians could be
._taught in their own la_nguage's.' Hié. advice however did.not méét .the a_pproval of a
special committee set up to look into the education of Indian.s. The ';-eport of fhal

Committee (1855) is summarised by Ramdoyal in this way:

The committee reported that out of 23,500 Creole children who were in an age to
learn, only 5,500 were learning at all; and of these 1,649 were receiving higher
kind of education; leaving to 3,850 a lower kind of education, and to 18,000 no
education whatever; to those were to be added 5,500 Indian children, The
committee remarked upon the indifference of parents, both Creole and Indian, to
the value of education, and recommended that education shouild be rendered

- compulsory and that the number of schools should be increased. At the same time
it deprecated the institution of separate schools for Indian children (Ramdoyal
1977, p. 82).

The Cormm't_tee feared that the separation of Indian and Creole children would foster
' :di\}isions befﬁeén ‘race's’. and. prevent the fusion of the immigrant populatiqn.nThe
'_Con_miittee also afﬁfinéd its belief that it would be ddvantageous for Indian children to
be gduc#_ted in French. The Committee recoMendations, Ordinance 2 1. of 1857, placed
ail priiﬁary schbdls’ under the sup_er\}ision of the Education Coﬁncii, made education
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compulsory for “all boys between the age ol'six and ten inclusive”™ and stated that the
French I.lll}:,{l.l}:,t., was to be lhe medium ol mstructlon but that English should be tuught

. in every school"(Ramdoyal 1977 p. 83)

Ordinance 2 l'of 1.857:w_as opposed by the Court of Dircctors of the Iodia'Com_pany |
~who, although t_hé_y were sdid to be in favour .of compulsory education, wer'c also
| concerned 'by the fact that lhe colony-was forcing a system of educatioa opon. Indian
ch1ldrer| whlch dld not include thelr molhcr longue Followin g lhls opposltron, school
attendance for chrldren became optional rather than compu]sory (Ramdoya] 1977, pp.

84-85 ). It was only rn__1991, that education became compulsory in Mauritius.

: The Indo-Mauritian group, unlike the Creoles had, since their arrival on the lsland,
.s.trongly.resisted assimilation into main’stream French cu]ture. Ramdoyal (1977), for
example notes that the efforts made in the course of time to convert and de-culturise this
group were stro.n'gl.y resisted. .The Indian labourers, trapped as tl'ley were in a hostile
world, “had tried to bring Indiz to Mauritius by recre.ating its tradiiions, social
| structures, rel:grous practrces and by pemstmg to speak its different vemaculars”(1977
- p. 91) Formal schools of the nineteenth century were based on Western cultural and
rellgrou_s norms and mcorporated into the curricula, languages, practices and biases
_ whlch rhe Indians saw as detrimental to the continued survival of their own cultural
heritage. rI.‘his heritage was better preserved in the socio-religious associations called the
| baitkas and madressas, in which the ancestral Ianguages could be passed on to their

 children (Ramdoyal, 1977, p.92).

" Ordinance 21 of 1857 also led to the establishment of the Grant-in Aid (GIA) system by .
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the British Colonial Government in order to increase cduc_alk)hul opportunitics lor
l-limlo-M:iuriliuﬁs. In that system, which was chosch_ bcéuusc il. was chcupcf[n run than
.go.vcmmc.nt schools; GIA schools obtaincd grants from the government and donations
__1?0111 ind_ividuuls. The introduction of the GIA system led to some inCréztsc in
cchwational pl.'O\'iS‘l:Un. By 1882, Mauritius had forty-scven gov.crm'ncht séhbo_ls with 6,
571 pupils e_nrolléd p'upils. and ﬁfty—sevéﬁ GIA séhools_\vith S, 3 ].6 pup.ils enrolled. This
GIA system fcinforce'd.lhc power of the Catholic church iln Mauriiian (.:.duca'tionz.tl _

_ m:_ﬁters since most of the GIA__ schools were under its tutelage and, as s.uch, had very
little impact on the mhss_ schooling. of the Indo-Mauritian children (Ramdoyal, 1977).
The 1908, census shows for ekample _t_hat only approximately 7,000 out of 60,000

* Indians of school age attended school in that year.

| The quality of education provided in Mauritius in the first part of the twentieth century
was also very bleak.
Schools exist in Mauritius and cannot be closed; but they were better closed than
. remain monuments of wasted money and useless energy, where children are
looked after, perhaps kept out of mischief, but certainly not educated. (Report of

Dr Bateman, Director of Education in Mauritius (1901-1923) quoted in Ramdoyal
1977, p.117).

Ramddya_l ( 1977) describes learning in all schools at. the beginning. of the twentielﬂ
| century as exclusively “bookish and litcfary" with the cxceptibn of some g.ardening,
| stai"t'mg as L'_llhsatisfa'ctory éspeci_élly: in .g'ov_erm_rll_cnt' schools whefe; aft.e.r sOme.timé,
unsuited 'vblu.nteer.tt.:ac'hers cﬁme to 'tlie habit of establishing a claim to a paid job

(p.119).
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By 1941, there were 50 government schools attended by approximately 16,000 pupils

| and prospects were as bleak as ever (Ramdoyal, 1977). The unhygienic and cramped
conditit’)us oi'.schools lead the second director of education to remark: “If I were shown
il rabbiﬂhtitch and {o.l_d it was 1 school, I should believe it” (Ramdoyall, 1977, p. HIT).
On the other hand. lhcré were 75 CIA schools which provi.dcd education to some 16,000
p.upi.ls whiﬁh according to Ramdoyal (1_977), especially 1hosé'bclonging to the Anglican

and Roman Catholic Missions had doné “excellent work” (p.119).

.By_ti.lé early 19405, the plr_ov.isi.o'n, quali_ty aﬁd ainything related t.o-Maur.itian educatibn .
had grown ih'complexity.'Teachers in the government-aided Anglic_an and Catholic
schools ivpuld,._for exﬁmple, have preferred to work for the government in order to gain
a pénsion', but as well as. the pa"r_ents.of their Anglican and Catholic pupils, objected if
the government took control of their schools and suppressed their religious influence.
Hindu and'Muslim pupils, schooling in the Chriétian GIA schools, the “confession'_al _

| SC.hOOIIS”, on the cher. hand, were inclined to object to leaving tﬁe schools in the hands
| of the Christian authOritie's_, as this meanf that they were obliged to take religious
ed_ucatibn and not receive instrﬁ_étion in their own Iﬁpguages in those schools

(Ramdoyal, 1977).

This groxx}ing complexi._ty led the goverﬁmeni to de.velop én administrativé device in
- order td cope with educational provision, To that .end, the 1944 Ordinance created a
system of _what is k'n'o_wn as “‘dual control” over the state aidéd schools, By the 1944
Ordinance, managers of ea.ch aid_éd primm'y.school. who previously could hire and fire

as they pleased, were nbw answerable to an education authority™* for the good

%A governing body established by the authority of a religious denomination or by private groups for the
.. purpose of administering one or more primary or secondary schools (Ramdoyal, 1977, p.121).
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administration of their schools, Grants were piid to the cducalin_n :1uthorily and in 1952,
tcuc.hcrs. in tided s_chools were made pensionable (Ramdoyal, 1977, p. 121). Now the |
teaching of Oriental linguages was introduced in some schools including confessional
schools. The 1944 Ordiuuncd also introduced the uniformity of examination .I'or' the
primary system ilirou ghout the isiand, in which schoul; arranged their own internal
examinations for the [c.nwcr' grades, while a common cxternal examination @as ;,;ivg'n on
th.e same day throughout the island to the pupils of Standard VI, the last Ié?cl of primary

education.

The constitutional reforfns of 1947 gave Mauritian people a rcpreSéntative government.
Furthering educational oﬁpbrtﬁnity for those people denied dpportunity to go to school
rathef than provide furtﬁer education for thosé already 'schooling became the priority.o_f
the new politicians (Annual Report on Education ih Mauritius,.1949). “Education for |
all” became the new political slogan, “on the principle that a literate ahd intelligent |
popuilation is the best guarantee of.future' economic wisdom” (cited in M_ezide, 19_6_3, p.

206).

This éommi_tmcnt of 'educat.ion for all', coincided with Slron g demand for Western type

 education azﬁoﬁg the Indian population. Benedict (1958) notes that; at that time,

' ecbnonﬁc béttermgnt was a #trdhg incénti\}e for increased demand. Benedicf ( 1558)
éxpla_ins that ﬁvith the top pOSts ih f_he sugar sector ﬁrxhly in the hand of the White and
C:édle elites, with commerce and trad_e under the contrpl of the Guj_eratis and Chinese,
goﬁerﬁmént emplc.)yment.and the profcssibns offered the most feasible alternative to |

- work in the fields for youﬁg Inclizihs, and adds that, despite the fact that government

employment was fast reaching saturation, it continued to be perceived as: “the way out
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of the lields and the key that opens that way is education™ (p 32()). Prestige is also said

to act as a strong incentive for Western education. Benedict puts it this way:

“There is pride in having passed an examination and in receiving « certificate and
often considerable pressure to succeed is applied by a family on & student. The
student is permitted special privileges by his family. He is not expected to do
manual work. He is given money from what is ofien a slim budget, for transport,
books, food and entertainment as well as for special tutoring .... Many parents are
faced with the choice of investing in an cducation for their sons or in capital assets
such as land and livestock. Increasingly and especiaily in the towns, they are
choosing education (Benedict, 1958, p. 320).

This increasing demand for education was matched by'increasing amount of funds for
the expansion of primary education which, as Table 14 shows, led to a 48% growthin =

the number of children enrolled in primary schools in the short period of five years.

TABLE 14: P_RIMARY EDUCATION ENROLMENT IN MAURITIUS 1955-1960

1955-56  ~ 1956-57 1957-58 1958-59 1959-60

{ Inall schools 85,446 - 89434 102,291 115,629 126,173

Flglll'CS include government and aided and non -aided schools.
Source: Annual Reports on Education in Mauritius 1955-1960. Port Louis: Nallonal Printers.

" The fast expansion of provision of primary schooling hoWever met criticism. To Meade,
a conune.ntator of Mauritian sociéty in the latc 1960s, the government did not match its

ambitious pro’gramine with the necessary resources. Many classes, for example were on
dduble shift, No.r. did that programme splvc the language issues in Mauritian schools.

Meade (1968) notes that as a result:
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There is unfortunately very good reason for doubting whether the present primary
school system will produce literacy. In fact it is not too much to say that the
system at present operating is more likely to produce illiteracy ... Children leave
primary schools in large numbers without having acquired anything worth calling
literacy in any language though they have spent an intolerable amount of time
dabbling in all three (1968, p. 207).

The three languages Meade fefers to are English, French and one of the many Oriental

~ Languages. Ordinance 31 of 1941 ensured the spread of Eﬁglish in Maﬁrilius and in
government schools, French took second place. However, English was not enforced as a
- compulsory language in the GIA schools with the result that in the Roman Catholic
Alided schools, French alone was taught and in Prdtestant Schools English alone was
taught. Indian languages, as explained earlier, had no place in the primary schodl system
until the early 1940s. The colonial imprint made it impossible for Hind0~Mauritians to

_ sécure the teaching of Oriental Languages in government schools. This changed as
pressure mounted by the Indian communities in the wake of majority rule slowly led to
the beginning in the provision of Oriental Language teaching. As there were very few
qualified teachers of Oriental Languages, some schools did not provide for the teaching

of Oriental Languages.

Meade (1968) criticised the govem'mént for having concentrated its efforts solely on
primary education as opposed to a more ev.enly. balanced programme of educational
development at all levels. Figure 3 is an illustration of such imbalance which lasted well
into thé 1980s. It shows that in 1968 there were approximately 140,000 pupils enrolled
in prirhéry school and only approximately 40,000 in the secondary sector. By the late

1_9605, the demand for more secondary education led the secondary sector to develop
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patterns of provision, sclection and reputation which are explained in the lollowing.

These patterns are still in place in Mauritius in the late 1990s,

" FIGURE 3: PRIMARY AND SECONDARY ENROLMENTS 1966 - 1987
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In the 1970s, secondary education in Mauritius was provided in state colleges and
private colleges. At that time, there were seven State Colleges (two Royal Coilegés for
boys., the Maurice Curé State Secondary School, the Queen Elizabeth College™ for
girls, the College John Kennedy, the State Collegé Rose Beﬂe and t.he State College in
Pamplemousse) and twelve Junior Secondary Schools (newly built with funds from the
World Bank). Places in the seven State Colleges were reserved for the winners of the

Junior scholarship and for pupils in order of merit after these winners. For these reasons,

33 Mauritian girls had to wait until 1957 to get a state secondary college, a wait that [asted 160 years in
comparison to boys. The first college for boys, the Royal College was established in 1797,
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state colleges. which comprised approximately 23% ol the total secondary puptls, were

regarded as better colleges (Ramdoyal, 1977, p.141).

.'I"he great majority of pupils (77%) were educated in private colleges. It must. he
emphasised at this poi.nt that pri.vu.lc colleges in Mauritius do not have the same elitist
connotation as thcy .'wdul'd have in Europe or Auslruiia”. Mauritian privat_c collcgés
(just as primary .scho_ols) are for the most part grant aided (GIA) and 4 few are non-
aided. Priva.te colleges were and still are of two types. A dozen of these private .coll.egcs
| wefe religious estab]ishménls (among them six Loreto Convent s_c.hools, lhc Hindu Girls
College, the Islamic Cultural College énd the Collége du St Esprit). Places in.thesc few
private colleges, which have become known as Confessional Colleges were also
reserved for scholarships winners and just as with State Colleges, because of their

selectiveness, most of these colleges acquired a good name.

In the early 19705,. strong demand led to the mushrooming o.f another type of private
college, Bunwaree describes these colleges as “more poorly reéourcled. than the otHErs”
(1994, p 121). The Mdurftius country pqﬁer (1989), descfib_es them as institutions of
“unevén standing” (p.14) while R'a_.mdoy.al (1977) states that these éolleges .were
“primarily designed to be pr(_ﬁﬁt mdkmg The m_ajori_ty .are,'in effect, no more than

factories for the mass production of certificate holders™** (p.141).

At independence, the education system was brought under the direct control ofa

Minister of Education and a centralised administrative system in which “powers were
_ _ Y powel

3 There are only two secondary schools of that elitist type in Mauritius: Lycée Labourdonnais and
Baocage. : .

% In 1978 the Private Secondary School Authority (PSCA) was created 1o look after the running o
private schools. :
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clearly defined and delegated to the relevant hu_tlics“, and remiains almost unchanged in
post-independence Mauritius (Bunwaree, 1994, p. 91). From ll_mt. li.mc, cducation, which
in 1976 was made ndn- fee paying, i.ll.‘iO hecame si:_cn as an cssc_n'tial c:'}mpnncﬁt for the
country’s cconomic dcvclopnwnl plzm. The first National Dcvcldpmcﬁl Plan 1971-1975

is unequivocal in that regard.

The most important resource of Mauritius is its manpower. A well-motivated
labour force possessing the requisite mental and physical skills for & modern
economy is the most valuable economic asset. While cultural background and
progress of education in Mauritius has provided the basis for an'intelligent and -

- adaptable labour force, there is a need to create the skills required to meet the
demand generated by prospective economic development. This would require a
change in the in the quality and content of education form its present generally
acadelslélc emphasis to more technical and vocational orientation at all levels
(p.68)™.

‘The subsequent Natlonal Development Plans: 1975 1980; 1980 1982; 1984- 1986
1988- 1990 all strongly emphaSJSe a strong deslre to bring schoolm0 in line w1th the
world of work, Similarly, in the 1992-_1994 Development Plan, the opening statements

 with reference to education in the nation declare:

Education is widely perceived as the major avenue for social and economic

mobility. In addition to being a vehicle for social upgrading for the individual,
rising literacy and widespread education facilities have enabled the country to
effect its demographic transition and to diversify into new economic activities.

The I'apid economic transformatlon of the country, especmlly in e\;port _
processing, has been due to the availability of an educated workforce. The ability
of Mauritius to continue to adapt flexibly to new market opportunities and to

3 Bunwaree (1994) notes that “a number of projects were financed by the World Bank, but by the end of
the 1971-1975 plan, vocational education had not achieved the desired result namely, to reduce
unemployment. Critics went as far as to say that vocational education did not even get oft the ground in
spite of the government cffort” (p. 101). In the Education Master Plan (1991) it is also noted that

“ because of the inherent academic bias characterising the education systemi . . . and the generally low
status of technical jobs in the employment market... vocational and technical cducalion has experienced a
relatively slow evolution in Mauritius” (MEAC, 1991, p. 144),
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move into more technologically-oriented production, depends on education

- producing the required skills. The educational system 15 called upon to foster o
culture of creativity, develop initintive und nurture talent-- all of which are
cssentind for Mauritius to maintain its competitive edge and thus guarantee
sustained development (p.83).

Iﬁ 1991, fOIIO\ifing the 1990. Jofmicn Conference on “'Educa.rfon Jor All ",. the Ministry
of Education, Afts and Culture (MEAC) in Mauritius produced the Education Master.
Plan for flie year 2000. Prime Minister Jugnauth’s foreword message as well as that of
i the Education Minister Parsuranam, il]ustra.te thc.Mauritian official vision of cdupatjon

at this time.

... A proper educational system has a key role to play in the economic and social
- development of our country and the welfare of our citizens. We live in a world of
fierce competition. Qur prosperity, indeed our survival, depends on the quality of
our labour force . . . Our schools and institutions of higher learning must brace
themselves to face this challenge . . .Our commitment to education is illustrated
by the fact that, despite difficulties, and outside pressures, we have maintained the
principle of free education from primary schools to university. Free education
however should not mean poor education. The results from these institutions
depend on the earnest efforts of those who teach and those who study in them. It
is through the efforts of teachers and students that the schools will be able to
achieve the objectives of the Government. Parents also have a special role to play,
and can deeply influence the quality of education. The prime objective is not
merely to prepare young people for work. Our future as a sound society depends
on mutual respect, mutual tolerance and mutual understanding which, as
individuals and as citizens, we have for one another. Schools have a major
responsibility in this area, They must help to wipe out the vestiges of prejudice
- which separate some citizens from others (Ministry of Education Arts and
Culture, 1991).

~ In his own foreword to the Master Plan, The Minister of Education, Armoogum

Parsuraman states:
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It is the aim of the [Education] Master Plan to establish a long term strategy
embodying Government's vision of a system of education which will ensure
universal access to quality basic education, provide possibilities of further
education and training opportunities, meet the needs of the economy, sustain
balanced economic and social development and reinforce international
competitiveness. This strategy should help us to achieve a smooth transition to the
second industrial development phase, leading Mauritius towards newly
industrialised status (MEA, 1991),

These messages emphasise among other things a strong “human capital” vision of
.edu_c.atiqn. As previougly. discussed, the first stage of industrialisation in Maurit_ius
required a Jow skill labour force. With a change in emphasis towards a more high
technology industry, what this vision means is explained by Bunwaree (1994) who

notes:

The achievement of the education system this time would perhaps be to equip
some [people] with the motivation, knowledge and intellectual skills required at
the highest level of the economy, others will be provided with the skills and
attitudes required for the manufacturing; and others still will be excluded as not
possessing the potential needed for use in the economy (p.104).

The Prime Minister's message also emphasises harmony. In Mauritius, schooling just as
housing, mentioned previously, is not segregated along ethnic or religious lines. Not
“only do Mauritian children live side by side and intermingle in shops, buses, towns and

villages, they also school together””.

37 Government and GIA schools accept pupils of all refigious and cthnic grouping: Hindu pupils are found
~ in schools run by the Roman Catholic Authority, Catholic and Anglican pupils are found in Government
schools. Government and GIA schools provide the same curriculum and cater for the specific needs of
their pupils. In each of these schools, depending on demand oriental languages and religious education
(catechism) arc taught to the relevant pupils.
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This section has shown that the history of education in Mauritius is one of gradual
expansion from provision for the white elite group during the carly colonial period 1o a
present system of free-education which includes children of all clagses, sex and ethnic

origin. The next section explains how the Mauritian education system is organised.

The structure of the Mauritian education svstem

© The structure of the Mauritian school system presented is based on a 6+5+2 system
inherited from Britain. It comprises six years of primary education leading to the
Certificate of Primary Education (CPE), followed by five years of lower secondary
education leading to the Cambridge School Certificate (SC) and a further two years of
higher secondary education leading to the Cambridge Higher School Certificate (HSC)

- .and followed by higher education.

At present, 36% of Mauritian children are enrolled in primary school for six years (in
19916, 124,589 pupils were enrolled in Mauritian primary schools 63,210 boys and
61,379 girls). 47% of primary entrants proceed to secondary schooling (in 1996, 93,037
pupils were enrolled in Mauritian secondary schools 45,566 boys and 47,471 girls). The
tertiary'e'nrbl_ment remains at a low 2.2% in comparison with other countries with
similar level of eco_nomic dévelohment. Fiji's tertiary enrolment stands. at 129,
Bérbados at 17%, Malayéia_’s at 7.2%, a:_ld Thailand’s at lS.?% (UNDP, 1994). Figure 4

in Appendix E displays the structure of the Mauritian school system.
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Tertiary education
Tertiary education was made free in Mauritius in 1988, The University ol Mauritius, the
Mauritius Institute of Education and the Mahatma Gandhi Institute all offer lertiary

education.

The University of Mauritius, established in the early 1960s, had a total cnrolment of |

2,496 for the year 1996-1997. The University offérs 133 degrees in the areas of

Agriculture, Engineering, Sciences, Law, Social Sciences and Humanities.

The Mauritius Institute of Education (MIE), created in 1973 under recommendation
from UNESCO. and UNDP, had a total enrolment of 3,061 for the ye'ar 1_996-.1997. The
MIE offers a series of different courses ranging from the Post-Graduate Certit“xc;ate of
Education to the Teachers Certificate for those e.ngaged (ortobe cngéged) in teachi'n'g

- and educational administration.

.. The M_ahatma Gandhi Institute (MGI) (which also comprises a secondary school with

approximafely 800 students) was established and funded by the government of India in
197.6.. The MGI has a total tertiary enrolment of 626 for the year 1996-1997 and offers
coﬁrses at the certificate, diploma and degree level in Indian dancing, fine arts and | -

languages.

T'he_ Tertiary Education'Commissi'on (TEC), established in 1988, is the agent fbr the

planning and coordinating of tertiary education,
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Secondary education

TABLE 15: SECONDARY EDUCATION IN MAURITIUS 1996

Schools '
Total o 130}
Government -2y
Private : ' 101 .
Pupils S :
' Totul : 93,037
Boys ' 45,566
Girls 47,471
21 % in state schools
79% in private schools
Teaching Staff 4,564
Non Teaching Staff 2,392
Pupil/Teacher ratio 20

Source: Ministry of Economic Planning and Development (MEPD) (1997b). Economic Indicators: An
Occasional Paper. Education Statistics, 1996. Port Louis: Ministry of Economlc Planning &
Development .

In 1996, there were 130 secondary schools in Mauritius, 29 state schools and the rest
were privately run. The private schools are allocated government funds through the
Private Secondary Schools Authority (PSSA). The majority is trained at the Mauritius
Institute of Ed'ucatio'n with qualifications ranging from a Certificate in Education, BEd,

Dip.Ed., and Post-Graduate Certificate in Education .(PGCE).

The objectives of secondary education are stated as follows in the Master Plan:

To complete the process of basic education which is started in primary school

¢ To provide the general basis for training in specific skilis.

» To prepare pupils for obtaining the qualifications needed for entry into higher
‘education both locaily and abroad.

s To help identify the aptitudes of individual students, and guide them towards
appropriate studies.

o To help inculcate in students, values and attitudes conductive to a better
understanding of our plural society and the need for a healthy llvmg (MEAC,
Master Plan, 1991).
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The Strcngtlis and weaknesses ol the secondary sector arc listed in the Ma._s'fcr Plan.
Strengths are in terms of some improvement with regard 1o teacher training and the
conlpﬁmbility of pass rates at the SC and PISC hetween Muurit.ius and ‘indusl.riulis.cd
countries”, In addition to problems related to high rates of repetition and drop out, the

following are listed as the major weaknesses of the secondary system.

The non-governmental schools in general have fewer academically qualified
teachers than the state schools; they have a higher pupil/teacher ratio; many of
them are poorly equipped and housed. Since certain State and Confessional
schools have a high reputation, they attract the best candidates and hence
obtain the best results, At the other extreme, therc are a small number of
institutions, which are a real disgrace to the system (MEAC, Master Plan,
1991, p.35).

The question of reputation for secondary schools ;‘s a well-known phenomenon in
Mauritius. Several colleges have over the years acquired a ‘good’ to ‘very high
rep.utation’ while others have not. Pupils who want to school in colleges, known as “les
| bons colléges (the good colleges)” and these inﬁlude all of the 29 government colleges plus
some Coﬁfessional Collegt_:s, have to rank at the Certificate of Primary Education, the
examination taken at the end of the primary cycle. A pass at CPE gives other pupils

access to the ‘other colleges’.

Data from the Mauritius Examination Services (MES) shows that in 1996, 5,698 out of
' the 16,737 pupils who passed the CPE examination were ranked and thus able to choose
their college. It also shows that 71 colleges (37 for girls and 34 for boys) took ranked
pupils, while it was not necessary to rank in order to gain admittance in the 59

remainders. Table 16 is compiled from the 1997 Mauritius Examinations Syndicate [ist
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of admission to the 71 secondary schools which took ranked pupils (Mauritius
Examinations Syndicate, 1997c). Table 16 lists some of the secondary colleges for
which pupil intake is at the fop of the CPE ranking table (that is pupils with the highest
ranks among the 5,698 ranked pupils). The table also indicates the range of rank level

accepted by cach of these colleges in their 1997 intake.

TABLE 16: 1997 INTAKE IN SOME HIGH DEMAND COLLEGES ACCORDING TO PUPILS
RANKING AT THE 1996 CPE EXAMINATION

COLLEGES RANKING RANGE (out of 5,698 pupils ranked
at the 1996 CPE exam)

Girls colleges

Queen Elizabeth College (governmemt coliege) 1-147
Loreto Convent, Quatre Bornes 19328
Dr Maurice Cure State Secondary School 148 - 293
Loreto Convent, Curcpipe 165 - 430
Loreto Convent, Port Louis 202 -579
Mahatma Gandhi Institute 309 -473
Loreto Convent, Rose Hill 408 - 583
Gaaetan Raynal State Secondary School 358 - 859
Boys colleges

Royal College Curcpipe ' 2-158
Royal College Port Louis 6-217
College du St Esprit 1-294
St Joseph College _ 101 - 399
Mahatma Gandhi Institule : 272 -409
John Kennedy College (government college) : ' 206 - 627
St Mary's College C 400 - 537
College de 1a Confiance 584 -733

Source: Mauritius Examination Syndicate (MES) 1997c, Admission to secondary schools, 1997 intake
(1996 CPE exam). List of schools, Reduit: Mauritius Examination Syndicate.

This table shows that the “Star Colleges” (as they are known in Mauritius) among the
‘good colleges’ are similar to those in the 1970s. Colleges such as Queen Elizabeth,
Maurice Curé State Secondary School and Lorefo Convents admit the most highly
ranked girls, while the Royal Colleges and St Esprit admit the most highly ranked boys.

Table 16 also shows that the “Star Colleges™ are a mixture of government and private
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establishments. As 71 colleges (amonyg them the 29 state colleges) tuke ranked pupils,
the list of 18 colleges (table 16} is by no means comprehensive. As ¢xplained earlier,
the remainder of ‘good colleges' admit students who have ranked among the first 5,698

among a total of 16, 629 passes at the Certificate of Primary Education (CPE).

Out of the 101 privaté secondary séhbols in Maurilius, forty-one are on the list of
colleges {vhich take ranked pupils. Some of these colleges on the Iist, as explained in the
table above, are considered Star Colleges. The ecarlier quote mentions another kind of
college, “a small number of institutions which are a real disgrace to the system" -
(MEAC, 1991, p.35). The fol'lowing extract from an article published in thé Week- End,
a Mauritian newspaper (15 September 1996), reports the concerns eicprcsscd by the
Union of Private Secondary Education Employees (UPSEE) with regard to those second

rate colleges.

There are ninety-six private secondary colleges in Mauritius™®, Among these, the
twenty confessional ones (mostly Catholic) are no problem while twenty-three
others are sub-standard. The latter are run as family prefit making businesses and
do not conform to minimal norms of education provision .... [they are plagued by]
poor ventilation in classrooms, lack of recreational space, poor relation between
teachers and their employers and on the whole a very deplorable working
environment for some 10,000 pupils (Week-End, 15 Sept. 1995).

The 11,039 pupils who do not rank but pass the CPE examination are left with a choice
of 60 private colleges in which to continue their secondary education, 23 of which are
“sub-standard“_according to this quote and, according to what has been said earlier,

none of which include best achievers in their intake as they have been absorbed by the

“good colleges”.

- * Official figures (Table 15) show that there were 101 secondary private schools in Mauritius in 1996
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The secondary cycle spans seven years from Form [ to form V at the end of which
students take the School Certificate (SC) and from Form V1 Lower to Form VI Upper al
the end of which students take the Higher Education Certificate (HIEC). Tables 17 and

18 show the rcsulls of these examinations for the yeur 1996,

TABLE 17: CAMBRIDGE SCHOOL CERTIFICATE EXAMINATION RESULTS FOR
MAURITIUS 1994-1996 :

Year No. Examined No. of Passes % of Passes
1994 1,450 | 7,563 65.9
1995 12,089 8,494 70.3
1996 12,846 | 9,626 74.9

Compiled from: Mauritius Examination Syndicate (MES) (1997a) School Certificate Pe:famxance of
School Candidates 1986-1995. Reduit: Mauritius Examination Syndicate.

TABLE 18: CAMBRIDGE HIGHER SCHOOL CERTIFICATE EXAMINATION RESULTS
FOR MAURITIUS 1994-1996

Year No Examined No of Passes % of Passes
1994 5,009 Lt 63.3
1995 5319 3,528 66.3
1996 5.257 3,619 68.8

Compiled from: Mauritius Examination Syndicate (MES) (1997b) Higher School Certificate
Performance of School Candidates 1986-1995. Reduit: Mauritius Examination Syndicate.

Mauritian students who pass the Higher Education Certificate have several options if -
they want to continue their education. They may enroll at the University of Mauritius
the MIE, MGI. All these institutions provide free education. They may also compete for

approximately 70 undergraduate scholarships offered to them by foreign governments.
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In 1994 Australia offered twelve undergraduate scholarships, Canada six, Uniled
Kingdom cighteen, France twenty, China cight and Egypt one (Ministry ol Education &

| .Science, 1995).

‘Primary education

" TABLE 19: PRIMARY EDUCATION IN MAURITIUS 1996

Schools
: Total ' 281
Government ' 220
Private : _ 61*
* 51 Roman Catholic Education Authority
(RCEA)
2 Hindu Education Authority
8 private unaided
Pupils
Total 124,589
Boys _ 63,210
Girls . 61,379
76% in Government schools
24%% in aided and non-aided schools
-] Personnel
Teaching staff 5,215
General purpose teachers 3,727
Asian language teachers 1,488
Non teaching staff 3,153
Head teachers (HT) _ 276
Deputy head teachers (DHT) L : 1,009*
Other administrative and manual workers _ 1,868
*some DHT teach others do not
Pupil/Teacher ratio
' 33

Source: Ministry of Economic Planning and Development (MEPD) (1997b). Evonomic Indicators: An
Occasional Paper. Education Statistics, 1996, Port Louis; Ministry of Economic Planning &
Development, (MEPD),
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Pr_il_nury education is free {1976) and compulsory {1991) and in 1996 was provided in
281 schools. Of these, 233 are Government schools und 61 are private schools (5]
‘Roman Catholic, two Hindu Education Authority are GIA schools, the rest are privately
run and non;rcfigious). 'The enrolment rate is approximately Y8% and in 1996 the

primary school population was 124, 589,

Subjects iaught in primary school include English, French, Mathematics, Environmental
Studies, Creative Education, Physical Education, seven Oriental languages (Hindi,
Urdu, Arabic, Tamﬂ, Telegu, Marathi and Mandarin) for pupils who choose to study
one of them and optional catechism for Catholic children. Nearly 70% of the primary
school population study one oriental language (MES, 1996, p.5). Primary education
spans six years in six standards (I-VI). Pupils enter Standard I at the age of five and
promotion to upper standard is automatic. Pupils take an examination at the end of each

term® and the Certificate of Primary Education (CPE) after six years of schooling.

Teachers employed in Government primary schools are recruited by the Pub]ié Service
Commission (PSC) on the basis of a cdmpetitivc written test and an interview'C, All

| prospective teachers must possess a minimum of five credits at SC Examination and in
the subjects of French, English and Mathematics. Newly recruited and appointed
teachers follow a two-year course at the Mauritius Institute of Education before they are

appointed in a teaching position.

% Term examination papers are set by the Ministry for STD V and ST VI In lower grades examination
fapers are prepared by teachers.
® For prlvatc aided primary schools by lhe Roman Catholic Authority and Hindu Aided Authonty
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The objectives of the primary education in Mauritius are stated as follows in the Master

Plan:

To provide a grounding in basic skills such as reading, writing und numeration
and help to produce the linguistic capacity needed in a multi-lingual society;
To encourage the child to observe, to think and to develop a sense of growing
autonomy;

To enable the child to develop values and attitudes relevant to the society in
which he {sic] is growing up;

To make him aware of his cultural roots and give him some apprecutlon of
cultures other than his own and thus to contribute towards nation building.

To help the child to develop his potential to the full;

To develop a knowledge of healthy living and an appreciation of the natural
environment (MEAC, 1991, p. 25).

The merits and weaknesses of the primary school system are stated as follows in the

Master Plan:

Merits

The primary school system is free, non-discriminatory and open to all
children,

The enrolment rate is high.

Every Village Council Area has at least one primary school. Most schools are
solidly built and in reasonable condition.

More than 97% of the teachers hold a school certificate or its equivalent.
There is a coherent training programme for new entrants in the profession.
The MIE has embarked on a major programme for the upgrading of primary
school teachers.

The curriculum has been revised and updated during the past decade.
Textbooks covering all subjects areas taught in primary schools are issued to
children free of charge.

Schools have been encouraged to set up libraries to develop and foster reading
habits,

Government has encouraged Parents Teachers Associations especially
through the payment of basic and matching grants (MEAC, 1991, p. 25).
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Weanknesses

described in what follows. |

The schools and especially the higher standards are excessively geared to
success in the CPE, Thus many of the functions which the schools should
perform take second plice, and there is frequently a tendency for non-
examinable subjects to be squeezed out of the curriculum. There is strong
pressure on children, especially in standards five and six to take private

tuition,

There is a wide gap between the highest and lowest achieving schools in
terms of success at CPE. Thus in 1990, 52 schools had pass rates in the
CPE of 70% or more, while 15 schools had pass rates of Jess than 30%.
There is a hard core of schools which normally obtain poor results.

The CPE itself selects children for entry into secondary schools and
allocates them as between the more and less popular colleges. Bul itisan
inadequate indication of the child’s abilities.

The curriculum is excessively rigid and makes insufficient allowance for
children of different abilities.

- The combination of automatic promotion with a lack of remedial assistance

for slow learners means that children who fall behind are likely to remain
behind.

There are deficiencies in the provision of support services, teaching aids
and equipment standards of maintenance are generally unsatisfactory,
There is no programme for the regular maintenance and repair s of school
buildings, furniture and equipment, thus repairs and maintenance are
frequently delayed.

There has in the past been insufficient provision for in service training of -
teachers.

In some schools, there is a high rate of absenteism among pupils and
teaching staff (MEAC,1991, pp. 25-26). '

The primary sector also has its “star schools” which, as in the secondary sector, may be
govemment or private alded schools In the primary sector, a school acquires the status
of “star school” When a percentage of its entrants year '1fter year, rank dmong tha first

500 at the CPE exammation. _The principal characteristics of the CPE examination are
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The certificate of primary education examination

~The CPE was first introduced 'ltl 1978. Prior (o that date, there were two cxurhinutions at
_ the end of the prinary cyclc: a pass/fuil examination know_ﬁ as the Primary School
Leaving Certificate (PSLC) and .11' selective exc_reise coi]cd the Junior Seholarship
anlminution otgonised by Mora'.y House_ of Edinburgh which gave'acccs_s tolsecondary
colieges. Tlieee ._two' eleminations_Were considered .to be traum.atic for ten to cleven year
~olds who had to sit for these two exaxlninzltion.s within a period of one month, As -
secondary schooling was made free and demand for places in government and high
st_tmd_arcls secondary schools/colleges soon came to exceed available places, the CPE
examination'e‘ame' to serve the dual purposes of certification and selection of students

for placement in ‘good’ secondary schools (Dulloo Report, 1993, pp. 22-23),

"l“he .CPE .ha_'s been complete]y Mauritianised since 1980 (MEAC, 1991, p.83)and in
contrast with SC and HSC ex'eimjntlt ions,. is organised annually by the Mauritius

| Exomination Syndicate _(MES)‘“ in collaboration with the MIE and the MGI. A

_' blueprirlt deﬁning objectives from the topies of the syllabus is first prepared, The
requii'ed nombet' of itelns to be tested for the required level of objeetives is laid down in -
| la grid against .vllh.ich CPE papers and-qoeStions are set. The papers are prepated by
.“c.;oaliﬁed and especially traihed" people from the ooove institutions and are
subsequently moderated by another team, takmg into consmletahon that the blueprint.

| has been followed that no mistakes have been left in the paper. Marking on the other

han_d is carried out a’nonymously by teachers and inspectors. Each examiner marks only

4 The MES was established by-Act of Parliament in 1984 Tts objectives: to organise and conduct
examinations, to help promote a sound system of education, to award certificates and to cooperute with
other examination bodics. The MES also organises the first cycle secondary School Certificate (SC) and
the second cycle secondary Higher School Certificate (HSC) in collaboration with the Umversuy of
Cambndge Local Exammahons Syndlcatc
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one question per paper and once marked the papers are sent to another group for
revision, followed by quality control in which “higher level and betier gualified people
look more particularly at the nurks of candidates scoring higher marks™ (compiled from

Dulloo Report, 1993 p. 26). Tuble 20 shows the CPE results for the years 1994-1996.

TABLE 20: CPE EXAMINATION RESULTS IN MAURITIUS 1994-1996

Year No Examined No of Passes % of Passes
1964 29,535 18,074 0i.2
1995 27,733 18,074 65.3%
1996 25.629 16,737 65.3%

Compiled from: MEPD (1997a). Econoniic Indicatiors An Occasional Paper: Education Statistics 1996:
Table 8-Number and percentages of passes at CPE examinations by district 1994-1996, p. 5.

MES data shows that in 1996 there were 1,012 fuli-time and 1,410 part-time places in
the Industrial and Vocational Training Board (IVTB) training centres. These centres are
the only options for children to continue their (compulsory) education until they reach
age fifteen. In 19935, 9,659 pupils failed the CPE, 2,422 attended the IVTB centres and

7,237 children aged between 13 and 15 were left with no school to attend,

The CPE is a mixture of multiple choice questions, structured short answers, close test,
é.omposition type questions and some problem solving questions. In 1994 a
reformulated CPE examination, which differcntiates pupils’ learning competencies was
introduced. The examination has been reformulated in line with the document “Learning
Competencies for All” in which “Essential” and “Desirablc” learning competencies for
Standurd IV, V and VI have been laid down. These changes have been made with a

view to delineate a clearer and more systematic demarcation between “the certifying of
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candidates” achievement and the ranking of best candidates for selection purposes™. Tn
“Learning Competencies for Al”, (MES, 1992} it is stated that for each subject there
will be one single paper of duration 1 hour 45 minutes which will consist of two parts

Section A and Section B,

Section A is addressed to the whole ability range and will assess the acquisition of
Essential Learning Competencies (ELC) which all children should have mastered at the
end of primary schooling. The questions set in this section will test mostly knowledge,

understanding and simple problem solving skills and carries 60 marks.

Section B 1s addressed to the more able candidates and will assess primarily Desirable
Learning Competencies {DLC) involving cxercises of higher mental processes. The
questions set in this section will test mainly understanding and application and will

carry 40 marks.

The document indicates that the two sections in the one paper present the following

advantages:

(a) The questions are sequenced [rom easy to difficult.

(b). The average candidate can attempt only Section A and will have more time to do the
different questions contained in this part,

(c} These candidates may also take up the challenge of attempting as many questions of
Section B as they are able to cope with since no restriction will be imposed (MES.

1992).
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Pupils completing section A successfully will Tead 1o a puss. Completing section A and

B successtully will lead to ranking.

s Certification

Compulsory subjects: English, Mathematics, French, Environmental Studies (4),

Opticnal subjects one Oriental Lapguage: Hindi, Urdu, Tamil, Telegu, Marathi, Arabic

and modern Chinese.

French and English have been part of the curriculum for more thun a century and are
both compulsory in the primary school curriculum. Oriental languages (Arabic, Hindi,
Marathi, Mandarin, Tamil, Telegu and Urdu) were introduced in the schools as optional

subjects in the early 1940’s, and since 1987 count for certification at CPE.

‘The minimum requirements to obtain a pass at CPE are: Grade E in each of the
following: English, Mathematics and French and one Grade C or two Grades D from the
following subjects: English, Mathematics, French, Environmental Studies, one Qriental

Language (Mauritius Examinations Syndicate, 1995).
e Ranking
Until 1995, the formula for ranking at the CPE examination was as follows:
(a) For those offering Asian Languages, the marks obtained in English and

Mathematics are to be added to the highest marks obtained in any two of the

following subjects: French, Environmental Studies or an Asian Language; and
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(b) For those not offering an Asian Language, the marks obtained in all the four
subjects, viz English, Mathematics, French and Environment Studies are to be

added together,

There were some extraordinary developments with regards to the CPE ranking system
in 1995, extraordinary in the sense that they led to the fall of the Jugnauth government.

. : 4
The following account summarises these cvents*?,

In the past decade, pressure and proposals have been made for counting Oriental
Languages for ranking purposes at CPE, A Select Committee of the Legislative
Assembly was appointed in May 1991 to examine the inclusion of Oriental Language
into the CPE for ranking purposes. The recommendations of the Dulloo committee with

regard to the inclusion of Oriental Languages for ranking purposes at the CPE were:

For pupils offering Oriental Languages the marks obtained in English and Maths
to be added to the highest marks obtained in any two of the following : EVS,
French or Oriental Languages .

For those not offering Oriental Languages the marks obtained in all 4 subjects
English, Maths French and EVS to be added together.

Ranking to be implemented as from 1995 (Dulloo Report, 1993, p.56).

The impending implementation of these recommendations in late 1995 set diverse
groups in motion, among them the Front Commun pour la Justice ar CPE (Common Front

for Justice at CPE) comprising Mauritians who were against the inclusion of Oriental

“2 These events unfolded during and coincided with the first period of ficldwork in Mauritius (November
1993).
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Languages and claimed that their children, having studicd only four subjects, “would be
discriminated against as the element of computing the marks in a Ssubject in which they
could have obtained higher marks would not be there” (Bissoondoyul Report, 1996, p.

2).
On the basis of injustice, and following actions by the “Front Conunun”, the inclusion
of Oriental Languages was declared unconstitutional by the Supreme Court. Following
this development, the Jugnauth’s government, in favour of the inclusion of Oriental
Languages for ranking purposes at the CPE, sought to include a new clause (17A} in the
Mauritian Constitution. A parliamentary session was set up on the 15th of November
1995 in order for the Assembly to vote for the adoption of this new clause. The Prime
Minister did not obtain 3/4 of the votes required to adopt the new clause and in the
afterhoon of the 16th of November 1995, informed the President that he had decided o
dissolve the Assembly and to call for elections. The Jugnauth government not only lost
these elections but did not gain any seat in Parliament as the winning party won a 60/0
election. The problem of inclusion of Oriental Languages for ranking at CPE has to date
not been settled. In 1995, the old system was re-established. In 1996, following the
work of a special Committee the old system was also in place but a certain number of
places were reserved in the Mahatma Gandhi's Institute for the ‘best pupils’ in each

Oriental language.

This chapter presented a selective account of Mauritian socio-cuitural patterns as they
have evolved over time. The first part has presented an overview of the circumstances,
peoples and events which, over a rich and complex history, have marked and

characterised Mauritian societal development, while the second part has focused more
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specifically upon the educational development and structures within that socictal
context. Having set the national context, the next chapter enters the world of two

b Lol - M 4‘;
Mauritian schools Terre Bleue and Four Hills™,

# As explained earlicr these two names are fictional.
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CHAPTER SIX

A DAY INTHE LIFE OFF SCHOOL

This chapter introduces Four Hills and Terre Bleue primary schools, the people who
frequent these two schools, their routines and activities, Data used for this chapter
consists of excerpts of interview transcripts selected from part two of interviews, “the
details of experience ”. It also consists of observation notes, children’s stories and

drawings™,

A description of the two schools

Four Hills

Four Hills is an urban “five star*®” primary school located in the highly populated
district of Mauritius called Plaines Wilhems. It has approximately 950 pupils and 45
teachers including specialists, trainee and deputy head teachers. Most teaching staff live
in the district and have between 15 and 35 years experience. The gender mixture of the
school is balanced. Most of the parents of pupils in Four Hills have good salaries, some
have jobs with status. The pupils come from a variety of ethnic backgrounds and molst,

but not all, live in the vicinity of the school.

The school is set in a busy, noisy residential area and it is reached by walking or driving

through a maze of narrow streets. Its grounds are securely protected by part wall, part

“ The participants and the schools have been given fictitious names in order to protect their
confidentiality. Participants’ names however reflect their respective cthnicity and gender.

_ 3 The HT of Four Hills defines 5 star schools as schools with “a high rie of passes, more than 70% at
Certificatc of Primary Education (CPE).
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fence and a live-in keeper. Before and after the morning and afternoon bells, o myriad
of ambulant shopkeepers selling foodstufTs, toys, cooking utensils and garments, appear

by the gate in the hope of selling their wares to parents, teachers and pupils.

The \ery 5111.111 school yurd is tdrred which in spite of its harshness on children’ E knccs
is said to be a real :mprovemenl by lhose who remcmber the dusly duys of hard- packed
ground. A few .one storey concrete buildings covered by corru gated roofs make.up the
schqol ccmclex.-ln these builclings, the upper grades classes are on the first ﬂcor, the
loWe_r grades are on the ground floor. The upper level c]asércoms are reached by a flight
| of external stairs and a'verandah runs along the building length. Each classroom has a

door opening onto that verandah,

Clussrooms are s.imﬂar in size and are separated by flimsy walls made of wood panels,

“where holes carved out by successive generations of bored students can be seen. On
Spec1al occasions, the panels can be pushed as;de so that a large rconi made of three

' classrcoine can be used for mectmgs of parents and teachers associations (PTA) or for
special occasions such tbe teachers’ end of the year gathering. Louvcred windows, some

| 'w1th broken panes run along high on two SJdes of the classroom the thu‘d Slde s taken—

up by a large shiny blackboard

In most classrooms, ih_é. dirt colour ceiling paint is.f]aking, the Wz1lis are dirty, some
“covered with grafﬁti, thei pairit is faded and in places shows patches of mould. On the

w_hole, classfoofils are uns.ightly and austere in their appcarauce. They are seldom

decorated with pictures or chiIdreu’S work but some di_splay a calendar here and there,
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Illustration 1. Four Hills School (Drawn by a STD VI pupil in Four Hills).

Classroom arrangements are very similar throughout the school. Teachers” desks stand
by the blackboard. They are small wooden tables which teachers sometimes cover with
a pretty cloth. In some cases, but not all, this table has two lockable draws. In addition,
teachers have a wooden low cabinet, which can also be locked. Some male teachers
(because they are on the PTA board) have a two-door metal cabinet the size of a

wardrobe in which they store PTA papers and also their own.

Desks and chairs are rather old, too small for some children and in desperate need of

repair. In the lower grades, these desks are all wood and hand made. In upper grades,
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they have a metal frame and legs and are factory made, Desks seat two pupils and have
a shelf underneath, on which pupils can put I_)ook.;; and other personal things. Nothing is
left in these recesses at nighl, or cven when children qlluﬁgc rooms for the study of
oriental languages. Every day children carry all t}lch‘ hooks and helongingS in their

school bags to and {rom school.

I.n. all classroonﬁs, c.lesks.are ncatly arranged in rows. They face both the teacher’s desk
and the blackbodrd. Becausc.Four Hills is a “five s.tar schobi",_demand is high and some
classrooms especia.lly in upper grades havc. up to 50 pupils. In such cases, there is no
room for teachers or children to \Qalk behind or on either Side of the classroom. In less
p_0ptllated classes, there is rodm at the back for a few empty de.sks.and this is where

lunch bags and “renses*®”

are usually kept. Sometimes, in the absence of empty desks,
lunch bags and “tentes” are hooked on nails at the back of the classroom. Regardless of

the space in the classroom, teachers conduct class while seated at their desks or standing

in front of the blackboard and pupils sit at their desks when they are in class.

6 Traditionally, a tente is a small basket in the shape of a shoe box standing up, Tt has a lid and a longish
handle. It is made of coconut material and is used by Mauritian school children and workers alike to carry
~ their lunches. The child in Hlustration 5 carries a tente
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[lustration 2. STD 111 classroom’s arrangement in Four Hills (Drawn by a STD 111
pupil in Four Hills),

The school office is a small and tidy room on the ground floor of one of the school
buildings. It is shared by the Head Teacher (HT), the Deputy Head Teachers (DHT) and
the secretary, Each sit wherever there happens to be room to do a specific administrative
task or receive a visitor. No one has a specific or personal desk. The office is furnished
with four tables also covered by pretty cloths, a large metal cabinet in which important
registers, administrative documents, keys, the school supplies and at night, the
telephone are kept. The office concrete floor is kept clean and its paint work is in better

state than that in the classrooms.

The office has two small louvered windows, one opening onto a neighbour’s garden the
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other one to the school yard. Sitting at the desk by the latter window one can keep an
eye on the school gate. Next to this window there is a small table where the book in
which teachers have to sign their arrivals and departures is kept. The school bell is also

held on tlm_l snwall table,

In addition,. the schb.ol has a cqup_]e of small rooms specifically u_sf:d for teaching
oriental languagle‘s and a lar_gef room or.i.ginally intended to bé a staff room but utiliscd
fbr everything.-else but that purpose. This lafger room is furnished with a large wooden
tﬁb]e, benches and about twenty children’s desks. It has a variety of Book shelves where
some library and teachers’ resource books are kept behind locked glass _doo’rs. The key
is kept in the office and teachers told me that they very rarely use these books because

they do not have time.

A cupbdard houses a television set wﬁich was never used during the month T sﬁent in
the school. Teachers give many reasons for not using this set. Th_ey say that it does_no't
~work all th.at well and th.a't they do not have time for such things. They also say that
even if they did hﬁvc 'fhe time, the room is used for so many .things,'it would be almost
impossible to find the room efnpty for sufficié_nt time during any given dziy when they

and their pupils could watch television,

" Terre Bleue

Terre Bleue school is set in a big village surrounded by sugar cane fields. It is a two
stream primary school located in the quieter parts of the Moka district. 1t has

approximately 320 phpils and 25 teachers, two DHT's and.on.c HT. As in Four Hills, the
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teacher gender mixture is balanced but, in contrast, teachers on the whole are younger
than in Four Hills. Most teachers do not live close by and come to school by bus or are
given a lift by a relative or a friend. Children in Terre Bleue are on the whole from a
poorer socio-economic background than in Four Hills school. Their parents work as
local shopkeepers or sugar cane farmers. All children come from the catchment area and

either walk or bus to school.

The grounds are rather small, enclosed by part wall, part fence on all sides and a gate
which is securely locked every night. Two buildings, one with an upper floor, make up
the school. As in Four Hills, upper grades are on the upper level and the lower grades

are on the ground floor. The school yard is tarred and shady.

Illustration 3. Terre Bleue School (Drawn by a STD III pupil in Terre Bleue).
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In Terre Bleue, classrooms are separated by thin wooden partitions so that every word
said and every noise made in one classroom can be heard in the adjacent ones. As in the
other school, classroom furniture consists of a teacher’s desk and cabinet, pupils’ desks
and chairs which are somewhat dilapidated. In one class, for example, a big stone
replaces the leg of a cabinet. The classroom walls need a coat of paint and on the whole
offer very little in terms of visual display. As in Four Hills, pupils’ desks face the

blackboard and the teacher’s desk and classrooms are rather crowded.

Ilustration 4, STD V classroom’s arrangement in Terre Bleue (Drawn by a STD V
pupil in Terre Bleue).
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The school’s office is a very small room on the ground floor of the main building and is
shared by the HT and the two DHTs. The school does not have a secretary. As in Four
Hills, the two desks in the office are covered by a pretty cloth and are uncluttered and
occupants in the office do not own a specific desk and space. In addition to the two
desks the office is equipped with two metal cabinets. One houses the school supplies. In
the other one, a supply of the sweets sold in the school shop are stored. The office has a
small louvered, curtained window from which an eye can be kept on the gate and any

arrival.

The school has no staff room, so female teachers meet in one classroom at lunch time
and male teachers in another one. There is however a room for oriental languages where
lessons in three different languages (Urdu, Hindi and Tamil) can be conducted
simultaneously with three different groups of pupils. The school’s small library is kept
locked in the classroom next to the office. As in Four Hills, I was told that there was a

TV set but I never saw it, nor could I say where it is kept.

Getting to school

Ilustration 5. Walking to school (Drawn by a STD VI pupil in Terre Bleue).
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From & a.m. both schools act like magnets, their surrounds bustling with pedestrians,
c_\"clcs; rotoreyeles, cars and v:m.s‘ Many children, most in"Ferre Bleue, walk to school,
the )'nungcf ones sccompanicd by a parent who usually carries the heavy school bag
~while children carry their own “tente”. Other children get to school perched .tm hicycle
h.;ﬁidlc bars and cross bars or on the huclk—rack of a motoreycle, keeping their Jegs up so
as not to entangle them in the wheel or even by sitting on the motoreyclist’s knees. In all
cases, school bags and “renres” are ingeniously hookcd or tied wherever there is room to
do so. Other children, mostly in Four Hills, get car rides before they are dropped at the
school gate by pargnts. relatives or acquaintances on their way to work. For busy and
often wealthier parents, private vans are also becoming an increasingly popular solution
to getting their children to school. Every school day, for a fee, the children are.picked

up and dropped outside their home.

Teachers are also drbpped at the school gate by relatives and friends. Others either walk,
- if théy live near 5},'. or trave] by bus. For example, Christelle, a te.acher in standard one
of Fﬁur Hills, has a thirty miﬁute walk to the school. Most days, on her way, she stops.
to visit ﬁer sick mother, She arrives at school at about nine o’clock. Like many other
teachers she tends to be late rather than early. On arrival, like_hér colleagucs, she goes
straight to the office where she signs her name in the attendﬁnée book and then proceeds

to her classroom to drop her bag or to assembly if it has already started.
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* Rami, a teacher of standard six in Terre Bleue, lives in the Plaines Wilhems district of
Mauritius. {2 takes an hour and a half each way for Rama to get to school, Sometimes,

when he is Iu.cky, he mﬁnugcs to geta lift in the car of a f,-ic.l.ul wha occasionally has (o
travel imrlh for his w.qu.'_Bolh Christelle and Rama, as with lll_ﬁ majority of lcachcrs in

Four Hills and Terre Bleue, cannot afford to possess a car.

Up to Qa.m., the time at which the bell rings, the school belongs to parents und children.
~ The classrooms have been opened earlier by a school worker %7 Parents and children
circulate freely in and out of them to deposit bags and “rentes™. As soon as the bell

rings children rush to line-up by the office with their class mates.

Assembly is conducted by the HT or a DH_T..A prayer is recited, the national anthem is
sung with gusto, visitors are weicomed and special happeﬁings are announced,
Although some teachers stand by during assembly they usually do not participaté. Théir
work really starts when children are dismissed from assembly. At such time, teachers
and pupils make their way to classrooms in an orderly manner, parents make theif way

towards the gate and the HT, DHT and secretafy make their way to the of_ﬁce.

* #7In Mauritian primary schools, a school worker’s job consists of running errands between the office and
~ classrooms, office, bank and shops. They distribute the milk and bread and they clean classrooms at the
end of the day. . '
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[lustration 6. STD VI pupils entering class (Drawn by STD VI pupil in Terre Bleue).

Parents in school

When the bell rings, the busy parents have long gone or are still dropping their children
while some less-rushed mothers sit on a low wall to watch assembly then make their
way home. In both schools, once children are in class, parents seem to have very little
business in school. On occasions someone brings lunch or an item forgotten at home by
the child. Some other time, parents may need to see the HT, a DHT or the secretary for
enrolling a young one. In this case they are received in the office, where they are told
what to do and what papers to bring. At lunch time, a small number of mothers do

return to the school with cooked meals for their children, but the majority of parents will
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not return until three in the afternoon when school finishes.

In lower gradcs, the fact that some pflhc pitrents accompany their children intn
cl.ussr'ounm gives them some opportunities to meet teachers, This is the case in
_Cl_lrislcllc’.s class where she and harenls generally talk about children’s progress. Parents
are also very keen to ask her advice on the kind of books they should buy in order to

give extra work to their children,

- In upper grades, contact between pﬁrcnts ahd teachers is somewhat more formal.
\i’orking towards success at the Certificate of Prirﬁary Education (CPE) is of the uuﬁost
importance for these parents, especially for those th have children in slandﬁrd VL

' Philip and Lalita whose daughter Annabélle is in staﬁdard VI, find it éasy to talk about |
homework and private tuition, but as Philip explained to me, they find it .more difficult
to taﬂc Op_.en.ly about Annabelle’s anticipated achievement at CPE and her general

| performanée at school during the course of her standard V1. They recounted the case of
.the'.ir nephéw whose parents and teachers were convinced that he would rank high at

CPE examination. All were later proven wrong. |

In both lower and upper grades, most parents like Philip and Lalita have limited and
- often 'circurnspe_'ét interactions with teachers. Aboo, an oriental language teacher in

Terre Bleue, explains relations betweén parents and teachers this way; -

201



When you are in ;1 new school, you have parents calling on you, talking about
their children and so on. Finally when they have an idea of what kind of person
you are, there is no need for them to call on you (OT8E).

Once they are secure in the knowledge that their child is in good hands, b;trcnts are
completely absent from school life and activities. Par_cn.t's ure mare likcly to come 1o
school when things ure not going wel .l.'whén, for example, they do not agrcé with the
appointment of a certain teacher in un upper grade class, or when they actually want an
upper grade teacher removed from a specific class, or when they do not agree with
current reforms like subject teaching, In those cases, parents may come to the office to
protest individually, or en masse after talking among themselves at the gate. The latter
often results in spontaneous sit-ins in the sphool grounds, which are later reported in the

local press.

Teachers’ routines

- General pﬁrpésé télac_hers. are assigné_d aclass for a jéar' in which tﬁey teach all su.bjects |

. ofthe primafy school curriculum, excépt oriental Ianguages,.catechism and physical

' cducati_dﬁ. Teachers may keep the same group of children for up to three years and
many like to do .s'o. A teacher taking Sta_.ndlard I may, for example, continue teaching the |
samé gl;oup of children in Standard II the following year and'standard III the following
one. Speéialist teachers, on the lothel.- hand, teach oriental langua'ges_ or catechism to the
specific children who take these subjét:ts and do so at all the levels of 'thé_ prin'i.ar.y

| school. Bot_h Terre Bleue and Four Hills have physical educatior; teachers*® who teach

only the upper levels, standards IV, V and VL

8 In 1996, there were 33 (1 female) physical education teachers for the 281 Mauritian primary schools.
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Given these particularities, a day at school will be rather different for teachers in Jower
grades (STD 1, H and 1), teachers inupper grades (STD IV, V :.mcl \4)! and spﬁciulisl

~teachers, such as oriental language teachers, catechism and physical education leachers.

'[‘Iic following section outlines the major activities and interactions that make the routine

of a day at school for these diverse teachers,

Teachers in lower grades (Standards I, I1 and I11)

Iri_ both Four Hills and Terre Bleve and in most Mauritian primary schools teachers of
lower grades are females, Christelle 1s a general purpose teacher in a Standard H of Four
Hil.ls. She is in her late forties aﬁd has twenty-five years teaching experience, Her
description'of a day at school in many ways typifies that of many other teaéhers in
lower grades and cdrresponds to observations made during the days I spent in her and in

other lower grades classrooms:

Once in the classroom, [ have a little chat with my pupils, to see if all is well, if
they are in good health, if they have had a good night sleep... Then we speak
about kindness, politeness, how one should behave, good manners, because you
see its not just the academic side that you have to give these children. You see
they are small and what they learn when they are small is going to stay with them
for the rest of their life. After doing that, then I start the subjects (T3).

What C_hristellé means by “subjects” includes English, French, Mathematics and EVS*,
These subjects are also what she and other Mauritian teachers mean by the*academic
side” of education as bpposed, for_ example, to the creative and physical side of

education.

*  ‘Environmental Studies (EVS) is multi-disciplinary, comprising science and social studics.
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The school day’s routine in lower grades is very similar within the two schools
and what follows is a condensed version of Christelle’s teaching day as she
recounted it herself:

The first subject is math. I find that T always take a bit too long with math. Then
it's the break and we eat. I give enough time to children because some eat fast,
others not so fast, others even play as they eat. After that we do English. In that
lesson, | introduce new words, for example, to explain the word working I ask
children; What are we doing now? What does dad do? What is mum doing at
home? For English, unfortunately, I must start with asking questions in French
and then slowly move into English, unless we show pictures but otherwise
must speak French to introduce new English words, I do not know if it’s good
but... that’s how I do it. After introducing new words, we read and then we do
exercises. | do not give many exercises let’s say five small sentences, but we
spend a lot of time on writing. I want children to have a good handwriting, one
they can keep later on in life. In the afternoon we do French. Like for English we
first introduce new words then we read and then the children do exercises. Like
for English, we follow what’s in the book. Then, at the end of the day we do
EVS and that’s all, it’s 3 p.m. (T3).

Ilustration 7. Christelle, teacher in her STD II classroom in Four Hills school (Drawn
by one of Christelle’s pupil).
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Christelie’s approach to teaching the subjects is chy similar across the levels and
schools. 1t is a three pronged approuch L‘nll#isling ol a short explanation to the whole
class, some reading aloud by the whole class or sometimes row by row, followed by
written exercises. Using Frcnch and Creole for introducing English and expluining
aspects and coneepts of math and EVS is very common practice in Terre Bleue and

Four Hills and the other visited primary schools.

Other subjects, such as physical education and art education, are also part of the -
curriculum in standard II. When I asked Christelle whether she did those subjects as
~well, she said:

... Totell you the truth, I rarely go on the playing field, it is too dusty and besides,
we cannot play because other classes are working. So [ sometimes do some little

free-standing exercises in the classroom and children are happy. As for creative
education, sometimes I do it in the morning if [ have time! (T3).

Most of Christelle’s colleagues act in similar ways with regards to teaching art and

physical education.

In t_he course of the day, Christelle gets free time on sévefal occasic_ins. Twicé a week,
most pupils' in her class are taug"'ht an oriental langﬁage ﬁr cateéhism. She vacatés her
classroom for abdut three-quarters of an hour becau$c this is where Hindi is taught, and .
she goeé to the staff room. The sltaff room Serves many purposes, oné of which is to be
the venue for catechism clasSés. It is also the plac'e where Christelle and all other
.st;andard II_tea'chers chat to each other and ge.hera]ly .spend time for the duration of

oriental languages’ classes.



Christelle and teachers (of all grades) also get a break during the lunch hour, During that
time, Christelle usually meets a couple of female friends in her or their classrooms,
where they 'I:ll their “pain maison™ s uInd. have a chat. On rare occasions she stays in her
cl:t§§ to do some wnr.k. At no time do she or .hcr colleagues have to do .yard duty.
Clltistéllq’s daty at school finishes at 3 p.m., Which time she clocks-out by Writing her

name in the attendance book and walks back home.

Teachers in upper grades (Standards IV, V and vI)

In both Four Hills and Terre Blét_ié_ and in most Mauritian primary schools teachc.rs of
upper grades are male. In both schoolé, the very fcw-ferﬁale teachers fbund in upper
grades either taughf CPE repeafers classes or ‘lower’ streams of Standards IV, V or VI
classes. In upper grades, the téa_chér's routine is somewhat more full than that of the
Jower grades described earlier. One of the r'easbns for this is that most teachers of
standards IV, V_ and VI give privaté fuition in their own classroom, three times a week.
Priifate tuition consis.ts of extra.wr_itteri exercises ahd in some rare cases extra. |
.explanations given by the regular class teacher to th.e whole class for a fee. This Kind of

~ private tuition is given most_ly at the_e'nd of the school day, at 3 p.m..

Itis _aI'sb cbmmon practice for teachers and pupils of upper; grades to be in class at
around 8 a.m, and ggt_ an hour's work done before the bell r.ings at 9 a.m.. Because of
this_, téachcrs and pupils of uppcr' gfades_ rarely comé down for morning asse mbfy. They
have aﬁeady been in class for at least an hour and are fathcr busy; If and whe.n. théy do

come down, they quickly return to their classroom as soon as it finishes. For these

® "'Pai,n maison” translating as house bread is a small round bread roll typical of Mauritius. Filled like a
sandwich, it is eaten for breakfast and lunch.
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teachers and their pupils, the school day has already started. The nine o’clock bell

merely marks the start of regular work.

Rama is a teacher of Standard V1 at Terre Bleue. He is in his early thirties and has ten
years teaching experience. It is his third year in the school and with this specific group
of students. He already taught them in Standard IV and V. At this time, he is teaching in

Standard V1.
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Illustration 8. STD VI teacher in his classroom in Terre Bleue (Drawn by one of
Rama’s pupils).
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Rama’s major task and concern for this year is to prepare his class for the very
competitive Certificate of Primary Education Examination (CPE). Routine in upper
grades is very similar across the two schools and Rama’s day in Standard V1 is in that

sense a fairly typical example of the routine of an upper-grade teacher’s day at school.
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What follows has been reconstructed from field notes which were written on and about

the day that I spent in Ruma’s classroom.

TABLE 21: A TEACHER'S ACTIVITIES ON A GIVEN DAY IN A STANDARD VI CLASS IN
TERRE BLEUE | - - )

9.00 - 9.10 Does register - collects forms signed by parents,

9.10 -9.50 Mach: Supervises class correction of homewaork. Ticks individual cxﬁrcisc hooks.
9.50 -10.05 Takes children to school yard and supervises distribution of milk.

10.05 - 10.45 Free time during oricntal languages. '

10.45- 11 Left class. _

11 - 11.45 Teaches EVS: Reads and explains a chapter in EVS textbook,

11.45-12.30 Lunch break.

12.30- 12.35 EVS (continued, same as above).

12.35- 14.00 French: General and individual correction of homework - Class reading and text
comprehension. :

14.00-14,30 Break.
114 30- 14,55 English: Pupils do exercises while teacher ticks homework.
15.00 End of school day. |

In all grades, a regular school day lasts six hours. For teac_:he.rs, however, this does not
necessarily mean six hours spent teaching. Taking into account breaks and Oriental
language period, Rama’s regular teaching time ad_ds up to only three.and a half hours for

that faily typical day (Table 21).

A cjéi'iﬁcation of wﬁat. is fﬂeﬁnt by ‘regular schoo] day’ and ‘regular teaching’ should be
made at this point. In.m_ost Mauritian'primary schools a regular school dziy starts at 9

_ a.fn. _aﬁd finishes at 3 p.m. Itis du_riﬁg thét time, that teachers from both lower grad_es

. and uppei' grades do their regljlar or fixed teaching. Regﬁ_lar teaching includes: French,

Engﬁsh, EVS and mathematics. In princ.iple, it should also include creative education
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Most teachers of upper grades and their pupils are in class by 8 a.mn. most mornings of
the school week. The reason they give for doing so is that they never have time to finish
work during regular hours, This extra hour is customary rither than obligatory and most

of the time it is voluntary rather than part of the paid private tuition mentioned carlier,

A sizeable financial advantage that comes with being a teacher in upper grades is that
they are allowed to give private tuition to their whole classes in their own clussroom.
They do so three times a week at 3 p.m. at the end ﬁf the regular school hours, and
charge a fee to each individual pupil5 ' Teachers in upper grades are also more likely to
give private tuit_ion, this time at home, to groups of students from their neighbourhood

or even far away if they have a very good reputation.

Because of Iprivate aﬁd e:x.tra tuitioh, teachers in upper levels have a lwork-load ihal is
substamially_ I}eayier than that of teﬁchers in lower levels. For private tuition, Rama’s
te'z.lchin.g' time. exp'an:ds' to eight hours. Additions to his regular teaching load consist of
ari hour of teaching in the morning, another hour and a half .of extra fuitidn in his own
B clasSroom in the afterri_obn, plus two hours tuition at his residence for private pu'pils..

- later in the evening.

51 The financial rewards that can be obtained from giving private tuition are the ‘often unspoken’ and
‘often given’ reason why male teachers insist on teaching in upper grade classes. Most male teachers said
that, because female teachers have children and families to look after, they do not have time for private
tuition. They also said that female teachers are much better in their dealings with the younger children of
lower grades and that pupils in upper grades need the hand of steel that a man can provide. In full
contradiction of these statements, the only time female teachers are found in upper grades they teach the
“weak streams”, where pupils tend to be less compliant and where most teachers said that “a firm hand is
needed”. Private tuition is seldomly given in those “weak streams™.

209



Marking also contributes to that work-load and takes a [ot of teachers” time. Teachers
tend to use the free time thiey get during oriental languages to catch up with their -
marking. They also tend to mark during break and while pupils are busy filling in pages

~and pages of exercises which in turn will need 1o he corrected.

Rama's linic in class, just as that oi'Chris?cI[c‘S. is lu_kt;n up by the teaching of
Mathematics, EVS, French and English. In his lcaéhing, Rama follows steps that are
very similar to those used by Christelle, First, he gives a brief explanation on the
blackboard, then he asks children to read a text in the textbook aloud (all children have |
te.ﬁtbooks_). Lastly, he gives the children some written exercises. He says that because
rhos_t of his and his pupils’ time is spent preparing for the CPE , hg does not. have the
time tQ ‘indulge’ in other activ.i{ies such as art and physical eduéation. The latter is
‘taught twice a week by a specialiSt teacher. There ar.e_ho visible signs in his class or

among children’s belongings of the former ever being taught.

Rama and his colleagues, just like tezicher_s in Four Hills, are free during the lunch hour
-'_eind do not. perform yard duty. Because Terre Bleue .does not have a staff rdom, even a
_multi-funt:tion one as in Four_ Hill.s, tehchers gather ina coupie of classrooms, Deciding |
upon who goés where is done according to sex rather. than grades. Rama ahd his male
colleagues have lunch in one of their classrooms while fgmaie teachers meet for Junch
in another one. In both, they eat their lunch, read the newspaper, share their news and

generally gossip.

Rama leaves school at 3 p.m. on the days he does not give extra tuition in his classroom
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and at around § p.m., 5,30 pam, on those days he does. Usually, he has found a way of

doing all his marking during the day and does not aced to bring school-work home.

Teachers of oriental inguages

Tc;tcher# of Hindi, Tamil, Telegu, Marathi, .Mundarin, Gujarati or Urdu, are not

hssigm‘d a particular class or classroom. A teucher of Tamil, for example, will ;each ._
Tamil, across the grades to those Tamil and non-Tamil (very rare) children wishing to
learn that language. Teachers of other oriental languages do the same. For .Yousouf, a

teacher of Urdu at Four Hilis, work starts after assembly:

We call at school at 9 a.m., I usually come late as I told you™ . We have to wait for
our period to start and we start working with the different classes, different
groups. The problem at school is that we do not have a particular classroom for
ourselves. We have to work here and there throughout the whole day and when
the weather is fine, it’s okay, but when it rains it is very bad, and you sce this |
don’t appreciate! On top of it all, in some schools, not in this one, in some schools
you have teachers teaching two different languages in one particular class. Two
languages taught in the same classroom you can imagine what does it rmake!
(OT4).

In both Four Hills and Terre Bleue, the majority of teachers of oriental languages do not
have their own cl_assroom and this contrasts with gé_neral purpbse teachers who are
 assigned a classroom for the whole year. In both schools there is an oriental fanguage -
classtroom. It is a very small room in Four Hil]s and a larger partitioned room in Terre

" Bleue.

For oriental language teachers, just as for general purpose teachers, a ‘regular’ day at

52 Yousouf has an import business which he conducts in the morning before school and in the afternoons
after school. '
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school Lasts six hours, Teiachers arrive @t school ut 9 aun.and leave at 3.panc Teachers
of eriental languages do not give private tuition in the schiool as their eolleagues of

upper grades do and their teaching load varies:

Normally we have to teach six periods [45 minutes each]. When I started we had
to teach eight periods. It was difficult to teach eight periods! Now we teach six
periods, Now there is direct teaching, three periods direct teaching. So I teach in
three classes and I help in three others. [ help my colleagues, correct the copy
book, see after the students when there is reading and ask some questions (OT4).

The forty-five minute periods are organised in such a way that, for example, all
Standard I pupils are taught oriental language at the same time for that specific period.
Then it is the turn of another Standard. During the periods in which teachers are not

doing ‘direct teaching’, they have to remain in class and assist other teachers.

In both schools, oriental languages’ teachers keep to themselves and rarely mix with
general purpose teachers. During breaks and the lunch hour, oriental teachers make for
the oriental language classroom where they spend time socialising with other oriental

language teachers.

Qther teachers

Physical education teachers

-Both Four Hills and Terre Bleue schools have a physical education teacher. These
 teachers work in more than one school. John is the physical education teacher in Four
“Hills. He is in his mid-forties and has twenty years experience as a general purpose
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teacher. He is one of the thirty-three, mostly ex-general purpose teachers, who recently
retrained uﬁ physical education tcau':lu.'rs.. It is his second year in the school and there was
~ o physical education .l::w.:hcr in the school before him. He works with pupils from
Standards lV,- V, and VI :iﬁtl on rare occusions with lower grides where he assists -
teachers. He lives closc_hy ind likes to come 1o schoo! carly. [is arrival is usually very

much noticed:

All the time when [ arrive at school in the morning, children come to me and say:
‘Monsicur, Monsieur, take our class! tiake our class again!’ But I can’t take the
same class over and over again! My timetable is fixed for the day, I must stick to
the timetable! (T10). -

- Like all other teachers, John has to sign his time of arrival in the book. He leaves his

- personal belongings on a table in what serves as a staff room and usually stands by N

) pﬁpils dufing assembly, joining in the singing of the national anthem. HiS place of wo_rk
lS a grassy field, called “/a plaine (the ptain)”, the size of a soccer field which 1% dusty in
summer and muddy in Wimer. John’s col!eague_ in Terre Bleue works in similar
co_nditiﬁris with the diffcrénce being that there is no playing field in that scho@l,_so '
physical :ducé_tion i.s taught in the schﬁol yz.l.x.'d.lln' both'sc_hobl_s, sport materials |
cOrnpri.s_ing'soﬁ‘lc balis z.md. ﬂégg are. kept in cupboafd_s wherever there is roqhi _io do so

and are _taken out when :needed. Both thn and his col.league .prep.aare thei; work

thorozighly. John made a poi'nt of telling me so when I asked him about his day routine.
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My work has been prepared long ago, since December, | have prepared all
globally [for the year]. Then T have a term plin, @ weekly plan, a day plan. So
what [ do today was prepired maybe a week ago. I have every thing at iy
fingertips. 1 bave no problems, materials are ready, my notes are ready, | know my
subject in detail and work can hegin (T10).

John’s '.w.o.rk_i's_ organised zi_ccording to the 'obj.ecli{*es he has fixed for the class in
advance. At the time, his objective was to Ihave a 'presentablé' football team by the end
of March. According to John, in order to achieve this objecti\'e; children must acquire
ce.r_t.ai_n skills such as Being able to pass the ball, With this as his “minor” objectiv.c, John

organises a lesson in the following manner:

First I do a warm up. Then I do some little games leading children to
understanding a pass. You see may be next week we'll learn the pass proper but
this week I introduce some little games to go towards it. Then we do a proper
game. In that game we find the skill I have been teaching them, we use what we
have learnt earlier (T 10).

Both_ John and his colleague in Terre B.Ieue_share their time between several schools. In
each school, they t_each fo_rty-ﬁ've .'n.linutc lessons to Stanciards IV, Vv ahd_ VI. Som_et.imes
| | they gi?c a hand .wh.en o;hef teachers are absﬁnt. They stay 1n the_ school when they have
a free period. John, for example, uﬁes this as _zin opportunity to read books abou.l

‘teaching sports to young children. -

John and his colleague at Terre Blee mix with everyone in school and enjoy a very .
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good relationship with other teachers, They are also very popular with their pupils. The
day following John's absence, the pupils in Four fills told him that they do not like him
missing cliss. According to John, what makes him popular with teachers and pupils

alike is the fact that his lessons break the monoetony of as he puts it;

Study, study, study and nothing else, children arc fed up and see sport as a
relaxation, a way to get out of the class into the fresh air. Then when pupils return
to cluss they are more relaxed, happier ! (T10).

Both John and his colleague at Terre Bleue enjoy a good relationship with pafe_:ms.
- Some parents come to talk to J ohn in the morning because, they want his advice in

terms of exposing their children to further sporting activities.

Religiou's édmation féachér

Fm.ir Hflls’ has also Renée, a rcligious gducalion leqcher, who tehches_ catechi"s_m to thE

' Catholic children one da}' a wcék; Thcsé c.hildre.n usually do..no't Icarn ﬁn Orieniﬁl
languhge and 'ﬁrg taught calecﬁism' instead. On c_lz_lys'_when she is not in Four Hills,
Renée .d'oes the .'samc in qther' schools.'She'is much Jess visible than her colleagues the
physical eduCatiﬁn_ téachers._ She .tez_lchcs in the ‘staff room” in the presence of all the
othe:r people spending ‘\Qaiting time’ in that room. So_meti_mes when the wéalher is fine

she takes the children to sit on benches in a semi-covered area of the playgrouhd.

The religious education teacher does not belong to any of the previous categories of

teachers such as general purpose teachers or oriental language teachers. Like John,
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- Rende is alone in the type of work she does but she does not enjoy the popularity that he
- does. In Four Hills, her impact is also greatly reduced due to the fact thar she teaches
catechism to # limited miiﬁhcr of children. For t_hés(: reasons, her comings and Loings
are often un-noticed. She greets and is greeted by other teachers and quictly teaches her
-suhjcct.. There is no need for her to meet: lht; purcﬁts of her pupils .i.n lhé schnol, She

knows them well and has opportunities to see many of them at church on Sundays.

Trainee teachers

Tea’chér training lasts two years. Half of that time is spent following courses at the
Mauritius Institute df Educatioﬁ (MIE), the other half is spént gaining experience in
scho._o.l_s_. There are two ydung trainees in Four Hills and none in Terre Bleue. When |
Trishula, a trainee teachéf at Foﬁr Hills, describés Ber day, she dis.ti'nguis_hes between

what SHe is supposed to do and what she actuaily does:

I have been in the school for six weeks already! Every day, when [ arrive at
“school, I go to the office and sign my presence in the book. Then I am supposed to
~ be in Standard IV, I am supposed to sit down in the class and observe the teacher
- work: how she conducts class, how she does the various chapters [of the
textbook], because you see in the book it’s one way but the way she does it, it’s
not the same! She uses methods for explaining things to children, those who do
not understand and I must watch. [ am alqo supposed to teach two subjects per
“day, which I can choose with the ‘prof™®. All this should be useful experience for
when [ start work. At the beginning of the six weeks, we [Trishula and the two
other teacher trainees] were doing all this but we stopped because we feel we
-disturb the class. You see, often we are sitting at the back of class watching the
teacher at work and then five or six times during the day we are asked to get out to
give a hand in the office, or to replace a teacher going somewhere. Well this is a
distraction for the teacher we are watching, he does not say anything but we can
see, sometimes we are in the middle of 1mportant work.and we have to disrupt
everyone! So now we stay in the staff room™>. We wail there and we replace -
absent teachers when necessary, We also do some office work, at the beomnmg of

¥ Mauritian teachers, male and femalc arc indirectly referred to as prof which i s shorl for proferseur
- Directly, female teachers are called “Miss” and male teachers “Monsieur”.

. **'The multi-purpose staff-room where they chat with whocver happens to be there: Catechism lm{.hu
physical education teacher, general purpose teachers on free time during oriental language period.
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the year, there is a lot to do: copy lists of new children who are in Standard I, copy
lists of children for visits to the dentist, things like that! (TT',

As. Tris.hl'llu said .c;ur.licr, teacher trtninccs are supposced 1o gaiﬁ teaching expcricnce
durittg their stay in school._Her stery indicates thii it not the case in .Fo'ur Hills. In that
school, Trainee Teac'hers seem to be doing what a;aprcnticcs_arc often complaining

'_ about .d'oing in man_y'other sectors of | work and that ls that they do what other people do
not want to do. Taiks with t_eacher tfainefs, hmvever, reveal that these practices, te their

knowledge, although not uncommon, are not prevalent in Mauritian primary schools,

I_h Four Hills Trishula and her' female colleagues get on well with other female teachers.
Because they spend tirae tall_ting with them r’egtxiarlj; m the staff room, their'relatienship
s _o.r_!e of fri.endship..Beeae_.se of this friendship, Trishula says that staff did net exclude
them from the activities during sports day. On th.at. occasion Trishula tﬁi_th the help of
another teacher and a parent, 'was given the role of aﬁnouncing events and results witha
- loud speaker She says “It’s the first time I did this and I really Ill\ed it!” However

' .relatlons w1th parents are not always $0 frlendly Trishula recounts an 1nc1dent that

‘happened at the beginning of the year.

The first day we arrived at school, we [three teacher trainees] were put in a class
to replace an absent teacher. You could say it was a bad start, this should not have
- happened! We did that for two days. We asked children to call us by our first
‘name, and soon we could not control the class any more. You see children were
used to be hit by teachers when they misbehaved. We did not hit them, we learnt
‘that we should not hit children. But children are used to strict discipline, they
started shouting, they were not listening. We did not know anything about the life .
of the school. Parents started to complain about us . . . One afternoon we sang
" with the children the next day parents came to the school and said: “Ca banne
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professeur-la, ziste pou faire chanter duns Uecole! CThese tachers are in schionl just 10
singy” (TT1).

That day Trishula and her friends did not want 1o go back to the class, even when the
HT insisted that they should. The absent teacher came back and they did not have to go

back.

On the whole Trishula and her collcagues are very much part of the school. They are in
the school every day, are fairly visible because they run errands and also because they
spend time in the ‘staff room’ either talking or doing office work (they never sit in the
office to do office work). Having experienced some difficulties in the first weeks of
thetr time in school, they have adjusted their routine to that of other people and are now
spending their day quietly, making themselves useful doing everything but teaching

practice,

People in the office

The role, as well as the number, of people to be found in offices of Mauritian primary
schools varies according to the size of school. The secretary in Four Hills explains the
situat_ion this way: “Many small schools do not have a secretary. The Head Teacher
does the [administrative] work with the help of Deputy Head Teachers or even teachers.

In some schools there are no assistants so the HT does the work with the secretary”.

In Terre Bleue, there is no secretary but there are one Head Teacher and two Deputy
Head Teachers. All are male. In Four Hills, there is one HT, a secretary and about six

DHTs. All share the office except two DHT who are female, one of whom has charge of
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a class and the other one spends time in classrooms replacing absent teachers,

In Terre Bleue, one of the DHTs uswally arrives a litthe befor s aan. and opens the
office. He takes out the book in which teachers have to sign their arrival, plugs in the
telephone and generally answers queries from parents, teachers and pupils. At 9 a.m. he

or, on rare occasions, the HT rings the bell and conducts assembly.

The conducting of assembly consists of greeting children and of passing on special
messages to them. During assembly specific instructions are given, for example, those
relating to visits to the dentist or doctor, special events like sports day, independence
celebrations or cultural events are mentioned and commented upon. Extraordinary
events such as the death of Mauritian prominent people (ie: that of Gaetan Duval a
flamboyant and very much liked politician) or the arrival of a cyclone are also

mentjoned during assembly,

On the whole, assembly is short, children sing the national anthem and a pupil from an
upper grade conducts prayer. Then the DHT wishes children a good day: “O% les
enfants passez une bonne journée (Ok children have a good day/}”, to which children answer
in a singing chorus: “Merci Monsieur et vous de méme! (Thank you Sir and the same to
you!}”. Once children have made their way to the classrooms the HT and DHTs go back
to the office where they receive parents, or visitors, and go about their administrative

and other tasks. They leave on the dot at 3 p.m..
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[lustration 9. Assembly in Terre Bleue. Children getting in line to follow teachers to
classrooms (Drawn by a STD VI pupil).

In Four Hills, "le maitre” ** defines his activities as follows:

During a day at school, I must see that my school clerk does his work, | must see
that teachers do their work as well. I have to see the cleanliness of the school, of
the yard. I am responsible for the whole school and its campus... | have to visit the
teachers, see them at work, sign the daily notes™. I have to supervise the trainee
teachers also (T11).

** “Maitre” translates as Master. In Mauritian primary schools, all male Head Teachers are called
ismanre u‘

56 “Daily notes” are the daily teaching preparation notes written by all teachers which the HT (or a DHT
in his/her absence) has to check and sign. In both schools, the signing was done very quickly. I never
witnessed the HT or DHTs reading these notes.
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The language used by the HT shows clearly that he sees his activities in tenms of
responsibilities: *T must™; “f have 107, “Iam responsible”, "supervise™ In Four [1ills (as

in most primary schools) the Head Teacher is in charge and responsibilities such as

those listed above are delegated to a DHT when the HT is absent.

During the course of the day, the people in the office perform certain tasks. Who does
what task varies according to personality and the specific circumstances of the school.
Table 22 gives an indication of the tasks that are usually accomplished in the office. In
Terre Bleue, these tasks are performed by a DHT with occasional help from the other
DHT and the HT. In Four Hills, these tasks are performed by the clerk/secretary with

occasional help from the others.

TABLE 22: ADMINISTRATIVE AND OTHER TASKS PERFORMED IN THE OFFICES OF
TERRE BLEUE AND FOUR HILLS

Document filing and safekeeping.

Managing teaching materials store (ordering from ministry and lending or giving items to teachers).
Book keeping: teachers and pupils absence records, classroom  statistics.

Communication with Ministry (school statistics, yearly reports on teachers, examination papers,
various paperwork related to teachers travelling expenses, bread and milk®” (and sometimes cheese)
eXpenses.

» Supervising of helpers’ work (circulating messages, preparation of milk, counting and dispatching of
bread).

Ordering of bread from baker,

Answering the phone and taking messages.

Receiving visitors: inspector and parents (for new enrolments, inquiries and complaints) .

Looking after first aid.

% Each day children arc given a freshly baked “pain maison™, a glass of milk and sometimes a piece of
soft cheese. During break children come to a big container usually placed by the oftice to fili their cup
with that milk, The bread is dispatched Lo classrooms in large baskets by school workers. It is caten
during the morning break. Milk and bread are supplied to schools frec by the Mauritian government,
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In principle, DHTs (exeept those who have a specilic administrative brief) must spend
most of their time in classrooms. This, however, does not happen in both Four Hills and
Terre Bleue, In Terre Bleue, one of the DHTs spends his day doing the activities listed
above: the other DHT spends most of his time handling the affairs of the school shop.

This shop, originally the school canteen, has turned into a sweet shop over time,

During the day, the DHT keeps records of sales, keeps accounts and goes out to buy
fresh supplies. During each break he sets up shop on a folding table and puts everything
away at the end of each break. In Four Hills, some DHT help in the office while others
spend time outside the office talking to each other. In general, apart from the two female
DHTs in Four Hills, DHTS of both Four Hills and Terre Bleue rarely spend time in

classrooms.

Status plays an important role in relation to who does what and even who does
something. When the secretary in Four Hills was asked, should he have a magic wand,

what he would change at work (excluding salary) he said:

I would change the amount of work I have to do because it’s too much! You see
the work of the secretary, of the maitre and of assistants [DHT] it’s very similar.
Of course the matre is the boss. He controls everything. The assistants come just
after the maitre and they are much ‘higher’ than the secretary. So, usually, work
lands on the secretary’s shoulders. When there is work to be done and the big
chiefs are there, the secretary is small. The HT and the DHT they write pretty
notes but it’s the secretary who does the work. At the inspectorate and official
places they think they know but what they know it’s all on paper. They think that
chiefs do all the work in the school and that the secretary does nothing! (T12B),
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A DHT compared the people in the office to a family in which “some members have
more experience than others, some act in the shadow of others and during fights the
youngest usually lose”, On the surface, rapport among the various occupants of the
office and with the teachers and visitors is gracious. Most people are in no hurry (except
the secretary in Four Hills and the DHT in Terre Bleue who seem to be moving at a

faster pace than anyone else). People joke with each other and are very polite.

Pupils’ routines

[llustration 10. Pupils in Terre Bleue primary school. (Drawn by a STD 11 pupil of that

school).

The following section outlines the major activities and interactions that make the routine
of a day at school for pupils. Like teachers, pupils’ routine is very different depending

which grades they are in.



Pupils in upper-grades

{n both Four Hills and Terre Bleue schools 1 asked some pupils of upper grisdes o write
a story recounting their activities during an ordinary day at school, Damicn is ten years
old, a pupil of standard 5A™ in Four Hilis. The following is & translation of the story he
wrote in French about his day at school, Damien’s story typifies both the sequence and
content of activitics of an ordinary day in an upper grade class, in both schools. It also
corresponds to observations made during my stay in upper grade classcs, 1n hoth

schools.

A day at school

Today is Monday. On my way to school, I was thinking of something and [
bumped into a man. When I arrived in class, Monsieur” was already in. He made
us write some EVS notes and it was very long. Then we did mathematics, for
some other children it’s [math] a nightmare. Mathematics were very difficult so
Siddique did them wrong. Monsieur made us laugh a bit even a lot. He gave us a
break and we ate, Then it was time for oriental language (Telegu, Hindi, Tamil,
Catechism [sic]) Me and Gopol we played in the school yard and we said hello to
Miss. Then we read our EVS notes for a while. When oriental Janguage was
finished, we went back to class to do English and French. When the midday bell
rang we played and went back to class when it rang again. We continued work in
French and English. Monsieur gave us homework.

Some time later, Monsieur made us laugh, he gave us a break and we started our
exercises again. Then he gave us permission to put our books and exercise books
away. When the p.m. bell rang we played because it was Monday, a lesson day.
Then at 3.30 p.m. we went back into class. Monsieur gave us exercises in English
to do because he had to go and talk to Monsieur X about something important.
When we finished [our exercises] we exchanged with class mates behind to be
corrected. I made two mistakes and Paul made two as well. Then we did French
and it was easy. When class finished we went back home quietly to wait for
tomorrow™ (J/ST7),

%8 In principle, the different streams for cach standard arc given colour names. In practice however these
colour names arc rarely uscd. When they talk about the various streams, parents, teachers and pupiis
usually talk in terms of A as being the best and so on.

%% In Mauritian Primary Schools male teachers are called Monsienr (Sir) and female teachers are called
Miss,
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TABLE 23: PUPIL ROUTINE ON A GIVEN SCHOOL DAY IN A .S'I'ANIJARD VCLASS IN
FOUR HILLS

800 =9AK) (1 Zuener)
EVS notes : Extrawork in classroom with teacher
Activities: Copying notes {rom the blackboard into home-work hook.-

Personal comments: It was very long

9.00 - 10.00 (1 hour)

Mathematics: Time-tabled work, _

Activities: Copying and working-out of exercises from text-book to exercise book and collective
marking.

Personal comments: Mathematics were very difficult. For some other children it’s a nightmare.

10.00 - £0.15 (15 mins)
Break

Activities: Sitting in class eating, chatting with friends, visit to toilets.

10.15 - 11 Q0 (45 mins) _
Played, said Hello to Madame ...., read our EVS notes Free-time during Oriental Language.

11.00 - 12.00 (1 hour)
English and French; Time-tabled work

Activities: Listening to teacher explanations, copying and working out of exercises from textbook to
exercise book, collective checking.

12.00 - 12.45 (45 mins)
We played: Lunch break

12.45 - 3.00 (2 hours 15 mins)
Continued work in French and Enghsh Timetabled work,

Activities: Listening to teacher explanations, copying and working out of exercises,

3 00- 3 30 (30 mins) _
We played : Half hour recess before private tuition.

3.30-4.30 (I hour)
English exercises and French: Privare ruition _
Activities: Copying and working out of exercises from text-book unto private tuition book.

Personal comments: I made two mistakes (in English] .... French was easy,

* Words in bold are words used by Damien in his story .
* Words in italic indicate the nature and duration of work in which Damu.n is mvol\ ed in during that day.

225



- Table 23 shows that on that specific duy,.u Tairly typical duy fnr pupils of upper grades
in both schools, Damien spent eight and a half hours in school during which he worked
six hours and fifteen minutes and was free or was having & break for two hours and
fift_ccﬁ minttes. In both schools, time spent on school work is, however, not restricted 1o
time spent in school alone. Every night, Damien and his upper grade fricnds have large
amounts of homework to do. Many evenings they also have to go to yet more private

tuition,

For Damien and his friends, work consists of listening to teachers’ explanations,
copying, working out, checking and marking of exercises. These activities are practised
in both schools and school work is understood in terms of subjects: Math, English,

French and EVS.

In fnost stories, the repetitive usage ofthe word travailler (to work) gives a clear
indication of the nature of the activities pupils get to do while being in school. In his
story, Damien makes several personal comments about his work, saying that it is very
“long”, “difficult” or “easy”, right or wrong. Most children write about being tired after
a hard day at school. One of Damien’s school friend even says: ".Whoa! _What a da}r fof

a Monday!"

In his story, Damien mentions playing with his friend at recess and during his free time.
However, class arrangement and the nature of activities required of pupils make it so

that children have very little interaction among each other inside classrooms. In
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Damien’s story, the only mention made about (permitted) interactions among pupils in
the classroom concemns the exchange of exercise books for marking. In his and other
children’s stories, what is described in terms of interaction and rapport is usually the
two way happening between the teacher and pupils: teachers telling pupils what to do,
disciplining and entertaining pupils. In the following drawing, for example, pupils are
seen working in their books, while one of them works at the board and the teacher looks

on.

- e, Aty e L :

[ustration 11, Pupils at work in a STD VI classroom in Four Hills (Drawn by a pupil
of that class).

227



Pupils in lower-grades

In both Four Hills and Terre Bleue I asked some children of lower grades to draw a strip
cartoon depicting their activities during a day at school. Mila is six years old, a Standard
11 pupil in Four Hills. The following is a depiction of her day at school. The information
Mila gives in her drawing typifies the way a day is spent, this time in lower grades. It
also corresponds to my own observations of how ordinary days are spent at school in

lower grades and in both schools.
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Tlustration 12. Strip Cartoon of a day at school in a STD 1l class in Four Hills (Drawn
by Mila, pupil in that class).

When Mila gave me her strip cartoon I asked some clarifications, they (and my own

observations) serve to explain each situation as follows.
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Iustration 13. Going to school. In this drawing Mila (with the bow) is seen walking to
school with her mother two brothers and a friend.

Ilustration 14. Math lesson. Mila’s drawing shows a classroom situation which
consists of a blackboard on which math symbols are written. Some tables and chairs are
also drawn.
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Ilustration 15. Morning break. This drawing shows a toilet and a toilet flush. During
morning break children of all grades go to the toilets and then return to class to sit
“quietly and eat their “pain maison”.

' EME __

- Illustration 16. English lesson. Mila’s drawing shows a situation that is very similar to
drawing 2, a classroom situation w1th a blackboard on which English is written, few
tables and chau‘s
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IHustration 17. Lunch break. The drawing shows swings and slides. Having eaten
_during the morning break most children spend the funch hour playing in the playground.

BYS

[liustration 18. EVS lesson. A similar représentation as'for Math and Eﬁglish, this time
- EVS. . : .
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- Hlustration 19. Hindi lesson. Similar represemati'on as for Math, English, and EVS,
Mila said that Hindi is her favourite subject.

Illustratlon 20. Gomg Hom Mila and one brother are seen going up the p'\th to the -
house set in a garden with a lawn and pretty flowers. -
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For Mila, and most other children who drew a strip cartoon nf their day wt school,
school i$ i suceession ol'.{l.lings to do and class is the hlz.lckhnurd where anything of
significance happens. This view also corrusp(.m(ls to the rcpl‘éé{:nmti(ms :)f'c]assrmnn '.
activities shown carlier in this chublcr'displuyiﬁg similar convergence towards the
bluckbourd. .ln lower grades, the subjects taught arc similar to those taught in u’ppcr_. N
.gruclcs. They are: Mﬁth, English, EVS z'md. French (fo;Q_Ouen by' Mila) plus an oriental
lunguug.e, Hindi in this cﬁke. Other things to dd include \lyalki'ng to and back from
school, 'playing and going to the tdilél. Other children’s drawings quit'c.often also |
display yard taps which éhildren _go to and use to wash their hands and get a drink of |

water,

In her account of activities duriﬁg a day at school, Mila does not include people '(exce pt |
w_h'en.she is outside sého_ol) and seemé to interﬁct with the blackboard r_ather than with

| p_eople.'in_ the classroom. Her c.lepi.ction ofa day at School thus becomes a caricature of
the paimity 6f interactions between pupilé w_hich' has been evident in most éf the |
drawings presented so far. Because of its symbolic nat.urcl, Mila’s c.lra.win.g is also not -
true to reality in its dei)iction of fﬁrnitqre dispbsit_ion. In Mila’s classroom, as in all -
other Elassrooms, pu.pil.s’- desks fﬁcc'thc board and a're_neatly arrahged in rows, When in.

E:IaSs, Mila does her work seated at her desk. |

A combarison of Mila’s fout'me to that of a pubil in an upper-grade shows that a day at
school is o;ganised along very similar lines for both upper and lower gradérs. For Mila,
just as'.i:t was for Damieﬁ, the déy is la succession of subjects, math, English, E.VS.,

Orie_ll_;tal laﬁgu_age and French (forgottEn in Mila’s drawing). Mila and all pupils in lower |

gfade_s are at school between 9 a.ni. and 3 p.m. They spend four and a half hoﬁrs in
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class, sitting at their desks and taking breaks for the remuining one ind @ hall” hour.
There are, however, some differences. For cxump!c, Mila und her friends in lower
gralttés do not come carly to school and do not Si'i.ly behind three timcs.u week for extra
tuition us.thc upper graders do. They also seem to have more lfljnc_ to play hothin :Imd

outside school.

Fur Mi.lu and many of her .fr_icr.]ds in lower grades play ﬁﬁring Brcaks seems very
pleasurable. They play as soon as they arrive ir_l school in the morning and after having
Ideposited their schoo] bags and “tentes”, T_héy also play during the lunch break. It has |
often been said that one of the reasons why lunch is eaten at 10 a.m. rather than nooﬁ is
because chil.dren.would forget to eat their lunch and play (the other being that an early
lunich compensates for no breakfast). They play with skipping ropes, .they play hide and
seek, and sbmetimes soceer. Chil_dreﬁ of upper gradcs play simila_r games but seem to

_ pléy. m_uch less 6r éven not at all,I preferring to stay in claﬁs._ All children play un-
supervised'as teachers do not do yard duty, yet bullying and accidents are rare (in'

comparison to schools in some other countries).

Speéial happenings -

Thé routine df the scﬁdol ison 'somé occésions broken by speciai ha.ppen.ings_ such as
spoﬁs dzi__y, the yearly éxcur_sibn, absence of some iénchers and CIli]dren beé_ause ofa
religious célebrafion; a special \_&isit by a mobile theatre and the more regular visits by
thé inspector. The followipg section déscribes in detail, the crdss—country race in Terre
Blcue. The .0th.er evgn_t's are described more succinctly as they will be considered in
further chapters. I was present during the following events and data _comé_s from
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observation notes made on those days.,

The ‘cross country® race

The DHT in Terre Bleue made the urmou.liccmcnt' during assembl y:. “Aujourd hui ¢’est
!éjom' J! Le Jowr dﬂ cms.s'. pour les démes '_5£'mc.s'.c! Gémes! (Today is D-day! Cross counlry
day for STD IV, V and V1YY", In those grades during the past few weeks, physical education
hzid cons.isted of preparing for that .eve'_nt ﬁnd a few pupijs, afnong them Shamlesh, are
waitipg impatiently._ Shamlesh, ten years old and a pupil in STD VI A, nearly did not
‘make it". It is only this morning that his parents gave their consent for him to ' |
participat_e in the cross-country. Although he won last year wheﬁ he was in STD V, this
year his parents wer.e reluctant for hirﬁ to participate. The reason they gave was that,
this year with the CPE (Shamlesh is working tdw_a’rds ranking), Shamlesh should not
waste his time preparing and runriing in the cross-country race. In the past few weeks
-ivhilé' others were preparing for the cross -country Shamlesh did some 're\?isions for his
examination, taking place in six months time. It is only because Monsieur took the
trouble to explain_ to Shamles.h’s .un_cle, who himself explained it to his parents, that -
B taking part would not be that béd for his chances at CPE that eventually Sh_anﬂesh’s'

 parents gave in. Shamlesh s véry grateful to Monsieur for doing 50.

A cir.c.uit. was decided upoh along the village road. The traffic was not s_to'pp.ed,'bm a
couple of policé officers were o_h hand to intervene if necessary. L_.ower-.grade pupils
~remained in the_school_yard. The rﬁnners frdm the up.per-gmdes leave schoﬁl walkiﬁg
With tﬁeir teachers and make thei; Way to the varijous departure lines along the roud..l'he
_oldcr childr_én having to run lo_ngcr_ distances than thc younger ones. Most children wear

- their ordinary school uniform and footwear, a few wear shorts and running shocs while
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a few others wear rubber thongs. Once at the specificed dcpurlurc fine, the children are
told to stay on the left side of the road and to run until they reach the arrival lane ih the
school y.'.ll'd.. The teachers call out: “A _\?f).&' marques! préts! partez! (On your marks! steady!
go!)”". Children start running and teachers walk buck to school the short way. f:()r about
half an ﬁout children run on the road while the traffic, some of whi.ch are vc.:r.y polluting

buses and lorries, whisk by,

During the race, the physical e_duéation teacher runs with one group, the only téache_r
who o;vns acar and the séhooI ivorkér_ who owns a small' motorbike drive around the
circuit checking on children and the race. Back at the school and on arrival, children
have to make. their way to the ‘official table” and give back the small card beariﬁ g their
“name and class number to the person in attendance. A few cheers are heard when the

| first .q'nes arrive. Shamlesh has won the race. A 1ittI¢ Jater, some girls piled in the car,
too tired to finish, also arrive, When all have arrived, children line-up by the office as
they usually dq for assembly where the DHT flanked Ey the physical eduéalion te.ac_he.'r |
announces 't.h_e 'winngrs; Children applaud mildly and many visi_f thé taps once more for a

~ drink of water before making their way back to class.

The 1éarly excursion

Once a year each class goes on an outing that combines pleasure and educational
purposes. All children of a similar grade and their teachers pile into a bus hired for the
day. In addition to the bus driver and his assistant, the adult entourage is composed of

‘the gé_r_leral purpose teac_hefs. some-DHT and Oriental language teachers (who go to
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only one excursion according lo choice or need) und sornetimes the HT, Visits to places
such as sugar cane fuét'orics. teat plantations and various historical monuments are
usually ofgzmiscd but the highlight of the day for both teachers and pupils is the midday
picnic. The picnic is a very happy one, one that teachers and pupils luok forward to the
whole year. Childrcﬁ come with "renre.s-‘.’ ﬁ]lcd to the brim with various goodies and
l’e;‘léhcrs come with a cookcd lunch™. Thérc scems.'howcvc.r, tobe a dangcmuy
“tradition” during thcsf: outings which is lhe.cons'umption of ulcqhol by some of the
male teachers and bus drivers dufing the lunch picnic and during the remainder of th.c
afternoon. The potential for serious accidents is not difficult to imagine and was élose to
happening on two separate occasions. Despite the fact that sorﬁc non-drinking teachers

said to me that they did not approve of this 'tradition’, they remained silent,

Religious celebrations

In the course of the schbol .yf:ar there are religidus celebratipﬁs and festivals for which
_fqllowers can take the _day off while other peoplé go to work or school. In April, the
Muslim faithful celebrate Eid- Uf-Adhq. In the morning men and boys wearing the
Kurta-pajama and Top: (loose shirt, drawefs and a hagji cap) go to the mosque. Later |
- onin the morning they and membe;rs of their extended faﬁ;ily sacrifice a cow in their

back gardch and share its meat.

In Terre Bleue, Muslim children and teachers did not go to school on that day. They
remained home to celebrate with their families. All other children and teachers came to

school. For them also it was a very different day. In one class for example where ten

* On this specific outing, Iunch consisted of gdteatcx piments, samoussus and briani,
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children were absent, the teacher decided not Lo leach because he did not want “absent

- pupils 1o miss owt™. Children are therefore left alone. ‘The only thing asked of them s to
remain quiet and seated at their désks. The teacher spends the limc. hlinrking students’
work. ln.”;m_olhcr class, leachers teach liﬁ;ir own pupils. Additional pupils, those whose
own lL‘_ilCi.l.L‘[' is absent, are squeezed in the far corner of the classroom and are asked ln

remain quictly seated, They spend the day doing so.

On this special day of Muslim celebration, the recess beli rang at the exact time that two
cows were being sacrificed in the garden next door. Children rushed to the wire féncc,
the only separation betwgen the school yafd and the nei ghbours’ garden, some half
climbing it and witnessed the cows .slow bléeding death, the rushing of blood al] over

the court-yard. In comparison with last year’s celebration, none fainted this year. -
Visitors in the school

Four pe'o_plc from South Africa came to Terre Bleue to present a.show' with Affica as a
theme. They set up a stage under a tree in the middle of the school yard qnd children
and teachers gathered around them. _C'hildren seemed startied ;vhen the drum started to
play, some giggled. The theme of tﬁc s.how was African animals and children were

- slowly drawn intp action. Some were givc.n a hat to act the rble .of ants or lions, Some
children, mostly from lower grades seémed to really enjoy the.sho_w:. Olhcrs mostly
ﬁ_'bm upper gradg:s spent their lifné talking, sceming at odds with how to behave in such

circumstances.

At the end of the show, the children went to a truck parked in the school-yard to get a
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free cup of Milo, many dropping their disposable cups in the school yard as they
{inished. Teachers and pupils then went bick to their classrooms, the teachers
complaining that all the show did was to muke their pupils agitated. All resumed their
normal activities. From my observations and after asking a few guestions, I came (o the

conclusion that none exploited this visit for tcaching lessons on that day nor next day.

Summary

This chupter has generally depicted a day in the life of two Mauritian schools. [ have
described the two schools, introduced the people who frequent these schools, some of

their activities and view points.

Four Hills is an urban five star school which has approximately 950 pupils and 45
teachers and is located in Plaines Withems district of Mauritius. Terre Bleue is a rural
two stream school which has approximately 320 pupils and 25 teachers and is located
in the Moka district of Mauritius. The two schools have very similar facilities. Schools
consist of single and double storey buildings made of concrete and covered with
corrugated roofs which are set in small grounds and are securely fenced in. The grounds
are very small and tarred. One of the schools (Four Hills) has a playing field which is

dusty in summer and muddy in winter.

On the whole, classrooms are tidy but because they generally do not display children’s
finished work or work in progress and because they generally lack maintenance and
decorations, they are also austere and unsightly in appearance. Classrooms are rather

small and their arrangements are similar across the grades of the two schools. In cach
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classroom, pupils® seats and desks are placed in neat rows fucing the teachers” desk and
the blackboard. During the day, children take books, slates and exercise books out of
their school bags as need arises. Nothing is left on desks in between lessons or at night,

On the whole, elassroom furniture is old and worn and in some cases inadequate,

Both schools are wanting in educational supplies. They have library books which are
kept under key and rarely used and each have a TV set that is not working in one casc
and not placed in a location conducive to its usage in the other. In both schools, space is
also rather scarce. In Four Hills, up to eight people are supposed to share the office and
in some of the popular upper grades class numbers can reach 50 pupils. In both Four
Hills and Terre Bleue, classrooms are not sufficient in numbers to accommodate the

teaching of the different oriental languages and there are no proper staff rooms.

In both schools, some parents of lower grade children accompany their children into
class and communicate with teachers. In upper grades, on the other hand, contact
between parents and teachers is limited, formal and often fidgety, especially when it
comes to talking about CPE examination for those parents who have children in
Standard V1, the last grade of primary school, In all cascs parents do not participate in
any of the aspects of school life once the bell has rung. They also do not participate in

special happenings such as the yearly outings.

Participants in a day in the life of school are for the most part school based. They
consist of teachers, people in the office, other stoff, pupils and the occasional visitors.

The categories of teachers found in Mauritian primary schools include general purpose
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teachers who teach the four subjects, English, French, Math and EVS, oriental language
teachers who teach Hindi, Urdu, Tamil, Telegu, Marathi, Mundarin and Gujurati,
specialist teachers who teach physical education and catechism and teacher trainees who
are in school in order to gain teaching experience. However, in the specific case of Four
Hills, the experience gained by the weacher trainees does not include teaching
experience, Pupils are sorted in terms of grades. Lower grades include STD [, IT and H1
and upper grades include STD IV, V and VI Pupils in STD VI prepare for cither
passing or ranking at the CPE examination. In upper grades pupils arc also sorted in

different ability streams.

People in the office include the head teacher, deputy head teachers and in the case of
Four Hills, a school secretary. Their tasks combine administration, supervision and
public relation elements while status plays an important role in relation to who does
what. Staff called caretakers run errands between the office and classrooms and between
the school and outside. They also dispense the free milk and bread and clean classrooms

at the end of the day.

For teachers and pupils, a day in the life of school consists of a routine that is very
similar whether the day is spent in Terre Bleue or Four Hills and, in many ways whether
it is spent in an upper grade or a lower grade. Routine consists of ‘doing’ the four
subjects and for some pupils and in some grades of ‘doing’ oriental languages,
catechism and physical education. Routine also entails prevailing practices. Teachers
teach lessons in front of the class and pupils sit at their desk most of the day working on
their slates or workbook. Pupils follow teachers’ explanations and corrections given at

the blackboard or occasionally get to go to the blackboard to work out or correct an
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excreise in front of class.,

Workload and time spent in school ure two prominent differences between spending o
day at school in an upper grade or spending the day at school in & lower grade. These
differences are explained by the fact that in upper grades children take extra tuition
before and/or after school, and this especially in STD VI, because they have to prepare
for the CPE. For these reasons, in upper grades, the routine of both teachers and pupils

is more strenuous than that of lower grades.

This chapter introduced two Mauritian primary schools, Terre Bleue and Four Hills and
the various people who frequent, teach, learn and work in these two schools. It also
outlined schools’ routines and introduced some of the teaching and learning practices in
‘these two schools. Having set the school context, the next chapter enters the world of
classrooms in Terre Bleue and Four Hills, describing the world of teaching and learning

in the classrooms of these two schools in more depth.
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CHAPTER SEVEN

EXPLERIENCING PRIMARY EDUCATION

This chapter desceribes pupils® experiences of primary education in the class seitings of
Four Hitls and Terre Bleue. Data analysis produced two major themes: the nature of the
work that regulates pupils” experiences and the contrasted experiences resulting from
exposure to that work. These themes guide the presentation of findings in this chapter.
A first section examines the key educational and other practices that regulate pupils’
experiences of primary education in classroom settings. The second section establishes
the common features as well as the dimensions of contrasts framing pupils’ experiences.
In this chapter, the data analysed, some of which was utilised for display, includes
observational notes of classroom activities, interviews and transcripts of conversations

as well as drawings relating the details of classroom experience.

Teaching practices regulating the experiencing of primary education

The previous chapter showed that, because of extra tuition, private tuition and marking,
the workload of upper grade teachers is considerably heavier than that of teachers in
lower grades. The pressure of the CPE examination makes working in upper grades
somehow more critical than it is in lower grades. These differcnces aside, teachers of all
grades, including oriental languages’ teachers, organise their work and present their

subjects in similar ways.

This section shows how teachers organise and present their work. The data utilised for
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developing this scction consist ol the details of experience as recounted by teachers in
interviews and ol observationad notes made during days spent in classrooms, especially
those of two teachers Rama and Sarojni, both Standard VI teachers in Terre Bleue.
Their work exemplifics, unless stated otherwise, the patterns of teachers' work as they

have been observed tn the classrooms of Four Hills and Terre Bleue.

Rama, introduced in the previous chapter, teaches STD VI A®, His pupils arc working
towards passing and in addition for some towards ranking at the CPE examination,
Sarojni on the other hand teaches in STD VI B, One half of the pupils in her class failed
the CPE examination the previous year. This year is their last chance to successfully
pass CPE as there is an age limit®. Sarojni is a new teacher in Terre Bleue. Last year
she taught in STD VI A in another school. The deputy head teacher (DHT) said that she
has been given STD VI B because she makes children work hard. Sarojni on the other
hand said that she would prefer having ‘good elements’ in her class. She anticipates that
among her 35 pupils only three or four will manage to achieve the 30% of total marks
necessary to pass the CPE examination. She also stated that because her pupils are so

‘low’, she does not bother to give them private or extra tuition,

Classroom teaching for both Rama and Sarojni proceeds along very similar lines. Their
primary role as teachers, just as that of many other teachers in ;he primary schools of
the world, is to oversee pupils’ learning processes. In their particular cases and in that of
all other teachers in Four Hills and Terre Bleue, their work is organised into four major

activities:

S In Terre Bleue, stream A has the most able pupils and Stream B has the less able pupils.
52 To be allowed to repeat STD VI, pupils must be less than twelve years old.
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e Directing pupils in their activitics;
» Providing explanitions;
o Checking pupils’” comprehension;

» Checking pupils’ work.

Directing pupils in_their activities

In both Rama’s and Sarojni’s classrooms, as well as in all other classrooms of Terre
Bleue and Four Hills, teachers decide what children are doing or should be doing. At the
beginning of each lesson teachers say: “Tirez vos livres de Frangais ...de Math,
d'Anglais, d’EVS! (Take your French..Maths..English..EVS books out!)”. At the end of lessons
teachers say: “"Rangez vos affaires! (Put your things away!)”. These instructions and the
writing of the date on the blackboard® for each subject punctuate and frame

classroom’s working sessions.

One of the common directives that teachers give to pupils is to read aloud. This practice
is common and frequent in Rama’s and Sarojni’s classes but also in all classrooms of
Terre Bleue and Four Hills. It is perhaps the practice that visitors from other countries.
where chorus reading is not practised, notice first as they enter Mauritian schools.
Teachers ask pupils to read or recite aloud on many occasions in the course of their
working in class. In Sarojni’s class for example, to keep pupils quiet while she is filling
in the presence register, she asks them to recite time tables or read a text from their

French, EVS or English book aloud during that time. Sarojni said: “while they read

53 At the beginning of a lesson, teachers write: “Math for Tuesday 2nd of March 1996” or “English for
Tuesday 2nd of March 1996" and so forth on the board and copied in appropriate workbook by childeen.
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aloud | am sure that they are doing some work!™, In all classes of Terre Bleue and Four
Hills and on many occasions during lessons, pupils are asked to redd aloud. For example
as the lesson progresses they are asked to read paragraphs and whole texts from
Ic.x'ihooks“". At the end of the lesson they are also asked to read in chorus the questions

of the exercises they have to do.

© Some variation is sometimes offered when the text i.s'quitc long. Rama, Sarojni and, |
other teachers, for.exan.}ple., ask children of row oneto stan.d. up and read a segment of.
text aloud, then they ask them to sit down and the second row to stand up and'continue
reading the te.xt' aloud and S0 On ﬁntil it is time to get.back to first row. Sometimes, in
order to force children into fbllowing the reading, teachers skip a row or two, 5o that all
pupils are kept alert and follow in.their book never knowing when their turn will come

next.

At the end of lessons., teachérs usually ask pupils fo do written exercises in their
workbook. This directive, once give.n,'usuall y marks ihe end of feachef's involvement.

- Teachers do not c_iréulate in class as pupils work out their exercises m their \vorkbooks.

_ Thcy usually remain seated at théir desks marki‘ng some pupils’ work or, in sorﬁe chses,
reading the newspa_pe;; Qccasioﬁally. some teachers may, at that point, leave the
claSsrdom tq 2o out and smﬁke a cigaretté, give the newspaper back to a colleague or to
have a. chat in the office. 1’11 any cz’ise, it 15. only a.t correction time that the tea.clhcr will

renew contact with pupils.

% Textboaks are provided free to ail pupils.
| - 246



At that time, teachers indicate to children the form that the correction of exercises is
going to tuke. They may, for example, ask p_tabjls to tick their own dnswers or ask them
to cxéhungc books with friends silting in front or behind so that cach will tick someone
clse’s work. Somctimt;s'thc'y ;11.&_;_0 ask pupils to coby itj their w_orkbook thcrl ght answers
- given and written by them on the bl:._lckboazlrd. 'I‘héy may also, as Rama does duriﬁg

explanations, ask pupils to underline important words into their textbook. .

- In Rama’s and Sarojhi’s'classé’s and all other cl_assés 0:f Terré Bleue and Fﬁur Hi]ls; |
‘what is meant by ‘directing children in their ac_tivity’ 18 the g.iving of directives. In both
Rama's and Sarojni’s élﬁsses and that of most teachers of Terre Bleue and F_o'ur Hills,
these'difecti_?es are given by feach_ers and are given to the class as a whole, Teachers’
directives are used to structure both teachers’ and pupils’ activities of the day. They are
also used to keep control of what children do, how théy do it and how they behave. On
some bccasions; they are also used to 'give .teachers some free ti.me for marking or doing

‘other things.

" Providing explanations
Tc'a'chcrs give directives, provide explanations and explain new ideas or material in
similar ways in all classrooms and in both schools®®, They address themselves to the

_class as a whole and rarely present anything new to one pupil or to a small group of
‘pupils. An illustration of this happening has been presented already in the previous

chapter, when a teacher decided to leave twenty pupils doing nothing, for a full day,

because ten others were at home for the Muslim celebration of Eid-Ul-Adhq. The

% Teachers of oriental languages and catechism teach in similar ways,
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teacher said he did not teach because he did not want “absent pupils 1o miss out”™, That
teacher needed (he whole class to deliver his lesson and couid think of no other why to
engage two thirds of his pupils in ].carrlling activities while the othcr third was uwﬁy.
Phpils were allowed, as sonie did, 10 do “revising ™. Olhcrs.did_ nothing except to keep

quict while the teacher was marking.

In conduc.l’mg th_c'ir lessons, teachers usuﬁlly read paragraphs ér v«.ho]c pages of -
information straighl from textbooks to \thch they sometimes add fer comments. The
comments tehchers give as (hey read aloud consist mostly of translation of En.g]ish
words which pupils do not underétand into French or Creole. Sometimé_s, as a matter of
emphasis', they also write on the blackboard some of the inforrhation they have been
reading and ask children to repeat it in chorus or to copy it. At this point, teachers do not
‘encourage questions. .It is orily }atgr, that they ask the whole class if they have

undcrstood.

To explain new ideas' and mzit_erial, teachers may also work out an exercisé on the
blackboard as an example or a model for pupils to imitate when it is time for them to do
_ wr.itteﬁ‘exerciscs. Rama, for exarnple:_, often does so to explain mathemﬁfics. This is how
he proceeds. First, he asks pﬁpils to read aloud the questions in their mathematics
textbooks. Then he asks Child.rerj i_o follow his demonstration on the board. Pupils have
their math textbooks opén but are speciﬁcally askcd to keep their WOrk books cl.osed.

Rama takes the working of the exercise almost to the answer but refrains from giving it

% uRevising” is a word often used by teachers, For example, on occasions, Sarojni tells pupils to revise
their work because she does not want to repeat the same (hing cvery day.
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or writing it on the blackboard. He then erases what he has done on the board and asks
children to proceed and work out similar exercises in their workbook, not omitting the
answer this time. This practice was observed in many classrooms in both Terre Bleue

and Four Hills. Teachers’ explanations can be summarised as involving:

¢ The presentation of information (to which students have access in their texthbooks)
by either reading this information aloud or recopying this information on the

blackboird,
* The telling of pieces of information to pupils and asking them to repeat it.

o The demonstration on the board of the right Way of doing something and the request

from children to imitate what they have seen..

Explaining new ideas and material consists of passing on information rather than
‘making that information clearer. When quizzed on this information, pupils have three

options: giving the right answer, giving the wrong answer, or giving no answer.

Encyclopedic knowledge is beliéfed to be a very important criterion in appfe_cialing the
quality of teachéfs ahd teaching. This belief is widt_:ly held by mdsf of the parenis and
téachérs ihterview.ed who said that they believed that you need to know more when you
are tcaéhing in upper grades than you.do when ydu are teaching in loiver grades. For
.exam.ple, in STD VI, the grades in which the major conc'erh _is preparing for the CPE
examination, teachers and parents believe that teachers must “really know the ir subjects
- well” because their pupils, future CPE candidates, may be quiz:zcd on anything learnt

. throughout their primary schooling,
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Knowing one’s subject well is suid to be even more pressing when teachers are teaching
the most able students in STD VI A, For example Soopaya, a DT in Four iills, recalls

his apprehension at not knowing enough the first time he was asked to Lake a STD A:

I started teaching in STD I The following year I taught in STD IV. Then | was
given STD V A. As we reached September, the HT told me: ‘Next yeur you are
going to follow your pupils and take STD VI A’ I said: ‘No way! I do not fee) |
amup to it!” There was a teacher who lived close by and who had a good
reputation for that class. But the HT let me understand that I could do better than
this teacher. The following year I was given STD VI A, It was my first time to do
such class and as you can imagine I really had to work really hard, | had 1o read
many books! (T9).

Soopaya feared not being familiar with the information he had to present to his class. He
and other teachers believe that they must be able to readily recall any piece of the
information and facts their pupils have to memorise for the examination. Teachers able
to do so are labelled “calés (having solid knowledge)” and are described as: “Those
t_éachers. you can ask them any questions, they know their subject well!” Like many
other teachers, Soopaya was conscious of his poor spoken English and French and

afraid of being corrected, as can be done by more articulate pupils in STD VI A.

" InRama’s and Sarojni’s classes as in other classes in Terre Bleue and Four Hills,
providing explanaﬁon means the passing of inforfnatidn rather than the untangling of
such information by teachers and the value put by teachers and parents on encyclopedic
kndwledgc may account in some way for this practice. Teachers explain by reading or
recopying facts onto the blackboard, to which pupils have already have access to in their

own books. Teachers also pass on ways for doing something right or for giving the right
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answer by giving a demonstration at the blackboard. The pedagogical value of this

passing on of information is of course an important matter that will he dealt with later.

Checking pupils’ comprehension

- During the course of their teaching, teachers usually ask questions to check whether
pupils understand or have understood what has been said. A common way of asking
-such questions is illustrated by the following account of the beginning of an EVS lesson

in Sarojni’s class.

Before starting a new lesson Sarojni wanted to check that her pupils. had “assimilé
(assimilated)” what she taught them the previous day during EVS class, She asked the
question: “What is garde_ning?" As pupils did not answer she helped them by saying:

| “Planting of crop, cultivating, culti?...” and then stopped for child_ren to add “vating”.
She followed on by saying “grow?... “to which children added “ing”. “We grow plants,
cultivate fruits, ﬂowers. Qe getal.. bles. Some vegeta?... bles are eaten raw others are
eaten when they are coo?...ked. You can’t eat a potato raw you have to cook?... it”
(FBR pp. 23-24). She then proceeded to chéck if pupils had also assimilated the names
of tools used by gardeners, She s_tértcd by writing on the blackboard: “Tools used in the
“gar?” then stopped for children to shout “den”. Following the same procedure, she
wrote the names of some tools on the blackboard. When it came to Iawn. mower, she

-reminded the class that when they came to school in the morning someone was cutting

grass with a lawn mower in the garden next door.

This example illustrates a ‘start the answer and wait for pupils to finish it” technique and
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points to some mistakes that can be made by teachers. The example of the lawn mower
given by Sarojni is erroneous. The cutting im.b].cmcnt used by the gardencer wus nol a
fawn mower but u grass cutter. We can also argue that potatoes, even il is not |
custoniary: c;.m nc'\;crlhc]css be c;!lcn r_:ni_*. Because there ils. no venue for p_LlpilS to
express difference or contest illc teacher, it is not I-:Ibwn whether these mistakes chrc

'picked by any of Sarojni’s ptlpils.

This ‘start the answer and w.ait for pupils to finish it’ technique is used by teachers of
Eoth Four Hills and Terre Bleue. It.iﬁ used in class and during assembly. What exactly is
being checked is however vague. This techn_ique-is perhaps more of a teacher’s habit
rathgr than a proven technique enabling them to check that something has been
unders.tood or memorised. Teachers know what they want and start words fo ensure that

they get the desired answers from their pupils.

Teachers use several other questiqnih g techniques to ensure that their pupils understand
or have understood what has been said. The following examples iilustrate some of the
ways in which qué#tioﬁing is done. In a flfst'example? Rama reads a ﬁass.age of the
lesson on thermal power stations from the EVS textbook. He then proceeds to check if
pupils understood fhe information he has just read by asking them the following
question_s: “How_ .many power sfat_ions do we have in Maﬁritius?” “What is the

| diffel_'énce between thefmal and hydro?" “Which is the best for Mauritius?” “What does
JFUEL stand for?” These questions were asked of the whole class and all together pupils

' had'to read their answers directly_ from their _books.
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In -a second example, during a Frencﬁ lesson, Rama reads a passage in the textbook
about. “Les droits de I’enfant (Children’s Rights)”. He pauses and asks: “Si une personne a
plus de 18 ans est- ce que c’est un adulte? (When a person is over 18 is that person an adult?)”.
The pupils are directed to the section where the differences between being a minor and
an adult are written and all together restate that definition to the teacher. During that
same lesson Rama asks: “Détester qu’est ce que ¢a veut dire? (To hate what does it mean?)”.
This question is .asked of the whole class. Pupils are asked to search their memory in
order to find the right answer. They remain silent and eventually Rama gives the right”

definition, the one written in the text book which pupils repeat in chorus.

Rama resumes his reading concerning children’s rights and then asks: “Les états veillent
a ce que les enfants ne soient pas séparés des parents. Qu’est ce qu’ils vez;llem‘? (States
insure that children are not separated from their parents. What do they ensure of?)”. The pupils
answer in chorus: “a ce que les enfants ne soient pas séparés des parents” (FB/Rpp. 68-
69). This question is very much related to the 'start the answer and ask pupils to finish it'
strategy discussed above (learners of the French and Latin languages may also relate
this question to the types of questions asked of them during grammatical logical
analysis). At the end of the lesson, Rama makes a last check, he asks: “Is all this
understood?” To which children mechanically answer: ‘Oui Monsieur!” He then says:

“Any questions?” To which pupils say: “Non Monsieur!”

In these examples, teachers display several techniques in their checking of pupils’
comprehension. The “start the answer and wait for pupils to finish’ technique ensures
that teachers get the answer they expect. Teachers also ask pupils to read their answers

directly from the book, to fill in words, give a definition and at the end of lesson say
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with all other pupils that they have understood. In spite of the fact that pupils do comply
with what is asked of them by teachers, these techniques do not exhibit any evidence
“that pupils have understood what has been explained 1o them or that teachers understood

what they have ‘taught’.

Once teachers have conducted their lessons and given their explanations, they usually
ask pupils to do written exercises. The marking, ticking and or signingm of such work is
an important aspect of teachers’ work for the following reasons. Every evening, parents
who are interested in their children’s progress may want to examine the work their
children have been doing in class during the day. While they examine workbooks, they
soon notice if marking is slack or even non-existent. Teachers’ checking of pupils’ work
becomes the very thing parents can use to check on them. Another reason why marking
is important is that, when inspectors visit classes, they inevitably ask for some
workbooks and among other things, check if work is properly marked and if nustakes |

are not picked up.-

As a result of these expectations, teachers go to great lengths to correctly mark pupils’
work. For example, many teachers, especially in upper grades arrange free time for
themselves by giving their pupils some exercises to do so that they can mark homework

thoroughly. This, however, will again add to their marking load.

To avoid such increases in marking load, on occasions, teachers ask their pupils to bring

67 Teachers put their signature on the work that has been corrected by another pupil.
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their work to the desk on completion of exercises. On these occasions, gueues of
children waiting to get their teacher’s mark, are not uncommon sights in classrooms, -
especially during oriental languages, as teachers like to leave the class at the end of their

forty-five minutes lesson period free of any marking,

In.bolh Schoéls, a gcncm! correction at tﬁc blackboard is the _most.comnion and frequent
first device used by teachers for checking pupils’ work. Iﬁ doing so, teachers get to
check on the work of the pupil doing the correction at the blackboard and also get to.
know whd did the exercise wrong or right by asking just that. Teachers usually know in
advance who is going to gei it 'right.’ or ‘wrong’. Knowing so, they very rarely send to
the blackboard a pupil who is not go'm'g to be able to wqu out the question sﬁ_ccessfully
and more rarely one who will never give a correct answer. “_Cés enfants-la (thése kind of
children)” they say would make other children waste their tfme and are left alone. When it
- comes to correction on the board, tehchcrs (and pupils) eXpect to see the right answers
Iaf.upear on the board ciuickly. Rama offers an ingénious variation to speed up
proceedings of collective correction. He Sendé four pupils at one time to the board, each
working on a different excrcisé. But Rama’s class is A stream and he is qmck to state

that he could not do the same in a class with ‘lower elements’.

For pﬁpils, getting their work right or wrong simply means having the right or the
wrong answer written in one’s book. On occasions, however, I have observed that
pupils whd have not been able to work out that correct answer by themselves have
in_g'enious ways of ending up with the right answer in their work book ihcluding

~ cheating. My experience on this matter is that teachers choose to ignore the cheating
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even when they know about it®,

- The cliccking of pupils’ wn.rk' involves several iictiQilics: Th& Cbnduclin gof gcncral

porrcc(ion {l.t the blackboard and the marking, ticking or signing of exerciscs in class.

' 'i‘he fact .tl.uu the work is dﬁnc and that the correct answer is written on cither blackboard
orin workbooks arc the aspects of pupils’ wo.rk lhai teachcrs éhcck in.all classcs of

Terre Bleue and Four Hills.

Pupils’ common and contrasting experiences

This section examines how pupils experience the classroom activities directed By
teachers. Data on this subject speaks of both commonalties and contrasts. On oné hand,
. the pictorial data reiated to the classroom setting and drawn by pupils reflects the |
uniformity of _teaching practices thél have been described above. In both schools, for
-example, pupils represent their being in school seated at their desks, looking at teacher
and Blackboard and all engaged in uniform tasks. While pictorial data sHows

- homogeneous aspects of the ways in which school is experienced by pupils,

- observat io'nél_more in-dcpth'data, such as observing pubils while they are involved in
classroom activities, shows clearly on the other hand, that despite similar and
cqnstructcd classrqom gnvirdn_ment, pupils experience their learning activities in various
and cdntrasted ways. In .this observational data three major processes or features have
_emrged as the major inﬂu_ence.s thﬁt frame these differences. They are categorisation of

pupils, differential treatment of pupils and differentiation in pupils’ experience. These

% I suspect that my presence in class may have been the reason why *cheating’ was not punished on the
spot. When, on other occasions and in both schools, I asked children what happens when they cheat, most
said that they get shouted at and that they also get the Ratin Bazar (stick used for corporal punishment).
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themes, together with the commonalties of experiences as they are represenied in
- pupils” drawings, guide the presentation of findings relating (o the nature of pupils’

experience of classroom activities. -

This section éstublishcs what constitutes the major and cdmrﬁbh aspccls of the ways in
vhlch puplls experience their cldssroom activities, The data andlyscd for this part
consists of pictorial representations by pupils of both schools of their classroom, It
also consists of the comments made by three Mauritian specialist educators aboul
these representations®, The analysis undertaken_by these people consisted of
examining pupils’ drawings, searching for common patterns of expcrience. Some of
the remarks t.hey made while looking at the drawings were written others were audiﬁ
taped. .Excerpts from their observations and a summary of their analysis are presénted

in this section.

Thc follOwing is ah_ extzract of the comrﬁcnts made by Mira, one of the Mauritian
specialis_t edudatbré who exﬁmined pupils’ drawings of classrooms..' This extract has
been chosen because it cémtains within itself the themes that the other educatof_s_' have
stafed as the major and common aspects of the whys in w_hicﬁ pqpils éﬁperien_ce t.heir

classroom activities.

% These specialist educators belong to the group of rescarch participants labelled “educationists™ in the
methodology chapter. These educationists are art and psychology spccnahsts The anaiytical procedures
. are also described in Chapter Four,
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LooKking at these drawings, the thing that strikes me is really that most of these
children’s representations reveal confinement to the classroom. The teaching s
confined within the four walls of the classroom with the teacher as the main centre
ol atiraction, and of course the big blackboard which repeats in most drawings,
What these children have tried to depict in fact is the reality, the chairs and desks
are placed in rows, very systematically, properly arranged and the method of
teaching is didactic, all the children are concentrating on the teacher looking
straight ahead. There is no movement in class whatsoever, you can’t sce a fly
moving, you can’t see a child moving, everybody is fixed at his tuble... You see
the teacher at a distance, standing very rigidly next to the blackboard and the
children are like trained soldjers sitting at their tables. I would have wished more
interactions, where you know you would have found a group of children around
the teacher and things like that...You just find that sort of rigidity about the school
as it were a training centre. You just go in there in the morning and get out of
there in the afternoon... I find the same stereotype, the same symbols repeated.
There is no difference between the perceptions of younger children and older
children. There are the same symbols repeating, the same concepts, you sec the
teacher with the blackboard and the desks and tables neatly arranged. It does not
show much about interactions doesn’t it? The big blackboard so black!
Oooh...There is no sort of fle. “ility in the classroom where children could have
group discussion and where they could get involved. It’s all in symmetrical
arrangement and there is no freedom of movement (P5).

During conversation with Mira and the two other specialist educators, the examination

of pupils’ drawings revealed four areas of common experience: idea of confinement,

uniformity of experience, locus of experience and nature of interactions. These four .

areas are examined in what follows.

Images of confinement

Like Mira, the two other educators were impressed by the strong and recurrent images

- of confinement when they examined pupils’ drawings and on all occasions talked about

this theme first. Just as Mira, they talked about pupils’ drawings as giving a strict and

unimaginative representation of the classroom environment, as depicting life inside the

classroom which most of the time excludes outside life and fantasies.
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'l‘hcy commented that the few drawings incorporating some aspects of life outside the
classroom displayed a marked conlmél of rcbrcsc_nluti_on hetween the outside and the
inside, For c_.\':implc, pu[ﬁils use vibrant colours for flowers, temples and people .n.utsidc
the classroom environment and use IJ.lcuk colou'_rﬁ for anything inside the classr_bom.

- According to the specialist cducators these drawings reveal 1hé strong desire expressed
_ .by ﬁuniy pupils to escape the conﬁnemen.t of the classroomen vi.mnn.lcnt. On occasidns,
they likened the notion .of cénﬁncmcnl to ._that of imprisonmcnt.. This is the casé with the
many drawings showing classrooms as compartmented sections with closed and

numbered doors,

Uniformity in experience

“Specialist educatqrs noted.that ih.most drawings,' clasﬁroom anangements'are similar,
the teaching style is evident .and CO.ns.istcnt, .'all children remain seated in their place.s.and
‘all are engaged in common tasks. Evefything in the élassroqm is tidy and every one and
everything has its place. They were, howevef, surprised that this uniformity of |

' experieﬁi:é applies to éll gradesQ_They were expecting for.exampl.e that the

| répresentationﬁ of .classrooms’ activities drawn by younger pupils wd_uld show. more

activities, more freedom and more games.

The locus of experience

The three educators commented upon the prominence given in pictorial representations
~ to teachers and the blackboard, They stated that both are perceived as the focal points of
- classroom activities and as the most important influences on pupils’ classroom

experiences. They noted that in most drawings, the teacher is omnipresent, represented
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on a much larger scale than pupils and the enly pcrsoﬁ Qvith a fuce, They also noted that
the blackboard is present in all druwihgs in one form or the other, that in most drawings’
it 1s black, centred and occupies most of the s'pucc on the paper. In other drawings
| furniture and books are :Illso r'cprcscnl'cd in cxuggcrziléd proportions. For example,
- textbooks are represented as targer thun pupils lhcl.nscl ves. In some cases, children 'ufc
not represented in cliss or zippcar as'blcndcd into the fur_niturc. These drawings
according to the specjalist educators shbuf_ clearly that pupi[s.:;ce their Léachcrs and the
nature of their work as“the most important clement of their experience in classroom

activities and that they, as individuals are very small or even do not exist,

Th_e nature of interactions

The fourth theme commented Iu.pon by Mira and the other educationists is that the
drawings of classroofns show very little and selective interactions. ’I‘hey. stated that in
.the drawings the only visible interactions are happé ning between the tga’cher and pﬁpils,
.that the teacher remains at a diStancc and that no d_réwings show ihtcractions among
| pupils in the clasSroom setting. The} also noted that many drawings show teachers
| holding the stick; which iS commonly usgd in. class to point at words on the bl_ackboard.
andto dis_biplinf; pupils. According to the Specialjs_t educators fhe drawiﬁgs also show
the favoritism that teachers display towards some pupils. For example, sor_ﬁe drawings
show the presence of ﬂowérs. on the front tables only where good pupils are seated,
They also noted that other drawings Qhow favorite pupils sitting ﬁt teachers’ tables,
- while teachers are absent. These ‘good’ pupils are usually in charge pf discipline while
teachers aré away. They write the na_rhés of pupils who do not beh;ivc as required on the

~ board and generally report on pupils’ behaviour when teachers return,
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[lustration 21. My classroom (Drawn by a STD II pupil in Terre Bleue),
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Illustration 22. My classroom (Drawn by a STD 111 pupil in Terre Bleue).
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~ Illustration 23. My classroom (Drawn by a STD VI pupil in Four Hills).
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Illustration 24. My classroom (Drawn by STD I pupil in Four Hills).

264




¢ Pk
3¢f'ultfi

™

[Mustration 25. My classroom (Drawn by a STD VI “repeater” in Four Hills).
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Hlustration 26. My classroom (Drawn by STD 11 pupil in Four Hills).
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Ilustration 28. My classroom (Drawn by SDT II pupil in Terre Bleue).
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IHustration 29. My classroom (Drawn by STD IV pupil in Four Hilis).

268



lustration 30. My classroom (Drawn by STD III pupil in Four Hills).
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Dimensions of contrast

Thi.s second section examines the dimensions of contrast found in pupils' experience of
their working in classroom séllings. Observational data shows that processes of

_ callcgorisatioﬁ of pupils are ﬁ1 place within school settings and reveals the effects these
processes have on the ways in which pupils experience their classroom activities. "This
section first reports the ways in which the categorisation processes are organiscd. and
seéond, analyses their impact on the nature of pupils experience. Data analysed for this
second part consists of interview transcripts and in-depth observational studies of
pupils. The examples used in this section typify, unless stated otherwise, patterns of
experiences for various types of pupils as they have been observed in classrooms o.f

both F_our Hills and Terre Bleue,

Categorising of pupils

In both Terre Bleue and Four Hills, teachers' categorisation of pupils is achieved by
labelling and streaming; Pupils are labelled in all grades, They are streamed in STD V
and STD VI the last two grades of primary school and are not streamed in the other

grades.

The following table displays how streaming is drganised in Terre Bleue and Four Hills
and incorporates the describing words commonly used by teachers categorising pupils

according to their levels of ability.
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TABLE 24: THE STREAMING OF PUPILS IN TERRE BLEUE AND FOUR HILLS SCHOOLS

FOUR HiLLS

TERRE BILEUE

STD1
§STD I Nostreaming, Fach class No streaming, Each class
STD 1 combines mixed ability pupils.  combines mixed ability pupils.
STD IV
A Streams: Classes made up A Streams: Classes made up

STD V with “excellent elements”. (In with “excellent” and “gond

STD VI, pupils are preparing for . clements”™. {In STD VI, ali
STD VI ranking at CPE). pupils are preparing for passing

B Streams: Classes made up
with “good ¢lements”. (InSTD
V1, some pupils arc preparing

for ranking at CPE).

C Streams: Classes made up
with *low clements™.

In STD VI, class comprises:

¢ low ability pupils trying for

the first time to pass CPE .

o ‘“repeaters” trying for the
second time to pass CPE

s "repeaters” who have
passed CPE previous year
and are repeating hoping to
rank

some for ranking at CPE),

B Streams: Classes made up
with “low clements”.

In STD VI, class comprises:

» low ability pupils trying
for the first time to pass
CPE.

s ‘“repeaters’” tryving for the
second time to pass CPE

s “repeaters” who have
passed CPE and are
repeating in order to rank
at CPE

Words in quotation are commonly used by teachers in primary schools to differentiale pupils' abilities.

Pupils are streamed according to ‘abilities’, Table 24 shows, for example, that in upper

grades, ‘excellent’ pupils are fo_und in A streams. In all schools, the A stream class

always comprises the most able pupils. The level of pdpils’ ability in various streams is,

however, relative. For examp'ic, A stream classes of STD VI in Four Hills, because it is

a Star'School,_attract and comprise exclusively ‘excellent elements’ while A stream
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élusscs of Terre Bleue, an ordinary two stream school, have just a few ‘excellent
clements’. In Four Hills for example, B streams are middle streams and comprise ‘good
clements’ but some of these B steam pupils.muy have a chance at ranking at CPE, In
Terre Bleue on the other hand, the STD VI B stream comprises the ‘low clements’, .thc

‘repeaters’

The slotting of children into these various categories is principally made according to
the level of their achievement, that is the marks obtained at the end of the year
ethinationm. As a result, pupils are labelled by their teachers as ‘low’, ‘good’,
‘excellent elements’, to describe the level of pupils’ ability in the vérious streams, These
* words are commonly used by teachers in both schools and warrant some clarification,
For the word “element” this clarification is linguistic. This word élément is used in the
French language to describe pupils in terms of their intelligence and in relation to their
degree of achievement by comparison to oth.cr pupils in their class. French speaking
teachers anywhere and not just in Mauritius would, for example, say about a pupil:
“C'est le meilleur élément de ma classe (this is the best pupil in my class), However, these

teachers would not say “I have 35 elements” in my class,

The words ‘low’, ‘good’ and ‘excellent’ qualifies the level of pupils’ achievement at
examinations. They are also used by teachers to characterise the degree of success
pupils show in being able to follow instructions, in giving correct answers to questions

and in obtaining good marks for their daily. tasks and their home work.

®1In STD V and VI, end of term examination papers come from the Ministry of Education. In lower
grades, end of term examination papers are prepared by teachers. All teachers of a similar grade will get
together and produce a common examination paper for ecach subject. Oriental languages teachers will do
the same for examinations in their respective languages.
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The word “repeaters™ generally stands for less able pupils who have failed to pass the
CPE examination the previous year and on the whole has & negative connotation.
However, some repeaters can also be pupils who have passed the CPE but are repeating

because they have failed to runk at a jevel enabling them access to & “good college™™.

Sarojni and Rama h:wé pupils of different ‘ranks’ in their respective classrooms.
Sarojni’s class, for example, comprises pupils she describes as low elements and
repeaters. Most of her pupils have achieved low marks at examinations during the
previous years and she expects that only three or four will manage the 30% marks
necessary to pass the CPE. She also does not give them private tuition claiming that
“because they are so low it is not worth it”. In her class, it is difficult for her to keep
pupils engaged in'the activities Shc presents to them or expects of them. In her class,.
work progresses at a slow pace and on the days I spent in Sarojni’s classroom, pupils

did not finish their work and very few had done their homework.

Rama’s c.:Iass. on the dthér hlan.d., é.omp_ri-ses pupils he describes as “good” and
“exccllént”._His pupi]s. havé ac_hiéved higher marks than Sarojni’s pupils at
examinations in previdus years, are expected to pass CPE and for some of them to rank
at CPE. Rama gives e:_(t'ra and private tuition to his pupils in order to increase their

chances at CPE. In Rama’s class work progresses steadily.

* These examples show that the categorisation of pupils entails differences in several

™ What is meant by “good college” is.cxplaincd_ in great detail in the next chapter.
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areas, The firs? area of differences concerns pupils’ achievements, measured in tenms of
their capability to follow teachers® directives and explanations, capability to give the
Appropriate answers to lhcfr questions und capability to achieve gou.d scores at
examinations. The sccﬁnd areq of differences concerns teachery’ cxpccl.ulions. Sarojni
expects very little of her pupils and conscqiwntly asks little of them and does not
provide cilru tuition. Shc knows that her less able or, should we say, less
| knowledgeable pupils, will have no. chance at CPE because that examination consists of
a recall of factual information gathered all throughout primary schooling. Rafna on the
other hand has high expectations of his pupils and gives them private tuition to increase
their chances. The third area of differences concerns pace of work and beh.aviour. |
Sarojni’s pupils, for example, work at a slower pace than Rama’s pupils and on
occasions their work does not get finished. Her pupils are less engaged in their activities
than Rama’s pupils are in their own. These areas of differences are explained further in

the following section,

_ Diﬂ'ei-entiating experience

_ In both scho_ols, 'St.andz'ird \' and Standard VI classes generally comprise p.upils of -
relative homogenous ability. In upper grades, contrast, for the most part is therefore
found by_ comparing pupils of a same grade in different ability streams. It is useful fo

| festate t_hat despite their.vari.ed abilities pupils are exposed to similar teaching practices.
The impact of such practices on the experiences of two irery different pupi.ls is whﬁt this

section analyses.
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In this section the classroom experience of Shamlesh™ and Anju is contrasted. They are
both STD VI pupils in Terre Bleue. Shamlesh is an ‘excelient” pupit in Rama’s stream
Acclass, Anjuis a “low’ pupil in Sarojni’s B stream class. In the specific context of
Terre Bleue, Shamlesh is cohsidércd as un ‘excellent elcmcﬁt’. If he were to go to Four
Hills he 11_1ighl also have been considered as an ‘excellent 'clcmcntl' or just as i ‘good

~ element’. In béth schools, Anjﬁ would retain her Ia.bcl.of ‘low clement’, The
experiences of these two pupils.lypiﬁcs the palicrns of experience of two sonts of pupils,
one usually described as very good by teachers, the other one in contrast, described as
not so good by teachers. The following communicates and contrasts some of the

dimensions of differences as these two pupils experience their classroom activities.

o Contrasting what Anju and Shamlesh say during class activities.

Shamlesh always answers questions put by the téacher tb the class and consistently
gives the right answers to these questions. For example, during the EVS lesson, when
Rama asks how many power stations there are in Mauritius, Shamlesh looks in h.is book
and with the other pupils reads the names of thesé stations aloud. He alsq volunteers
‘questions when teacher says any. questions? For example, at the end of the French

- lesson Oﬁ Children’s Rights, Shamlcsh is the on.ly pupil who has a question to ask
Rarﬁa. He says: “If a child is in difficulty and his parents don’t want h_im at home any

| more where should he go?” To which Rama answers: “The police or phone 999",

Shamlesh points to the occasional mistakes Rama makes while teaching class. For

example when Rama writes “7u désire (you desire)” at the blackboard Shamlesh raises

.7_2 Shamlesh nearly did not participate in the ‘cross country racc’ because his parents were opposed to his
participating. They were made to change their mind by Rama. Shamlesh took part and won the race.
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his hand and says: “M sicur au présent y'a un s! (Sir, at preseat tense there is s)” Rami
corrects his mistake, he adds an S to “tu desires” and says to class: “This can happen to
unydnc!" Shamlesh also corrects the mistakes other children mike. For example during
lhc correction of a mathematics exercise, when four pupils were at the board
Simﬁll:incousl_v. working out di_ffcri:m cxcfciscs, Shamlesh raises his hand and says to
Rama: “Msieur, le premier exercice L‘;(;’.Sf pas bon! (Sit, the first exercise s w-rfJnQ!J ", To

which, Rama replies: “Thanks, we'll talk about it Jater!”

Anju in contrast says very ligtle in class. She moves her lips when Sarojni asks the class
td recite tables or when pupils are requested to read the answer in their textbooks. She
repeats what Sarojni or other pupils say and contrary to Shamlesh, does not volunteer
questions. .Shc just says.“Om' Miss" to Sarojni and “Oui Monsieur” to the Hindi teacher
wiih the rest of the class @hen these teachers ask pupils if their work is finished or if

they have understood. She does so despite the fact that she has not finished.

e Contrasting what Anju and Shamlesh do during class activities.

Both Shamlesh and Anju do two kinds of actions: those that are specifically requested

of them by their teachers and their own actions.

- Shamlesh al@ays_complies to what is requested of him by Rama. For example, hé takes
his books in and out at the requested time, raises .his hands when teacher asks a
duestion, ticks when it is time to tick, listens and smiles when teacher vﬁlunteers a joke,

.Hé follows in his'book while teacher reads aloud, reads aloud with oth:er pupils when it

s their turn to do so and sometimes, when asked to do 5o by Rama, he provides an
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explanation for the whole class. He also stants his writlen tasks as soon as they are given

and finishes then on tite.

During the course of the day there are few occasions when Shamlesh’s actions are his
own rather than responses to teacher’s directives. For example, he has occasional and

" quict interactions with some friends, lending them something or chatting with them in
between lessons. He also got up on a couple of occasions while cverybody else was
doing their exercises, once to get the dictionary Rama keeps on the top of the cabinet
and the second time to put it back. During the morning break time, in which children eat
their lunch, he turned in my direction and asked me what Australian children eat for

their lunch.

Aniju, to some 't.axt_ent also complies with what is required of her by Sarojhi. She takes
.hc.l.' books in and out upon request, She looks at the blackboard when Sarojni or other
_pﬁpils afb there. Sh'e_looks at Sarojﬁi while she is explainihg a lesson, i-epeats after her
or other pupils and moves her lips when pupils are. required to read paragraphs in
:t"extbool_c's_. _-When i_t-is time for doing exercises she copies the date from the blackboard .
_ énd_éopies the ﬁrst.question in her exercise book. She ne_vér manages to find time to

actually do, let alone finish, her written tasks.

During the day Anju, just as Shamlesh, does find occasions to do her own things. On ten
separate occasions during the day for example, Anju retrieves a sweet from her bag and
puts it in her mouth. She spends a good part of her time drawing doodles on her

textbooks and exercise books, sometimes rubbing them out. She does so while Sarojni is
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teaching as well as when it is time to do writlen tasks. During those times, she also
looks out of the window, drops things, plays with some coins or with her book cover, in
onc instance ripping it, smiles at some other pupils und occasionally says a few words o

them while Sarojni’s back is turned. She also on several occasions fans herself.

e Contrasting Anju's and Shamlesh’s attention to their tasks during class activities.

At all times during the day Shamlesh is very focussed on whatever he is supposed to do.
He looks at the teacher at all times while he is talking or every time he moves. He also
looks at the blackboard all the times it is used by either the teacher or another pupil and
- looks at pupils while they are reciting something or answering a question. The words

interested, attentive, active and careful characterise his stances.

At all times during classroom activitics, except on the two occasions when he has to
moire to get and. put back a dictionary, Shamlesh remain.s seated at his desk eit.her
squarely or on thé edge of his chair. In spite of remaining seated and because _he is

~ continually busying himself with everything he is asked to do, Shamlesh’s bod.y

language gives an impression of high activity.

Anju’s attention is very different to that of Shan_ﬂésh. While his was permaﬁeﬁt and
| active Anju’s attention is intermitteni and .pa.ssivc. She only looks at Sar'ojni and the
‘blackboard on occasions or when she real.ly has to. Most o.ther time she busies herself
doing fhe other activities described above. The words bored and blank t:hzu_*acterise her
stances. She sifs, head in hand afld slumped at her desk. She Is as inﬁctive as Shamlesh
is actch. N |
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o Coatrasting the degree of Anju’s and Shamlesh’s involvement in classroom

activities.

Shamlesh complies with what ls. expected of him.und uctively [.)articipz_i.lc_:'s ih all
activities. He always answers and alWays f"mishés what is require’d of him to the
standards set by his leaéller. His answers are always correct and.'hc vo.lumcérs guestions
showing that he is interested in what he is.doing. When he bus_ies himself doiﬁg his own
things these activities are related to class activities or show that hc. 1s eager to learn

more.

" He is an active listener to both his teacher and his friends and .does not seem (G miss
anything, His interactions are mostly to do \Qith Hi_s LeaCHer whether he is answering
direct or general questions or whether he corrects the few nﬂsta_kés his teacher makes.
He has also some limited imgraction with other pupils. On the whole it coﬁl_ci be said

| that_ Shaﬁﬂesﬁ inferacts at the maximum level ahthbri_se_d by the sysfem.'Shﬁmiesh is
attentive, active and very foqussed . He is successful in his aétiqns and seems well

adapted to whatever is asked of him. Shamlesh has a smooth experience.

Anju on the other hand does things that make her looklli_ke she is pgrticipating. Slie is
somehow dd_ing what is required in terms of being quiet and of taking her books out.
Hoi&eﬁef, she is not.engaged in wdrking. When she busies herself with her own things,
" these éctivities are either to paSs time or givc somf: comfort. Her zl(.:t.iOI.]S never

-demonstrated that she understood, cared or was interested in her school-work.
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Earlier in this chapter, Sarojni was quoted explaining that when pupils read aloud they
are doing some work. Anju’s reading aloud is a typical example discounting that claim.
Anju appears to be reading aloud but on occasions her book is not open at the right page

and at all times she is just repeating with a delay the words her friends are reading.

Anju’s work never gets finished. Her involvement in classroom activities can be
classified as a cover up involvement, pretending to work so that she remains unnoticed.
On the whole Anju appears quiet and bored. She is uﬁfocussed and isolated. She never
gets any positive or even negative feedback hence perhaps the self gratification with
sweets. She has adopted survival stritegies, which on one occasion included cheating.
The only time during the day in which she communicates with Sarojni has to do with

the cheating mentioned earlier, an action Sarojni chose to ignore.

Differential treatment of pupils

In lower grédcs pupils are not streamed. Classes comprise pupils of various abilities
within one classroom who, depending on their level of ability, are more or less capable

of successfully adapting to the activities demanded of them by teachers.

Yet, in their actions, teachers show that they expect similar results from all kinds of
pupils and that because less able pupils cannot adapt and perform, they are left behind.
Teachers say that they are concerned with finishing the curriculum anci that they have to
present their material at a certain pace. They say that, as a result, they do not have time

to slow down for those pupils who *“understand nothing” or are “much slower”.

The following is an account reconstructed from notes written while spending the day in
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"o . )
w non streamed lower-grade classroom’. The account shows the actions of two less
able pupils, relegated at the back of ¢lass. This account also demonstrates some of their

“teachet’s actions.

It is & maths lesson, the teacher has asked pupils to do seme exercises in their
workbooks. A little boy and a little girl are left alonc at the back of classroom.
They do not do the exercises. One of them is playing with the page she has torn
from the math book. The other one does nothing. Teacher does not reprimand
them nor ask them to bring their work for marking. To explain things for me, the
teacher tells me that they do not want to talk or work. Yet, on many occasions
during the day, I remark that they have quiet conversations together. This little girl

- ‘and this little boy are physicaily separated from others, the distance between the
desk they share and others is greater than what appears as a regular distance
between desks. When teacher asks the class to take English books out, both the
little girl and the little boy ignore that directive as they are having a quiet
conversation. Teacher does not intervene, All other children are hit by the Rotin
Bazar when they are not following instructions. At some stage during the English
lesson, the boy and the gir] have discretely rearranged themselves around their
‘table so that they can see what is-happening outside. Another time during that
same lesson the little girl leaves the class without asking permission. Soon after-
the little boy follows her. They return two minutes later. ... It is now a creative
education lesson’*. This lesson consists of following teacher s instructions and
making a paper windmill. The boy and the girl have gone to teacher’s desk to
have their windmill pieces cut out on the dots. They resume their seat after
queuing for seven minutes as other children’s papers were cut but not theirs. Now

- and then the little girl stands up and shouts at some one who happens to have one
of the three pairs of scissors thal have to be shared by 347 pupils: “You! Pass me
‘the scissors!” : :

7 In this specific example, and for ethical reasons, I do not indicate whether the teacher is from Four
“Hills, Terre Bleue nor which grade. The practices described in this account are conmimon to many teachers
in Four Hills and Terre Bleue. Attributing them to a specific teacher that could be recognised would
serve no purpose except perhaps to identily one tc.whcr for a practice while the wholc Lommumly of
{eachers behave in simifar ways.. .

7 All children have a creative education book which they use on oceasions. Pupllq cut out shapes {rom
these books and colour “already drawn” drawings in these books. On many occasions, children, knawing
my interest for drawings, traced a bird or flowers from these books and gave it to me,- :
& In the context of Four I-blh and Terre Bleuc, a class comprising 34 pupils is not crowded.
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But nobody does. Fifteen minutes later, the boy and girl are still at their table
waiting. the boy has eventually put his paper away in his bag. The girl on the
other hand still tries to have her windmill parts cut out along the dotted lines and
goces back to the teacher’s desk. Timidly the boy follows, her with his paper
quickly retricved {rom his bag. Teucher is just about to cut the girl's windmiil
when a boy comes to the desk with & beautifully finished windmill, Teacher
abandons cutting the girl’s windmill and shows the beautiful windmill to class.
-The girl and boy and other children standing around the desk are asked to resume
their seat as teacher is now going to glue windmill pieces together. The boy gets
back to his table and puts his paper away in his bag for the second time. Girl does

“not obey and stays around. When the teacher turns her back she puts some glue on
children’s noses.

After a while the teacher sends pupils back to their seats and tells them to finish
their windmills at home. The girl goes back to her seat, As she is doing so, the
teacher asks her to get the broom and sweep all papers from the floor, The girl
‘obeys and when she finishes she resumes her seat and starts askmg pupils around
her for a pencﬂ . {FB/R pp. 119-126).

It must be stressed that this example has been selected to exemplify, but also because it

- is common in essence to other cases and circumstances of, differential treatment of

- pupils. It is also important to note that creative education is done on rare occasions and

* inthis particulaf case was probably prompted by my presence in class.

During the creative education period, both pupils did show sighs that they were eager to

participate in activities, yet could not participate without the cooperation of their

teacher. The label of-non—participant-they obtained during other more ‘academic’

_ classes remamed on their ‘forehe'ld‘ even when their actlom clem ly showcd that they

desired to part1c1patc

* These notes also show that these two pupils were not treated as other pupils in the class,
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that nothing was expected of them, that they were not even disciplined as other pupils
-were. They were ignored, getting differential treatment. For these reasons they just
passed time during Math and English and did not manage to do anything during creative

education,

It is also im:por'tant. to note lhat both these pup.ils staftcd their ;ﬁri_mar? schooling with -
 their present teacher who within a co'upl.e of months labellcd them as ‘slow learners’.
They were labelled so and consequently left alone because théy were not p.erceivcd as. |
having a'sufficignt level of brightness that could enable them to follow instrhctions_.

' Thé'se_ pupils will move up to .STD III with their present tEac_:.her wh.ere the same

conditions can be expected to prevail and will be perpetuated by that same teacher.

The'labeling of these p'upiis as ‘slﬁw learners’, ‘low elements’; and the .c':onsequent_ial'

| diffé_rent_ial' treatment of thes.e pupils during classroom activities, 'arc common |
_occur_rénc'es in both sch_odis a_’n;i even frorh the s_ta?t of théir sc'h.odling. Teachers oft.en.
like fo '.say that two fﬁonths into thé first term of STD I, th'e.y cﬁn ée§ who is going to .
| | Qucceed at CPE and who is not. L_es.s' able .pup_ils_z_ire' bran.ded 'slow learners' by tea_cﬁers
and usually tgnd' to speﬁ'd their tirne.at the back of éiasé, disengaged from what happens
fh class even, as the e.xam'p'l.e s'ho'ws, when the actiVitiés propbsed by the teachef seetﬁ_

more attractive.

The differential treatment of pupils in class can be explained by the fact stated earlier
that té_acher_s see their work as the presentation of facts rather than facilitating pupils’ -
learning processes. Teachers aré not trained to facilitate the learning of less able
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learners. These two pupils experience very little in terms of [earning except perbraps the

lcarning from an early age of the way others perceive their place i life,

Summary

Observational data shows that for the most part teachers’ work consists of organising
pupils’ learning processes. Teachers have been found to direct pupils in their activitics,
provide explanations about new material, check pupils’ comprehension or memory and

check their work.

The first itern, teachers directing pupils in their activities, consists of giving directives to
‘the whole class. These directives structure teachers’ and pupils’ activities durihg the
day. They are used to keep control of what pupils do, how they do it and how they

behave.

‘The second item;.'teacherigro'vidmg explanations, consists of pasSing oﬁ_information
_ rather than untangling f_his in_formation. Teachers do so by reading anud'paragrapHs
frofn t_extbo.oks or by éopying therh u.ntci thé blackboz.tr_'d..'On occdsion_s, teachers als_ci
demoﬁstrate the right way of Wofking an exercise or write the correct answer for ﬁn

exercise on the blackboard.

The third item, teachers checking pupils’ cbmpréhensio'n. consists of queslioni'n g

techmqucs (a) stamng dnd asking pupxls to ﬁmsh a word (b) askmg pupils to Iead

- thelr answcrs in chorus and dlrcctly from their textbookq or to give answers for which
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there is only one right response. Comprehension is in that sense seen as the ability to

give verbating answers, as they are Tound in textbooks, to oral or writtén questions.

- The fourth item, teachers checking pupils’ work , consists of conducting general
correction at the blackboard and also of marking, ticking and signing pupils’ finished

work, checking the fact that the work is done and that it contains the right answer.

The comments m_ade by Mira and the ofher specialist cducators reflect the uniformity of
teaching practices.presented in the pfevious seption. Théir co_mme_ntS support the
constructed and similar ways ﬁf t_:lassroo;n 'experience where teachers and work at the
blackboar'c.i' z{re the points of co.nvﬁrg'ence and where pupils afe _all e:ng_aged in common

tasks.

The drawings _they_have examined and the comments they have made about thém, reveal
iﬁore than simple exposure to common teaéhing pra.ctices. They also reveal somé of the
_ d.eéper perceptioné that pupils have of the classroom envifo'nment and activities. For

_ .example-, oh examination of these drawirigs,.it becomes manifest that in their pictorial
representations of classroom, the mﬁjority of pupils, both older and yoﬁnger pupilg,
strongly assqciate their being in.cléssrdom .w_ith physical ﬁnd .mental co.nﬁnement.' It
élso becomes clear that puﬁils’ .relpré.senlations 'of.class';rooms co.mmunicate_.thcir and
their t_qacheré.’ lapk of individuality in the classroom Sétting_ during activities and their -

complete dependence on teachers for their learning and interactions.

The pictorial data depicting the classrooms confirms earlier findings of widespread
. exposure of pupils in ali grades to similar and constructed environment and to similar
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teaching practices. It also reveals that, in general, pupils relate their time in the
classroom lo'fcclings of confinement and even imprisonment and indicatc.lhcir desire to
escape such chimnman [t also r'cvculs.; that pupils sec their teachers, the blackboard
and generally their work ag lhé m(_)sl's.ign.ificmlt aspects of their cxperience in c!usﬁ and
sé_c ihemsclves with very little individua]ity .'within_ lh.ﬁt cnﬁronmcm, Their interactions
for the most part are with teachers who are seen as distant and do not.inciude other
pupils. The pictdri_al data réveals that, on the whole, pupils are dependent on their

teachers for their experiences in the classroom.

Observational in-depth data of classroom activities brings dimensions of contrasts to
these commoh features. Three major features of the categorisation of pupils, the
differential treatment of pupils, and the differentiation of their _im'o'lv_emcnt in classroom

activities, have been revealed.

The first item cétegorisiné of pupils _shows that in both._s.chool's. the 'uprﬁer gféde' pupils
are softéd in varibus streams by teachers, according to._the peréeived degree Qf .abilities
ahd are labéled és ;fe_x_cgllent”, “good”, or “low” \i'fhi'le. those who have failed at the CPE
examination are labeled “repeaters”. These vari_ous. degrees of' aBiiity are the ratiﬁnnle

for the grouping of pupils in the various streams,

Inboth schools, A streams comprisé the most Iable pupils. The composition of B and C

" | streams variéé according to schools. In Fo_uf Hills B stl_‘e_;uim corﬁprise able pupils in

“Terre Bléue B tﬁey Cofﬁpriée the least able pupils. Terre Bleue does nof have C streams,
which in Four Hills comprise the least able puptls.
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The data shows that categorisition of pupils and their grouping into different streams,

- entails distinctions in several areas:

(a) Pupil's achievement. In all streams, pupil’s achievement is measured in terms of
capabilities to (1) follow teachers’ directives and explanations; (2) give the appropriate '

answers to their questions; and (3) achieve good scores on examinations.

b) Teachers_expebtatibns of pupils. In streams coﬁipfising less able pupils, teachers
have low ex’pe@tations regarding pupil’s potenﬁal for achievement and consequently ask
~ little of them ahd do .not prbvide extra tuitidn. In streams comprising ﬁlore able pupils,

' 'teachéré have high expectations regarding pupil’é potential achievement and

consequently give them private tuition to increase their chances at the CPE examination.

- (c) Attitude to work. In streams comprising less able pupils, these are less engaged in

classroom activities and work at a slower pace than pupils in other streams

The .second item: Diffefent ial treatment of pupils show that in both schools, lower grade
pupiis are not streamed and-thét these classes comprise pupils of mixed abilit'ics.. Data
show_s that in these claﬁseé, less able pupil_s branded as. slow learners can be left a]ozne al
the back of class, 'disengaged from what happens iﬁ class even when, on rare occasions,
_ t_he activities proposed by teachers _aﬁpeul to them and cah be accompﬁshcd by them,

Teachers are not able to accommodate for the fact that pupils have different needs. As a
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result these pupils experience very litue in terins of Jearning apart frotm learning from an

early age how others pereeive their place in life.

The third item: Differentiation in involvement shows that there exists prominent
differences when comparing the experience of pupils of same grade levels but in
different ability streams. Data shows that “excellent” pupils in A streams participate
actively in daily tasks, frequently interact with the teacher and less frequently with other
pupils and stuccessfully achieve all tasks demanded of them. In contrast, data shows that
“low” pupils in other streams do not participate and even pretend participation in daily
tasks. Their interaction with teachers is limited to the bare minimum and also limited

with other pupils and they never complete their work.

In the first instance, the deportment of excellent pupils displays involvement that can be
described as flowing and unwavering. It also show that these pupils have successfully
adapted their behaviour and actions to what is demanded of them and get rewarded by
good marks and teacher’s interest. In the second instance, the comportment of low
achieving pupils displays involvement that can be described as ‘cover-up’ involvement,
These pupils have also adapted their behaviour and acttons so that they can remain

unnoticed. They are isolated and are never rewarded by teachers.

This chapter has described pupils” experiences of primary education in the class settings
of Four Hills and Terre Bleue. It has shown how teachers organised and presented their
work and how pupils experienced the classroom activities directed by teachers, Having

presented the school processes, the next chapter outlines what pupils and teachers,
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together with parents and educationists prioritised and construed as issues in thed,

experience of primary education,
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CHAPTER EIGHT

STAKEHOLDERS VOICES

ln. the two previous chapters | have outlined un understanding of schoo!l processes and
experiences in two Mauritian primary schools Four Hills and Terre Bieue. This chapter
builds upon what has been presented in the previous two chapters and outlines what
pa_rticipant stakeholders construed as the dominant aspects/issues in Mauritian primary
education and their perception of the working of these issues. Voices in this chapter are
those of pupils, parents, teachers as well as those of individuals from the group of

people labelled educationists™,

The data analysed includes transcripts of interviews, especially the part in which
participants were invited to reflect on the meaning of their experience of primary
education and/or on their understanding of primary education. It also includes the
stories written by pupils, more particularly those which recount an imaginary dialogue

between themselves and a sibling who does not want to go to school.

76 The group of participants labelled “educationists” includes individuals from the Mauritius Institute of
Education (MIE}, from the Ministry of Education, the Mauritius Examinations Syndicate (MES), the
Roman Catholic Education Authority (RCEA) and non government organisations (NGOs). As explained
in the chapter detailing the methodological approach of the study, the individuals who makc-up the
‘educationist’ group were chosen (o give their informed view point about primary education in Mauritius
in gencral rather than their view about education in Terre Bleuc and Four Hills schools in particular
(atl,except one, did not know the name of the two schools in which field work took place). All were
schooled in Mauritian primary schools, some have taught in Mauritian primary schools, Some have
children in Mauritian primary schools and all work in occupations directly related to some aspect of
Mauritian primary education, Unless specified otherwise, the educationist group counts as the voice that
reflects a broader Mauritian understanding of the present circumstances and issucs of Mauritian primary
education,
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The delineation adopted during data collection, of considering participants as school-
based participants and outside-school participants, has been kept for organisational
reasons for the presentation of findings in this chapter. The first part of this chapter
presents issues relating to Mauritian primary education as they arc experienced
perceived und prioritised by pupils, teachers and parents while the second part presents
issues relating to Mauritian primary education as they are perccived and prioritised by

educattonists.

Moreover, in order to alleviate complexities that could arise from multivoices, the
presentation of findings in all sections of the chapter is organised around "instrumental
case studies” which have been used to play a supportive role, facilitate and generally
help to understand issues that go beyond the case itself (Stake, 1994). The comments
made by Devika, Vadivel, Bala, Kiran, Victoria, Tara, Ariff, Philip, Lalita and Noor’’
presented in this chapter vary in length and amount of details, They are utilised as
examples in order to demonstrate how parents, pupils, teachers and educationists
construe primary education. These examples facilitate understanding of the nature and
dynamics /dialogicality of what people construe as issues and priorities of Mauritian
primary education. They also assist the multi-voices approach and concept of the study
while the narrative style in their presentation brings into light the world of every day life

and personal experience that the study evokes.

The voices of pupils, teachers and parents

Devika

" The names used in these cases are fictional. As in previous chaplers, these names are a true retlection of
the gender and ethnic group of the people to which they have been given.
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Devika is twenty-five years old and has (wo children, an cighteen month old baby girl
called Tara and a five year old boy called Nirvesh who is # STD T pupil in Terre
Bleue’®, Her parents were very poor, had many children and no time to look after them,
Devika's father worked as a labourer fixing roads while the mother worked in the cane

fields.

Most days Devika said, she would go to school empty handed, return home where
sometimes there would be something to eat for lunch and sometimes not. Devika
did not have fond memories of her primary schooling. She said: “T sat at the back,
with my runny nose, Miss did not like me, teachers did not care, they used {o

beat me .., just seeing their faces made me scared!” (R11}).

Devika managed to complete her primary schooling and to enroll in a secondary

college. She recalled that at college some teachers were kind to her while others

were "méchants (mean)”, shouting at her because she did not have any books or because
she did not do her homework. She also recalled that teachers never tried to understand
why she did not do her homework. Devika’s family could not afford to buy school
books. She had to borrow them from others in order to do her homework and often
found this difficult. Another reason was that her mother's illness made it very difficult
for her to concentrate on school-work. Her mother became ill when Devika was in Form
I. Devika nursed her sick mother as well as doing houschold chores. She was too tired

and had no time to do her school homework.

™ Devika accompanies Nirvesh to school every day, Interviews with Devika took place under the shade
of a tree in the school-yard, once all pupils had resumed their classes.
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When visiting her mother, who had been hospitalised, Devika observed nurses and
thought of becoming or-le herself, “Souvent mo reve mo vine nurse mais mo pas ine
reussi (Often, I dreamt of becoming nurse but this dream did not come true)” (R11). When Devika
was in Form II, both her mother and her father, who had been ill, died. Following their
death, Devika abandoned school and with no money, went to live with neighbours who
she said mis-treated her. Later, she gained employment in a garment factory and was
able to move back to her old home. Because she had abandoned her schooling and could
not read well enough to pass the exams Devika never became a nurse. When she turned
eighteen, she married Satish a bus driver, whom she describes as a good husband and
father. Devika stopped working in the factory before her first child, Nirvesh, was born.

She now stays home and looks after her family.

Nirvesh, her son, is a STD I pupil in Terre Bleue. In the following statement, Devika
communicated her aspirations for her childrens’ future as well as her views on the role

she perceives education plays in creating a better future for them.

Pou zotte arrive, enna la case pou zotte reste. Guette couma moi, mo maman mo
papa ine mort, pas ti ena narien! ... Ki zotte capave depand lors Zotte, pa mou fie
dimoune, pas pou alle zeste cotte voisin, couma moi ine passe! Pou zotte lire!
Capave arrive si conne lire. Si pas conne lire, pena valeur! St ou lire ine tigit,
capave alle n'importe ki place, dimoune pas pou couyone ou conne ou conne lire!
Si ine ecrire ene ['enseigne la-bas, ou conne ki ine ecrire, cotte pou alle, bas bizin
diman dimoune! Si ou lire, ou conne dans ou la vie ou pas pou passe misere.
N'importe ene place pou gagne travaill. Ledication, li bien necessaire pou ene
Z'enfant! ... Mo dire li pou (Satish] nou ine fini, nou bizin guette pou z'enfants .
Nous bisin tout faire pou nou 7'enfants! Nou bisin donne zotte ene bon ['education.
Bisin faire ene demarche pou zotte arrive ene jour! (R11}.

I want them to succeed. I want them to have a roof over their head, me when my parents died I had
nothing! ... I want them to be independent, T don’t want them to have to depend on others, to have
to live with the neighbours as it happened to me! I want them to read. You can succeed if you
know how to read. When you do not know how to read you are a nothing! You read even just a bit
and you can go anywhere, people leave you alone, they know you know how to read! You know
what is written on that sign there, you know what is written, you know where to go, you don't need
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1o ask anyone? When you know how (o read, you won't e anhappy i Ble, you'll get a job,
Education is really useful for achild! Tsay to him [Satish} our time has passed, now ¢ must think
about the <hildren. We must do everything for our children! We must give them a good education,
We must de everything for them 1o suceel!

In the mornings, as Devika walks her son Nirvesh, a “turbulent ¢hild”, to school, she

tells himg

Faire bon Z'enfant, lire bien, écoute Miss, pas faire mauvais di tout, appranne,
metttre la téte l'esprit lors qui Miss ke pi cause, écoute bien Miss ki pe cause, ki pe
écrire guette bien écrirve et pa faire manvais Z'enfunt, pas fatigue personne, pus la
guerre (R11).

Be a good boy, to read, listen 1o Miss, not to be naughty, to learn, to concentrate on what Miss is
saying, to be attentive to what Miss is saying, what she is writing, not to be naughty, not to give
any trouble to anyone, not to fight,

At lunch time, Devika brings Nirvesh's lunch to school and together with other mothers,
she sits on a bench in the school-yard while the children ate their lunch, Back at home in
the afternoon, after collecting her son from school, Devika said that she gives him bread

and tea, lets him rest for a while and then:

Mo appelle i, mo assise are li, mo montre li lire. Mo assise depi disons ene heure
de temps, une heure et demi are li. Mo conne tous les jours mo pe donne li, mo pe
Saire li appranne ene heure de temps, ene heure temps et demi. Ca pe ramasse
dans so la tete. Li fini appran , parfois li dire moi li ine fatigue, Ii envie joner. Mo
pas empeche li mo dire li alle joue ene tigit, Li jone. Lere tantot aussi, lere so
papa vini. . . . Ler la so papa assise are i ene ti gitte, li guette si pas ki li ine
apprann, li demande si pas li pe conne, pose le ene des questions. Nou tou le de
are li, nou pas quitte li tout sele. Mo content mo z'enfant lire, beaucoup content!
(RI1).

I call him and I sit with him to show him how to read. 1 do that for about one hour an hour and a
half, T know that every day I can give him, I can make him learn for about one hour 1o an hour and
a haif, That way he accumulates knowledge, When this is {inished, sometimes he tells me that he
is tired, that he wants to play. I don't stop him 1 tell him, he can go and play, Then his dad retorns
from work....His father sits down with him and verifies what he has learnt, His father asks him
questions, We are there beside him, we do not leave him alone, T want my child to vead! Tike it!
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Devika's new dream is for her boy to become a doctor and her daughter 1o become

i RUrSe.

Most parents, just like Devika, said they did not want their children to experience thie
cconomic difficulties they themselves have experienced in their own childhood. Most
parents said: “We were poor before you know!™ and: “It was not like this before, we
were poor!”. As Devika docs in her account, parents, especially the poorest ones,

remembered the difficulties and hardships they experienced as children.

When we were in primary school, we used to get up at 5 a.m. to help in the sugar
cane fields with the rest of the family before we went to school.... Today's
children, they have everything, books, note-books, pens, shoes. For us it was not
like that, our first concern was to have something to eat something to drink and
something to wear, In the morning we would take a pain maison cooked by
mother with a little bit a curry inside and we would make our way to school, not a
cent in our pocket, no shoes nothing! We had to argue to have a piece of cloth to
put in our pocket because the teacher in those days insisted that we had a
handkerchief in our pocket. We were so poor! I did even own the shirt I was
wearing, the trousers I was wearing! (OT4).

Interviewed parents who, like Devika, experienced a poor or relatively poor childhood
in the economic sense, said that factors such as hunger, lack of the basic necessities,
inadequate clothing and having to work, have burdened and deterred their learning at
school and asserted that they do not want their children to experience these conditions.
In addition, most parents said that they consider the ability to read and write as an
absolute educational minimum. Like Devika, most interviewed parents valued the
autonomy that being able to read gives to people. Like Devika, most parents linked this
autonomy with feeling safe and remarked that someone who knows how to read is less

likely to be taken advantage of.
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All interviewed parents established a link between education and their chifdren’s future
potential. Like Devika, who wants her son to be a doctor, most parents have high
expectations for their child. The association between education and children’s prospects
1y at the core of the findings presented in this chapter. What this association entasls for
various participants will be further explored as various perspectives unfold. Given that
link, most interviewed parents say that they have a role to play in order to maximise the
positive effect of education. Most compared themselves with their own parents, who
they often described as illiterate or semi illiterate, as having to work very hard to feed
their family and as having very little time or inclination to get involved in their
children’s homework, Like Pevika and Satish, most viewed additional work as a factor
contributing to their childrer's educational success. The value most parents put on
additional work and how tzachers view additional work will also be discussed further as

cases unfold.

Summary

Devika’s words introduced and illustrated several of the issues raised by parents of both
Terre Bleue and Four Hills schools, Like Devika, most interviewed parents said they did
not want their children to experience the difficuities they themselves have experienced
in their childhood, said they had high professional ambitions for their children and said
that they view the providing of basic necessities and the organising of additional work at
the end of the school day as important and beneficial factors for their children’s
educational success and future employment prospects. Each of these issues will be

further examined as cases unfold.
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Vadivel has been chosen to introduce and illustrate issues voiced by teachers, The

comments made by Vadive! support and broaden the topics presented carlier.

Yadivel

Vadivel began his teaching career at the time of independence of Mauritius in the late
sixties. He never really chiose to become a teacher, but rather explained that: “There was
not much work on offer, may be I could have done something else, but [ got my
certificate and in those days to become a teacher was quite something!” Although
Vadivel did not choose to become a teacher, he said that in the past thirty years he has
grown accustomed to being one and has also grown to like his teaching job. Vadivel has
taught in “all sorts of primary schools” and he is now a general purpose teacher in STD

IV in Terre Bleue®.

... Things have changed you know! Mauritius has become materialistic!
Nowadays with the development we work, everyone works. Twenty vears ago,
only the head of the family worked, but now, when we started getting the
factories now, every one in the families works...Some houses stay closed all day
long, everyone is at work! Then in the afternoons, after work, well, everyone is
busy they have things to do, they don’t have time to visit others, social life does
not exist, they don’t have time to look after their children! There are some
children who never see their parents, day after day, mum and dad go to work
early in the morning, when these children wake up the parents are already gone.
These children look after themselves or are looked after by an older sister or
brother before they go to school. They eat yes, the sister has seen te that! In the
evening, the mum does not come home until 6 p.m., ste is tired, she has a lot to
do, she can't sit down with that child, take interest in his school work, she does
not have time! Comes 8 p.m., 9 p.m. every one is tired, they all go to sleep and
the next day is the same routine, it starts all over again and again. Well, you see 1
say that that child is neglected. Sometimes even worse, you know, parents work
overtime at the factory, they return home at 10 p.m.! By that time the children
are already in bed. The children don’t see their mum, they don’t see their
parents!

... That’s the tragedy, the children don’t even sec their mother! ... These children

7 I interviewed Vadivel, on three occasions while his pupils were doing Oriental languages. The
interview also took place sitting under the shade of a tree in Terre Bleue, '
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are neglected, not materially, but they are neglected. Not all children of course,
some children are well looked after by their parents, those who come from well-
off families are well looked alter!

.. These parents, they work from 8 a0 4 pan,, they have a job that does nin
eat-up all their time. They have time to look after their children in the morning,
often they take them to school, ils sont bien géués et tout! (they spoil then). in
the afternoon, when the child gets back home, the parents are there for them,
they sit down with them, talk with them, help them with their homework? Cey
enfunts, ils ont tonr! (Those children have everything!), the material side and the
affective side. But the other ones, fthose whose parents work in the factories]
some of them, only eleven, twelve and already they have to ook after a little
brother, after a little sister. {t*s not very pleasant for a child of that age! So you
see, I say that the system in Mauritius, nobody made it like that, nobody wanted
it to be like that, but it’s a system that favors an ¢lite! You see brilliant children,
but they have to be really brilliant, if even from disadvantaged back grounds s
arrivent & percer quand méme! (they manage to break through all the same!).
They have to be really brilliant for that though!

... Children, with less capabilities, well those from *better’ backgrounds, with a
bit of effort and support from parents, they work more for the exam and at the
end of STD VI, that’s what happen you see they manage to get a better college.
A child jaible (weak) from a disadvantaged family, he won't get such suppon
and he won’t get a good college. With that suppon, the other child, il va
traverser mieux! (he is going to come through better!) Let’s say [pause] an
average child, from a disadvantaged family he is going to be ranked let's say
among the first 2000, the same child coming from a more affluent family he will
be among the first 1000, i va traverser mieux! {He is going to break through
better!).

... Education in Mauritius its like that you see, its a system that favours a small
group. We don’t select this group, we don’t say you, go there and you there, no,
its done according to the child intellectual capabilities ... an intellectual elite. Up
to Standard IV, children go up according to their age. Then from fifth Standard
it's according to their performance, their competence, they get sent to STD V A,
B, C.

... Some pupils in the lower streams of STD V, they can do some work, but in
most cases, ces enfants-la ne font rien (these children achieve nothing), and the
next year they move to STD VI and they achieve nothing as well. They cannot
follow the programme, they cannot cope with the cramming, they become
frustrated ... Not only they cannot do anything but comes a time when they don’t
want to do anything!
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... They are given nothing clse to do but crimmming and they can’t do itt Olten
they are left alone and do absolutely nothing, Its a small group ok, but you see it
i1$ in that sense that | say the system is made for the elite, it is geared towards
that [other] small group, the good elements, but those whe can’t do the work,
some of them, [ am not saying all, but some of them, they face life, they can't
even read, 1 find that really unfuir!

... School should teach you @ se debronitler dans la vie! (how o face life!) As a
teacher | feel responsible, not personaily you see these children they haven’t
been with me all these years, you get them in STD V or VI and its too late! But
really we fecl responsible, its the teaching profession which is responsible!

... But vou see we want to make them all an elite and what is unfortunate 15 that
parents trempent dans ce bain (take part in that, they are swallowed by that).
They all want their children to be professionals, lawyers, doctors and other white
collar jobs. All parents are like that, they have this mentality they want their
children to be professionals, alors ils forcent! (So they push!) (T12A).

In both schools, most teachers like Vadivel, categorised their pupils as “neglected” or as
“well looked after” by their parents. Like Vadivel, most teachers associated the type and
amount of care, attention and support they belicve pupils should get at home with their
family background and incorporated physical as well as psychological aspects to what
they consider good care of children. In that regard, teachers in both schools noted that
factors such as: “bad nutrition”, “shoddy clothing”, “not having school equipment™
such as slates, pencils and ruiers, “lack of parental interest in education”, “lack of
parental commitment”, “unstable family circumstances™ and in some cases “physical
abuse”, make it extremely difficult for some pupils to learn and achieve anything at
school. As Vadivel, most teachers labelled these pupils “neglected” and attributed their
neglect to their “disadvantaged backgrounds” and/or “lower socio-economic
backgrounds”. In contrast, most teachers associated “good-care” with “better

backgrounds”, “well-off backgrounds”, and with the fact that parents are “more

affluent”. The differentiating of parents and of pupils in terms of parental commitment
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are topics which will be explained further down in this chapter.

I conversations, as well as in interviews, teachers agreed with parents’ view that the
three “Rs™ are cructal for children to get by in life and gencrally improve their chance at
getting a job. Teachers said that when all pupils “even the low elements” leave school
they should have reached a suflicient level of literacy and numeracy so that they can
“read their own mail”, “read the newspaper”, “sign their name”, “count their own
money™ and generally be able to function in life without having to ask other people to
do things for them or in their name because they cannot read, write or count. In this
regard, Christelle, a STD II teacher in Four Hills for example said : “[ts not normal not
knowing how to read and write nowadays, thirty, forty years ago it was common but
nowadays it should not be the case, you need to read!”. Similarly, Nafessa a teacher in
Terre Bleue said: “Sans savoir lire et écrire, ¢'est difficile de faire face avec [sic] la vie,
de faire face avec l'aré 2000! (when unable to read and write, it is difficult to face with [sic] life. to
face the year 2000%)" (T3). While Soopaya, a DHT in Four Hills, said that primary
education should make it possible later for children * de se debrouiller dans la vie, de
gagner sa vie honnétement ( 1o manage one’s life, to earn an honest living)™* (T9). Although
most teachers deplore the fact that some children (for example Anju in the previous
chapter) leave school without having acquired these basic literacy skills, it will be
shown later that very few said, like Vadivel, that as teachers they are responsible for the
fact that this is happening to certain less able pupils. Similarly, very few said that they

tried to do something about it.

In both schools, most teachers said that they view “additional work™ as important and

beneficial factors for the educational prospects of their pupils. The need for pupils to do
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extra work is, according to most teachers, brought about by the fact that there is “too
much” for them to teach and “teo much” for their pupils to kearn, Dyamantee lrom ‘Terre

Bleue explained:

The program is trop chargé (too laden) in Mauritius. Often we bring this up, but
unfortunately, our voice does not reach up high! It's so laden! They ask us ta do
everything in primary school! What is going to be left for secondary? What arc
teachers in secondary going to do if we do everything? Let’s take language we do
everything grammar, spelling, everything! At college they have nothing to teach
them. if a pupil has done a good CPE, teachers have nothing to do up to Form 111,
pupils, they have learnt it already! They should reduce one quarter they should
reduce, keuep it for the secondary. They should not put everything on the back of
primary schooling! We do everything, everything! We huve too much! (T2).

Soopaya, from Four Hills on his part said:

You know the program is really laden (chargé). You take Math for example, there
are quite a lot of things which, I, myself, learnt in college in Forms [, I, and even
IT], and these little heads they have to learn all this at primary Jevel! Take this
famous EVS for example, which comprises Mauritian history, geography,
nutrition, hygiene, sciences, its really bourré (full}, and comnplicated. [ say it’s too
much! We raised the subject at the MIE, asking them if it was possible to modify
the program. Anyhow, they didn’t, they didn’t how could I say this, they didn’t
put their attention on that (T9).

Having “too much to teach”, believing that their pupils have “too much to learn”
together with the fact that “pupils are examined on everything” are the reasons that
teachers gave in support of additional work outside the 9 a.m. to 3 p.m. regular school

hours. These arguments are encapsulated in the following comments:

Iy trop a faire, le programme est trop chargé and on n'a pas le temps de faire
les choses a fond en classe. A ce moment-la, pendant la legon, on peut prendre
plus son temps pour expliquer les choses davantage. Par example si on introduit
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les fractions en classe on a gue 50 minates pour faire ¢a. 50 minutes pour
expliquer les fractions ne suffisent pas, il fawt avoir plus de temps! ... Vu le
nombre de lecons gu'on a a expliquer on ne pewlt pas rester longtemps sur une
legon sinon le programme ne sera pas terminé pour les examens, Or pour les
examens, on est examing sur tous les topiques qu'on a fait, tontes les legons
qit’on a fait depuis la premiére! . Jusqu’a la gquatrieme ga va, mais pour les
grandes classes on ne peut pas travailler sans legons particulieres! C'est
indispensable! (T6B)

There is too much to do, the programme is (oo laden and we don't have time to do things in
depth in class. Now, during tuition we can spend more time to explain things better. For
example, il we intraduce fractions in class, we only have 50 minutes 0 do so. 50 minutes to
explain fractions this is not enough, we need more time! ... When you consider the number of
lessons (o explain, we can’t stay oo [ong on a lesson, if we do we won't finish the programme
for the examinations, And for the exams one is examined on all topics all the lessons done since
first grade! Up to fourth grade it's ok, but for upper classes we cannot work without extra
tuition! It's indispensable! *

Most teachers, especially upper-grade teachers like Nafessa, mentioned the pressure of
“having to know everything for the examinations” and the impact on their teaching of
- this pressure. Most teachers like Nafessa stated that additional work is “indispensable™
in. order to best prepare pupils for examinations and the CPE in particular, Teachers said
| thaf parents were aware of this fact. Nafessa,.for example, said: “Parents really want
their children to pass and they see that what teachers do in class is not sufficient!"(T6B). |
Yousouf on his part says: “In thé mind of parehts if _thc child works from 9 a.m. to 3

p.m. he is not going to pass his examination!"(OT4).

Although, like Nafessa, most teachers, like parents earlier, said that additional work is
necessary and “indispensable”, they also expreSSed resentment, as the following
‘statements show, about the pressure put on them by parents to provide additional work

~ (both free and paid tuition):

30 Extra tuition consists of the private lessons given to upper- grade pupils (STD IV-VI), as a class and for
a fee, by their regular class teacher two or three times a week. Lastly, additional work consists of the
work done by upper grade pupils, under the supervision of their class teacher, this time unpaid, on school
_ days between 8 a.m. and 9 a.m,
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Teachers who do not come early, who do not start work an hour carly at 8 . m.,
“these teachers are accused of being lazy by certain parents (12).

When teachers don’t want to give additional lessons, parents say they are lazy.
‘But some times, teachers have health problems, may be they don’t want (o tire
‘themselves. Sometimes it happens, they say that they don’t want to give
(tuition). In those cuses you know, parents do everything they can to huve these
teachers transterred, parents go to the Ministry and they ask for this teacher’s
transfer (T6).

_ With regard to homework, teachers said that they asked their pupils to ‘do’ exercises in
their regular class textbooks and in the additional books, which most of them ask

parents to buy®', Mokshda, a teacher in a STD V in Terre Bleue, explained:

\

Parents buy extri books to make their children work. I make them all buy the
same books. Otherwise one is going to get it from that author and the other one
from that other I think that it is better if all parents buy from the same one. The
one they use it's like in"cur book only a bit mare poussé (advanced) and parents
can correct it or I can. All parents bought it but I wonder if all use it!... Some
parents are very, very keeri but I always tell parents don't go ahead of what we
do in class, let us do it in class first then you can do it, otherwise, see children
are not going to be interested when we do it in class if they have done it
already at home! (R4B).

Like Mokshda and Vadivel, all teachers interviewed believed home work to be
necessary in order to repeat and consolidate what has been done in class and all
expressed the opinion that parents should make (or even coerce; as the following

e%(émplifies) their children do their homework and encourage additional work.

81 These books are subject-based and offer a series of additicnal exercises for pupils to work at home and

also during private tuition, The selling of these books , a very common practice in Terre Bleue and Four

Hills is a very lucrative enterprise for their writers, These writers visit teachers in schools or privately and

with them work some arrangement that make it beneficial for teachers to recommend these books to their
- pupils for their parents to buy.
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Left to their own devices children will not work. They will play and play and do
nothing. So naturally you make it known 10 the parents, even labourers. You don’t
“ask them to read on the book with them! No, they wouldn't understand 4 thing!
But instead [you ask them) to say to the child: *Do your homewaork here and now
and then show me when its done!”. So you see, the child would have, how could |
say, a certain fear, his dad is checking him- up and he will do the work. And you
see this helps the child to make progress! (T9).

In both schools, teachers made a positive correlation between parental
involvement/support and their sccio-economic position. Sailesh, the head teacher in

Four Hills put it this way:

Labourers, fishermen, masons! These people are illiterate people! They are
illiterate! How can they motivate their children? ... They go to work early in the
morning and they return late in the afternoon. They have no time even to talk to
their children. As soon as they return home, they just wash themselves and they
go directly to the restaurants to the shops where they drink. When they return
they just go to sleep. At times they quarrel with their wives (T11).

_ Lik_e'Sailes_h, Jugdish and Vadivel, in both_;schools, most interviewed teachers séid that
_pai'ents from ;‘IOWer e’conomic backgroundS” aré léss likely to provide an educa:t.ional
environment for tﬁeir children. For example, they cla_imed that such parents do ﬁot buy
“reading books’.’. for their children a_ﬁd thaf they let them watch too mﬁch television,
Most teachers also .sai'd_ that some of these. parents are less likely fo value education. Iﬁ
contrast, most teachers said that parents from “well-off backgrounds”, “better
backgroﬁnds", '.‘afﬂ'uent families™ had more time to give support to their childrén and
“tend to reallj value education for their childfen". Teachers said that for these reasons,
 these parents are more inélined as Vadivel puf it; “to sit dowﬁ with them {their

children], talk with them and help them with their homework”. Teachers said that these
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parents were more likely to provide a *learning environment™ for their chifdren, *make
their children read books™ and also that they “speuk o them [their children| in English

or French at home™.

| ‘Given that parents l.‘rom “hcl(c;‘ lmckgrmmd_s” zu"c. perccivedﬁ u4s m.o'rc'. likelytobhe
interested i.n their child_fen’s hcimcwdrk, more likely .tdpro_vi(.lc an education conducive
environment and given the fact that p.up.i]'s are less likely io do ho'm.ework wilhout .'
parénml support, most teachefs generally linked the edututigndl prospects of their pupils
to the socio-economic position of their parents. As Vadivcl, ﬁ_lOSt teachers belie?ed that
because they do additional work and get the support .of their parents, pupils from up.per
socio economic backgrounds had better chanccs of *breaking through” while because

they are less likely to, pupils from di_shdvantagcd backgroungs had less chances to

“break through”.

: 'S_i.l_rﬁlar.ly, like Vadivel, most teachers said that pupils, who in spite of their

| disad\{ahtaged bhckgmﬁnds, managé to succeed, have to be very “doués (gified)”,

_ “brilljﬁnt’-'sz. For Vadivel and most teachérs “traverser (break through)” in most cases |
nieaint rénking at the CPE examination and secuﬁng a pléce in a “good college”. These

toj:ics'will be presented in detail further in the chapter.

In both schools, most teachers were likeVadivel, of the opinion_ that the system

accommodates/favours what they cormﬁonly called the “intellectual elite”, “the good

»B3

'elements , adding “the system is made like that ‘we can't change it”. Soraya, now

teachmg in STD IV in Four HlllS recalled that, when, as a begmnmg teacher and in

82 Many teachers like to tell of isolated cases which show that it is possible.
. ¥ Pupils in thxs category are able to cope with the type and amount of work demanded of them.
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another school, she expressed the view that perhaps she “shouldn't go so fust because
somc__childrcn couldn't follow” she was told by hcr. H'l_’: “Don't wiste your time with
katars! (had/Tazy pupils!y” . Most lcaich_crs said that they did not like it wh.cn they have to
teach less ;lbl.c pupils they s:lid.“Cc.s' c:{/}lrr!.\'-!t'i; t'.!.s.' ne peavent pas a.s:s‘iﬁﬁleﬁ! (These
pupil;u. they .cannnt :lssill:lililjlcf'_'). Soluﬁge who is tcaéhihg in a “repeaters” class in Fo.ur Hills

put it this way:

v Bls n'arrivent pas a retenir, surtout dans une classe comme la mienne. Vous
dites ¢a awjourd’hui, vous le répéte; une semaine, muis aprés a la fin du mois
quand vous retournez la- dessus, ils ont fini d’oublier{sic], parce gu’ils ont trop i
retenir comme si! (T6)

... they can’t memorize, especially in a class like mine. You say something one day, you repeat it
for a week but at the end of the month when you come back 1o it, they have finish to forget it [sic)
because as if there is too much to memorise!

Like Solange, most teachers blamed the poor educational acconiplishnients of less able
pupils on their inabi_l_ity to retain what has be.::en taught'them in class and complaincd thﬁt
there .is'-“tob mu_gh.to assimilate for thése children™. Mo_ét teachers however said:

“Qu 'ésr f:e que vous .i!o.ulez q.:_l_'bn y fasse! (What can we do about il!);’.Vadivel is in that
se_i_‘zSc véry much an.excépt.ion".whcn he openly admittéd “rcsponsibility” for students.

learning.

.. - P_rcm, now.tea_c'hing-.STD v ianour Hills, iS one teacher who said that hé tried to “do

| som_ething different for .low elements”. Some .years back .in another séhoo.l, he reéalled
takmg charge of a STD VI class of ‘ve.ry. loﬁ element’ and said 'ﬁbout tﬁem: “’fhesé
c.lllildren j’ou could give them five mére years they were not going tb Ipass the CPE!".
Prem decided to teach the “STD I1 programme” so that his pﬁpils could acquire some
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Prem decided to teach thc “STD Il programme” so that his pupils could acquire some

' bus:ic rc:iding_ and writing skilis.. In addition, _bccamsc,__h_is pupifs “could nol wrile i_:]i tlay.
long". Prem (Icciflgcl to c.ngagc them in “praicliéal, useful things like druwing,_ making
i;ialskcls". Prem said tl.mt he ll:_ld to sécurc_pcrmission from his head li:lat;hcli who in lurn

had to secure permission from the inspector in order o mike these changes. Prem suid:

- Officially, we don't do this., We can't do it. I got permission. If the maitre [HT]
had said no, it was no and he could only say yes if the inspector said yes ... It's
like this. I got permission from the maitre and from the inspector. The kids
couldn't do a thing, so they said yes (T5). '

~Among the teachers of 'ferre Bleue and Four Hills, Prem is the only teacher who

- 5pecifi'cally hlenti.oned_'an attempt to attend to the n_égds df fess able pupils. In coht’rést
mosf_ leacheré blamed their pupils' pbor retention skills and their difficult backgroﬁnd as
well as'a Sy_étem and people that favour an “f}_:?eflec_tua! elite”. The é__ﬁmménts, made by
Da:ma, school sécretafy in Four Hills, showed that teachers, at least i.n that school, 'afe
‘'supported in “}ha_t may be labelled their faﬁaIistic attimde_towgrds the chances of less

able pupils.

Les profs d'aprés moi ils ne sont pas & bamer! Ils ont un programme mais si
Lenfant ne peut pas assumer le programme il est foutu! (T12B).

Teachers according o me you can’t blame them! They have their programme and if the kid can't
assume the programme he's bad it!

_ Summary
- Vadivel’s words have introduced and iffustrated most of the issues articulated by

teachers of both Terre Bleue and Four Hills. Like Vadivel, most teachefs who
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participated in the rescarch considered reading, writing and counting as crucial skills o
gé_l by in life. They c'onl.cndcd_tl.lat lhf:' need for additional work is brought about by the
fact lh.ut lhc_rt_:.i_s “lob much to l’éucll’; uhd_ “loo nﬁuch l__o l{.:.urn.“_.und by th'i:_ fuct 1hat
“cvgrylhiué stnee ycz_u; onc has to be known Ibr_lhd cxamin:i{inns”. For '.Ihcsc .rcas(ms, ' |
lcuclicfs saii(l that l:hcy \'al]uc_ additional work bC.CE:wSC it f:onsbli_dulés whui .is d'Qn(_: in |
'c_la_ss, compcnsatcs for w_hut.c'nnn_t)i be d_oiu_: in éluss zi.nc_l consolidates preparation for |
exm.nina_tion. Teachers suid thull for these r_cﬁson's, they considered addi.ti_on'a]'wmk

" (homework and priviue tuition) us necessary and indispénsablc.‘ Although t_eachers agrec
with the necessity of additionul work, they a]so.said that they resented the pressﬁre
pareﬁts, determined té have their children pasé the exam, put on thcrn_' to provide

additional work (the paid and unpaid kind).

Most teachers sa_id that they valued pa’rentﬁl support in making pupils \Ix;ork'.extra_ and |
providing their children with an educat_ionally condus.ive'environmént. Most also said
that they fcgre_t fhat.ﬁot all parents do 50. Most tea;hers were of the opinion fhat-
parental supp.ort _is' linked to socio-economic Ib'ackgrdund and, as a result, associated
| p'upils’_'prcsént and prospective 'eduf:at'i'dnal success t0 iheir soc_:ié econo'm_j.c._ ”

backgrounds. |

Most teachers deplored the poor educational accomplishment of Iéss ablé pupils for
which the_y Blamed the pupils’ poor retention ability, the ._l.ack of supbon from their
parents and the sysfem in which e'verything in the programme hi_l.S to be assifnﬂated. All,
ekéept ori_e' teaf:her, in the rescarch, did not attribu.te any fespons.ibil'ity for thé poor

| .éduca.tior'lal accomplishment of less zible pupils on_thc"mselve's. One teacher I'eéalll_ed an

exceptional case a_t"attcmpting to 'a_ttend to the needs of less able pupils. Mé_st teachers -
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on the other hand came to the conclusion that the system favoured an “intellectual elite”
and most felt powerless with regard to the poor educational accomplishments of Jess

able pupils.

The following example has been chosen because it introduces and iHustrates several r}f
the issues articulated by other pupils. More specifically, this example introduces issues
voiced by pupils who, like Bala, are ‘repeaters’.Supporting the comments made by
Devika and Vadivel, Bala's comments expand on rc_:marks previously made as well as

introduce new issues.

- Bala
‘Bala is twelve years old. He is a pupil in Solange's STD VI D in Four Hills where he
sits at the back of the class. Last year, Bala failed to pass the CPE examination and will

try again this year, He is labelled as a ‘repeater’.

_Ba_ia said that he spends most of his day in class, playing and talking with his friends
anc_l that he has done so throughout most lof his primary schooling. He said that he ﬁnd

| h'is. friends talk and play.when Miss has her back turned or when she is looking the other
Way.. They talk about what they are going to do during the next break, about what they

did the previous night. Bala describes his work in class with the following words:

Je suive un peu, je fais un effort pour travail quand mes amis me repondent pas
Mais je sais pas moi comment écrire moi tout ¢a, j'sais pas lire l'anglais, le
Jfrangais un peu. J'ai peur quand je lis comme ¢a, j'ai peur quand je fais pas bon.
Miss a pince la joue quand on fait pas les devoirs, mais y'a trop beaucoup! Moi je
donne pas mes cahiers a Miss a corriger, j'ai peur Miss regarde tout ¢a! ... Des
Jois quand je fais des choses bons, Miss a si contente! (E1)
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[ tolkows o bit, B oake an elfore with work whenoiny frienids do not answer me. But, me,  don’t
Know hiow toowrite and deo el this, 1don't know how to read English, French Tean a b |am
seared whien 1 resd and things like that, [am scared Tdon®t do il goold, Miss, she pinches ehieeks
when we don’t do our work, but these is too much plenty, 3 don’t give my book to Miss lor
marking, [am scared for her 1o look at i . .. Sometimes, when o things geood, Miss er so
happy!

“This year is Bala's last chance to pass the CPE examination™. He said:

J'ai peur parce que c'est mon demiére année, j'ai peur de faire pareil. . . jai pas
travaillé trop beaucoup! Maintenant je dois faire un effort pour lu CPE,
apprendre tous les jours tout ¢a, bien écouter Miss, mais je joue trop beaucoup!

... Quand j’ai la a 'examen {'année derniére] j'ai pris des chewing gums, des
bonbons tout ¢a et puis je parlais avec mes amis pendant I'examen parc’que c’est
mon dernier jour avec mes amis. J'ai fail fail pour tout. Cette année je doive
passer la CPE pac’que quand je venir grand je finis d'apprendre, avec (le CPE),
Je vais avoir une place de travaif (El).

I am scared because its my last year, [ am scared of doing the same. . . . I did not work too much
plenty! Now I must do an effort for the CPE, learn every day, all that, listen to Miss well, but I
play too much plenty! . , .. When [ am there at the exam [last year] I took some chewing gums,
some sweets all that, and I talked with my friends during the exam because it's my last day with
my friends. [ did fail for everything. This year I musts pass the CPE *cause when I to become
grow-up I finish learring, with [the CPE], I will get a job.

Bala’s mother is a domestic servant and his twenty three-year old brother is a kitchen
hand in a.restaurant. They have told him 'that_ he must succeed this year and have
promiséd him a mobylette (moped) if he succeeds. Bala.says that when he is around, his
brother, who managed to pass the CPE, beats Bala when he plays instead of doing his
homework and also because he does not read well. “Je fais pas beaucoup mes devoirs (1
don’t do much homework)” says Bala. Most evenings Bala goes to a club in his

neighbourhobd to play snooker. He said that he likes very much playing snooker and

% Pupils have to leave primary schol when they turn 13 years of age.
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also watching cartoons, Indian filns and Thalassa, & documentary about the sea on

televiston.

lil bot.h Terre Blete '.md.l?uur .ll'ills_sch:_)ols, most pupils (able and less uble pupils and
upper and lower-grade pupils) like Balu, said that :_schudf is & place in which they have
friends or a place where they can make friends. In the stories, for example, pupils use
friendship as un argument when they try to persuade a smaller sibling to go to |
school. They write: “You have to go !d school to make. friends!” (St 7,5t 3 and.St 9),
“Little by little you'll make friends!” (St 8), "You will make friends and become
inseparables” (St 3) and to the child not wanting to go to school becﬁuse he wonders if
he will have any friends one writer says, “Of course you w_ill have many friends!"

(St10).

Many repeaters, iikc Bala, (but nﬁt all as will be explained later) claim that “playing”
and “messing around” with their friends in class .¢ornes in the way of scl;ool work and
blame their poor performance on lhé f_act that they do so and spend th_éir time p'laying
rather than working. Pupils other .than_‘repeaters’ have ot ma.d_e similar comments.
Pictorial data, as mentioned éaﬂier, gives no reprcséntation of pupils’ interactions in

- class, Intefactioné_ between pupils in the play- ground on the othef hand are present in

- many drawings.

Data collected from conversation and stories also indicated that, to varying de greés,
most pupils, like Bala, experience some kind of anxiety/apprehensiveness, Bala is afraid
of not getting his work right, _afraicl of Miss and his brother and afraid of failing a

set:_orid time at the CPE cxanﬂnation._'in the stories written by pupils, “being afraid of
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teachers™ is one of the common arguments wtitised by “little .hruthcr or sister” for not
\.\':llllin.g t.u g0 10 sc.hnul.. In nm_Sl of these imaginary dialogues, younger children were
~made to say: "l.. am sc;ircd of the teacher”, "l am oo scared because of the prol™,
“Teacher will bcut me”, Conversational data shows that although most pupils are

- anxious about getting their work “right”, it i only less able pupils like Bala, who

mentioned avoiding giving their work to teacher to mark for this reason.

Anxiety about the exams and the CPE zind h-:a.ving to ‘work hard and much’ in order to
pass exams are on the ofher hand, issues Iﬁentioncd by most upper-grades pupils in both
schools. Bala, and most ‘repeaters’ said they experienced anxicty because this year was .
their last chance for passing the CPE. Other examples in this chapter will show |
additional reasons for bein.g anxious about the _CPE and show that repeaters were not thé_ _
6:_1_1y people experiencing such ‘anxiety’. How p'upils; pa._rem"s and teachers assoc_ialed |
the notion of ‘much wo.rk' with the pb_t_cnlial of success at CPE will be'e.x.p.]qred further

in this chapter.

In _informal conver_s'c.ltion.s with upper-grade pupils ih Te.r.r.e Bleue and Four Hills, most |
of the pupils, who like Bala afe caiégoréséd as “repeaters”, said that they “had to pass”
. the CPE in order to go to c_:.oll_ege and later '_‘gét a good job”, Ndne cdu]d predict about
what kind of jo.b the CPE would enablé lhém to do and none knew what they wanted to

do when they grew up.

Summary.
- Balafs exén’iplc has introduced and illustrated several of the issues articulated by pupils

of both Terre Bleue and Four Hills schools. Like Bala, most pupils (able and less able
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pupils as well as upper and fower-grades pupils) perceived school as a place where they
have and make friends; they are fearful of tcucl.n:rs' discipline and they experience
anxiety about getting their work right. Likc Bala, most upper grade pupils claimed
anxiety about the Clili examination, hclic\'c(.l that they had 10 work hard and mi;ch in
order to pass this cxalnimuidn, while most assoctated the CPE with their cdﬁca_lional
and occupational prospects. Furthermore, pupils who like Bala are “repeaters” said that
they expericncéd ﬁnxicl_\' because their work is not right and for this reason, and in

~ contrast with other pupils, avoided giving their work to their teachers for marking,

' Thesé pupils also said that they experienced anxiety becausc it is their last chance for -
passing the CPE. They indicated that they had to pass the CPE in orderto goto c_ollege.
and in order to get a job. In contrast with others, pupils labelled as repeater.s did not. |

indi_cate the kind of job they aspired to do when they grow up.

The following examples of Kiran, _Victofia, Ta_rﬁ and A'riff, cast additionﬁl light on the
association pupils make between the CPE and lhgir 'edﬁcaﬁional and occupatiﬁnal_
prospects. The ébmbiﬁed s'tori.es of these pup.i'ls illustrate the views of most upper gradé ..
-pupils with the _excepﬁbﬁ of less ablé pupils ﬁke Bal._a‘ Like eafliér', commen_ts.'m'ad.e in:

_. the fdliqwing examplés support and expand on comments pre\_'idusly made aS well .as

introduce new issues .

Kiran, Victoria, Tara ahd Ariff
Kiran is eleven years old and categorised as a ‘good element’ pupil in STD VI A in
Four Hills. Kiran's parents are pharmacists. The folloW'm_g is an extract of Kiran's lery,

in which she recounted an imaginary dialogue between her mother and her five-year old
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sister Rita, In the story Kiran's mothier tries 1o convinee Rita who went to 2o 1o school

for the first time the previous day and does not wantto go again why she should do so.

.Ritn:_ Please n.mm, [ don’t want .10 £0 1o school!
Motl_wr: But. why Riﬁl‘.’
“Rita: .Bcca:usc il is tdb 'lircsomt':!.
_ Molher.: No it is not too lircSomc. You should go to school. It is very important.
Rita: Whv 8 it 1mpor1dnt to go to school?

Mother: To learn good manners, to haw. good fncnds, to learn how to write 4nd
to study. :

Rita: Why is it importa_n_t to study hard?
Mother: So that you can pass your exams and go to a good college.
Rita: But why should I have a good college?

~Mother: To get to a good university in your own country or abroad and to get a
. _good job like doctor, lawyer or judge. '

‘Rita: Why should we have a good Job" :
Mother To get money and you can buy the thmgs you need.

: -tha Oh' Now I understand' Tomorrow I 1l go to school agam' {5t9).

: Vlctorla and Tara dre elevcn years old .z.md like Bala are categonsed .as repeaters In
- contrast with Bala however, thcy sat in the front row in Solange S class in Four Hlllq

"'_Vlctorl_a and Tara we_re two o_f the_mx puplls in that _class who are repcatmg STD VI,
despite t.h.e.f_acf that they have p_és'sed the .CPE the prc?idus. year. Their marks included
. 'As, Bs_and Cs and ncﬁ_thiﬁg under. Both said lhcy were repeaiing because .they did_ not

o manﬁge to be claskéés'(raﬁkcd) at CPE last year. Both said that they are ﬁiming _t.o do so

- 314



this year, For these reasons and despite the fact that they ure also categorised as

“repeaters” Victoria and Tara have different aspirations from those of Bada.

Viclo_riu's parents work i.n Hl s_nuck _r'cst;uirunl. Vi.cl.uriu Siys l_hat Shc wants (o become a
lawyer. H.c._r'pz_l_rcms have 'p'r()mis.cd.._hcr__'.: trip to S;)ulll'Aﬁ'ica if she succeeds at bung
‘classée (ra.nkcd)_‘.. Tum'# !':tiller on the other hund is.u_slonc mason and her mother does
not work. Tafa said that she wants to become a teucher. Her parents have promised her a

bicycle if she is ‘classée (ranked)’,

Ariff is also eleven ycars old. and like Victoria and T'ara,. a ‘_repcatcr’ who has passed
. CPE the previous year, with As, Bs and Cs. Like them, Ariff is aiming at being “classé
(ranked)'on hi.s sé'cond attempt, Ariff_sat at. the front of the class in Sarojni's class. His
father is a clerk i.n a gov.ernmgn_t. pfﬁce and his niother works in a_supermarket_. Hé Qaid
thﬁt he wanted 'td bethie a doctor and that his parenié will buy him a computer if he is

‘classé (ranked)’

| Kiran, Vi_ct'd.ria,'.’{‘a'ra and Ariff said that they have to work hard to be “classé (}ankcd)“
' in orde_r to get admitted_ into a *good college As mq_st_othef pupi_'ls in Térr:e Ble_ilg and
| Four Hills, they ide'ntiﬁed these éolleges by name Whén asked what lhéy fﬁea’nt by -

“go_o.d _coIlége_”: "Queen Elisabeth Rosé Hill, Royal College Curepipe, Lbreto College,

St Esprit”. Kiran an_ci Victoria said that they had_ an older sister and brother in one of

these colleges.

_ Kiran's story s'upp_o'i'ts several of the pdints made earlier. Kiran tells her little sister that

- going to school is important in order to"have good friends” and in order to “learn how
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to read and write™, [t is so also when she indicates Uit *study hard” will make her “pass
the exam™ and similarly associates passing the exam with having “a good job”,
However, her story, together with Victoria's, Tara'’s and Ariff's comments, introduces
aspirations of a different type and it is necessary to return to Vadivel's comments in

order to claborate these aspirations,

In his account, Vadivel arranged pupils in three groups: a small group comprising
"faibles (weak)" less able pupils like Bala and Anju, another small group of pupils which
Vadivel and other teachers categorised as an ‘intellectual elite’, and a third group, the
majority group comprising the rest of pupils. Kiran, as a pupil in STD VI A in Four
Hills, belonged to that small group of pupils which Vavidel and other teachers labelled
‘intellectual elite’, Victoria, Tara and Ariff, on their part, belonged to what Vavidel
described as the majority group but were showing by their actions that they were trying

to join the “intellectual elite” group.

Despite their distinct grouping and labelling, Kiran, Victoria,Tara and Ariff aspired to
the same thing, to be “ classé(e}s au CPE (ranked at CPE)” in order to secure & “good
college”. Wanting to “rank at CPE in order to secure a gooc: college” was the ambition
of most upper-grade pupils in Four Hills and Terre Bleue. It is what most upper-grade
pupils said they work for. Similarly, it is what most interviewed parents, whether their
children were in low grades or upper grades and whether they were schooling in Four
Hills or Terre Bleue, said they aspired for their children. It is also what all interviewed
teachers said they wished for the pupils they believed able to do so. Bipin, a pupil in

STD V B in Four Hills said:
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Je dois apprend trés dur pour aller dans Royal Curepipe, A la fin de mes exemens
Jo dois trowver mon nont dans le jowrnal et mes parents vont ére contents de maoi!
(St 13).

osust dearns [sic] very hard 1o go w Royal Curepipe [Royal Coltege in Curepipe]. When the exinn
ix tinished T st find my namé in the newspaper and wry parents will be plersed with me'™

Similarly, when asked what his wishes were for his pupils, Sailesh the head teacher in

Four Hills said: "For them to join the best colleges in Mauritus” (T11).

Wanting to get a ‘good job’, a topic introduced in previous cases, is also a wish
expressed by most upper grade pupils. Victoria wanted to be a lawyer, Tara wanted to
be a teacher, Ariff wanted to become a doctor, In contrast with Bula, Kiran, Victoria,
Tara, Ariff and most other upper grade pupils said that they have ‘professional’
ambitions. Vavidel earlier construed this ambition as parental “mentality™ which
Kiran's story illustrates. In that story, when Rita queries her mother, asking why she
should go to a “good college™ Kiran made the mother say: “... To get to a good
university in your country or abroad and to get a good job like doctor, lawyer or
judge...To get money and you can buy the things you need " (St9). Most teachers who
'are also parents were in empathy with this “mentality” . An example is that of Renu, a
lower grade teacher in Four Hills who said: “I want my children to reach plus haut que
moi (higher than me), you don’t get enough as a teacher, I want them to earn more, I want
them to get good jobs like doctor or lawyer!"(T7). Reasons for wanting to school in a

“good college™ will be explained in greater details in the next participant case.

% The list of ranked pupils is published every year in the Mauritian newspapers.
37



Summary

Kiran, Victoria, Tara and Ariff"s comments support several of the points made by
Devika, Vadivel and Bala, They saw school as a place where they can have friends, an
important place where to fearn how to read and write and a place where they have to
work much and hard in order to succeed. Moreover, their comments have illustrated that
wanting to “rank at CPE in order to get admission in a good college™ was the prevalent
ambition of most upper grade pupils in Four Hills and Terre Bleue, an ambition they
shared with most interviewed parents and teachers. Their comments have also
illustrated that upper grade pupils had a professonial ambitions that coincided with those

expressed by most interviewed parents.

The foliowing example of Philip and Lalita furthier highlights parents' experiencing and
understanding of primary education which has been introduced earlier by Devika. More
specifically, Lalita's and Philip's comments shed additional light on the dominant
aspiration, of *wanting to rank in order to secure a good college”. Philip and Lalita’s
words illustrate what sustains this ambition as well as what this ambition entails for
parents and pupils. Their comments support and expand on previous comments as well

as introduce new issues,

Philip and Lalita

Philip and Lalita, a couple in their early thirties, have an only daughter Anabelle who is
a STD VI A pupil in Four Hills. Both Philip and Lalita are professionals who, through

their hard work and perseverance, have escaped their humble beginnings.
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Philip, the last of a family of five children, lost his mother, who was a school teacher, in
the first few years of his primary schooling. He tulked about his childhood as unhappy,
full of problems and very disciplined. He says: *In those days we were scared de
prendre une raclée le lendemain (W get s beating the next day) if we did not do our

homework!” (P1).

Philip said that he worked very hard throughout his whole schooling. His ‘chance’ came
in Standard V when he became the pupil of a “faiseuse de boursier™™. Because he
worked well and also because he had family difficulties, this teacher invited him to
attend her private tuition classes free of charge. With her technique and support of
members of his extended family, some of whom were also teachers, Philip said that he
“a décroché (got hold of)” a scholarship for which there was fierce competition, managed

to get himself through secondary education and later secured *“a good government job".

Lalita also worked very hard throughout her schooling because she knew that her
pareats could not afford private tuition. She also knew that she had to work hard in
order to get a scholarship to pay for the “écolage (school fees)” for secondary schooling
which her parents could not afford. Her own parents never went to school and did not
know how to read and write. They were very poor with a family of six children to bring
up. Lalita said that she grew with “this mentality of wanting to improve my lot”, She
casually mentioned that she was the only one in her class who has been able to

“traverser (break through)” in spite of not taking private tuition. Through her

determination and hard work she, like Philip, gained a scholarship which enabled her to

8 Faiseuse de boursier translate as maker of scholarship laurcates. Such people are described as having
specific work methods which year after year make pupils succeed at exams. These methods generally
consist of drilling pupils with past exam papers, taking pupils through the various processes they need to
consider in order to answer correctly to “rank” at CPE.

319



complete her secondary education ind fater obtained a law degree. She now has @

professional occupatioa,

Their daughter, Anabelle, was a pupil in STD VI A in Four Hills where she prepared for
the CPE examination, She is a ‘good clement’ in the sense described in the previous
chapter. In spite of the fact that she and her parents have not lived in Four Hills'
catchment area since Anabelle was in STD IV, her parents have managed to keep her in
that school for the remaining two years of her primary schooling. They decided to do so,
because Annabelle was “used to her environment” and because Four Hills is perceived
by them as a far “better school” than the school she should attend near home. Philip’s

mother lives in the catchment area and this fact has been utilised to their advantage,

Philip, Lalita and Anabelle said they leave home together at around 6 a.m. every
working morning. Annabelle was the first one to be dropped at her grand mother’s
place. The grandmother prepared her for school, her lunch, and “fait le chouchou
(pamper)". Lalita explained that such early start is due to the fact that Philip, who had to
be at work very early, wanted to provide transport for her and Annabelle before he
started his own day’s work. From her grand mother’s place and at the appropriate times,
Anabelle’s journeys to and from Four Hills were done by van. Philip and Lalita picked
Annabelle from her grand mother’s place at around 5 p.m. on “non-lessons days” and
5.30 in the afternoon on “lesson days”. During the week, the best part of Anabelle’s
evenings were spent doing homework on average until about 9 p.m., with half an hour

time off for the evening meal.
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In the following statement Ladita and Philip communicated how they experienced and

undersiond their daughter’s primary education.

Lalita: Once at home, usually it’s Philip who looks after her homework because |
go direetly 1o the kitchen to prepare something to eat. But on the other hand, when
she is in her bedroom, not far from the kitchen, sometimes she shouts: Can you
tell me what this is? So | help. Sometimes, I, it’s my way, if she mikes @ mistake,
she has mis-interpreted a sentence, 1 say to her jokingly: Are you sure” How does
this look like? She laughs. But it depends on my mood, you see, sometimes [ get
very angry when she makes une faute béte ta silly mistake). The good thing with
Annabelle is that, efle raisonne! (thinks/reflects!) Usually she does not ask for help
unless she really does not know. She gets on with her homework and we help her
only with little things. When she asks, if we see that she can do the work we say:
*Get on with it, do it as you think it should be done, we will come and correct
later’. But you know I noticed that the same exercises keep coming buck. In each
chapter there is this sort of repetition, even if it’s not quite like when we were
repeating in our days [rote learning], I think that this is the idea, to repeat the same
thing without having to say to the child: ‘Repeat after me!’ I think repetition is in
her books. That’s why I tell my little girl when she asks questions: ‘Remember!
You have asked me this aiready! You already have done this! Repeating you see,
it’s practice. /! faut forger pour étre forgeron!(practice makes perfect), that's how it
is!

Philip: You see we don't want to put pressure on. If she makes des fautes d'
innatention (careless errors,) especially in languages, for example she is conjugating
a verb at the second person and forgets to write the s ¥/, I say to her: ‘Have you
eatenthe s 7’ She says what s ? I say: ‘can’t you see that an s is missing here?
It’s a game see! But at the same time control is strict you see. What I do at week-
ends for example, if I know that there was not too much pressure during the week
at school and, that she does not have too much homework, I look for a paper
[mock exam paper] in her books, those books with papers from previous years, 1
do this, so that she can practise.

Lalita: We don’t do this all the time! ... If she has free time we let her have free
time. On weekends for example, we let her watch the programrnes she likes to
watch on TV, Take last Friday for example, she started to do her homework. I said
to her Why this rush, you have the whole day, Saturday ! She said: ‘No, because
Saturday there is a long programme I want to watch. So she did her homework
until 10 p.m.! ...Sunday is free and nowadays she reads a lot French and English
books. She shows some interest, but you know, we have to push her because there
are too many distractions. Honestly, programmes on TV all day long just as in
Europe nowadays! It’s a distraction, they want to watch. When it goes on [the
watching of TV] for too long, I turn the TV off and T say:" Finish your homework!
You'’ll watch it another day!”’

%7 The reported conversation between Shamlesh and Rama in the previous chapter similarly makes
mention of a missing $ at the second person of present tense in conjugating French verbs. In English
grammar, this could be likened to keeping forgetting to add the s when saying or writing she /he cats,
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1 have Triends telling me that they give extra work to their chidd, One of them was
correcting homewaork in the bus and someone said {to her]: *Are youw an prolesseur?
(a teacher?)’. You see she was giving this work to push her child for CPE. Sane
parents do that, but 1 am against this beeause, you have 1o think of the child, you
see, myself and T am an adult, come 2 in the alicrnoon, Fdon™t like to do much, |
busy mysell ves, 1do little things, but 1o concentrate, to start something new i
thai time, 1 must say, no 1 don’t! You see school alrcady starts at 8 w.m. and then
three times a week they have lessons untit 5 pom, then the children go home to do
their school work. Some parents stay until midnight with their children for
homework you know! Most of her | Anabelle’s| friends tuke an additional two
lessons but, myselt, [ don't think it’s necessary because we are here to help her,
Teachers ask, no later than yesterday, a teacher phoned her and said: *Si w veux un
jour alier prendre! (if you want to take lessons one day!)’. I'said to her: It’s not a
question of wanting or not, if you see that it will be beneficial for you to tuke 4
lesson take it Saturdays, for let’s say an hour, just before the exam! But 1o take it
always, every Saturday. no that's tuant! (killing) [ think this is really teant for the
child!

Lalita: ... Last year we have had un drame (dramatic/emotiona] incident) you see, at
the end of 5th year, she got a B for EVS, This was very traumatic for her, she
cried all the way from school. She refused to eat etc. You see what happened is
that she took it another way, she did not agree, she was saying that her marks had
been wrongly added up. A ten year old, to act like this, it’s incredible! My sister
in law who works at X [in the education field] had to explain to her what a B
meant: that teachers were a little severe in marking, that it was to make children
work a bit harder, that it did not mean that you have failed this subject, but that
well, that you have to do better, that it was not wn drame (the end of the carth?). 1 was
really upset [ can tell you.  thought, ok, this time, she probably think ‘T must do
better’, but it was so traumatic, I got quite scared! The fact that someone else had
to talk to her to make her understand! That she did not want to eat, to sleep! In the
end, she went to sleep at mid-day! That’s the system you see, I think this is due to
the system, children get caught in competition!

Philip: ... [this year] In all her interrogations (1esis) she got 50 out of 50, but you
know I don’t want to give her false confidence! All we want is for her to maintain
good marks until the end of the year [for CPE] that’s all we ask of her! I never ask
her to be first in class, it’s enough if she is among the first ten, ¢a me suffit! (is
enough!). She brings us a 90% average and it's ok!

Lalita: Yea that’s it! The only thing we want Annabelle [pause] Annabelic works
for 90% and this is enough for us. We don’t want her to do cramming to become
first, no, no! The important thing is that she knows all her subjects [pause] That’s
where [ see a good result, 90%!

Philip: 90 plus

Lalita: At 90 plus, let’s say, she can simply have a good college. I do not aim for
Queen Elizabeth College where all the best girls go! 1 say that there are other



schools, deoles confessionelles (eligious schools) which are good. These schools
take puptls ranked among the first 2000. With 90% average you rank among the
first 2500, That would satisfy me!

Philip: You know the difference in points between the first and the 1000th is very
small!

Lalita: Yes the margin is very minimal. The important thing is that Annabelie
passes this exam, not to be among the first 100, I don't mind if she is 400, 500.
The main thing is that she gets a good college. H she doesn’t [pause] well, she
will have to repeat to get a good college. Up to now, we can say thut Annahelle
always has had her 90% n all subjects. Even with the “B” [my emphasis| she got
last year you know, you get 85%. Even with & B you can pass the CPE! So we do
not dramatise things. Even if we can’t say it aloud, we have confidence n her, in
her ability. We know what she is worth, what she can do. We always say to her try
to work for 100% marks! Because yvou see ! think that when it comes to exams
you capacities diminish. We don’t have 100% capacity at exams! You are
stressed, you have to do the papers in a limited time etc., Your capacities
diminish. Working for 100% marks can lead you to & 90% result. It's the only
way for pupils, work hard, sustain the effort all throughout the year, work 100%
all throughout the year and then with 90% results you can make it! (P1).

Philip and Lalita’s understandin g of Anabelle’s primary education is embedded in their
own experience of primary education which,_ like bevika earlier, they described as
'difﬁéult especially in economic térins. As parents described by teachers earlier as -
‘-‘suppdnii/e pzirents”, Phili.p and Lalita viewed their support as important and beneficial
factors for thcif daughte'r's educational prospects aind for this reason they provide an

_ educatithéonducive environment for their daughter. In contrast with Bala and because
of her parents’ support, Annabelle for éxample did not watch too much television, was
provided with books in English and French to read on Sunday. Her homework was

' supérvis;e"d 'and she wzis_ given additional work in the form of past examination papers in

order to pfepare_ herself for the CPE.

-1t has been shown in previous examples that wanting to ‘secure a rank at the CPE
: examination in order to secure admission in a good college’ was the goal that most
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upper grade pupils said they worked towards, the ambition most pareats, not just those
who, as Lalita and Philip, had a child in STI> VI, said they have for their children and
what most teachers \;'ish for the pupils they belicve are uble to do so, Lalita and Philip’s
comments casts more light on the nature of thit ambition a_nd on whal, as most pzlircnts,

they believe are the requirements to achieve that ambition,

Lalita and Philip worked hard lhro&gh their primary schooling and us a result won
scholarships (Junior Scholarship) which enabled them to pay for their secondary
education fees in a “top Confessional School” for Lalita and a “good State College” for
Philip®. Anabelle and other secondary education aspirants, now that secondary
education is free, do not need a scholarship in order to go to college. However, like her
parents, Anabelle needed to work hard in order to, like them, get into a ‘good college’,
The following presents what parents saw as a ‘good college’ and what made these
colleges desirable. It also indicates the amount and type of hard work which parents
thought necessary in order to rank at CPE and hence secure admission in ‘good

colleges’.

In her interview, Lalita said: “I do not aim for Queen Elizabeth College where all the

best girls go, I say that there are other schools écoles confessionelles which are good.

3180

The main thing is that she gets a good college™™(P1). All interviewed parents, as Lalita

and Philip, want their child to secure admission in a college to which they affix the

% Rather than in one of those private colleges of ‘uneven standing® that mushroomed in Mauritius at that
time (see Chapter 5 for an explanation of the secondary system in place during that time),

% In 1996 secondary education was provided in 130 schools in Mauritius (MEPD, 1997¢). In that year
25,629 pupils were examined at the CPE. 16,737 passed and 5,698 among these 16,737 pupils were
ranked (MEFD, 1997a). Their various ranks gave them admission in 1997 in one of the 71 secondary
colleges which take ranked pupils. These 71 secondary colleges are considered as “good colleges™
Among them, approximately 1/3 are considered very good and a handful are very high demand schools
(MES, 1997c). The remaining 11,039 pupiis school in the remainder 59 secondary schools, 23 of which
have been described earlier as “sub-standard”,
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qualifier “good”. Like Lalita and Philip, most interviewed parents said that: “getiing a
good college is the maih thing” the “most important thing”. Several of these parents said
that that was what they wanted “4 tout prix (at all cost)” and several, like Lalita, said that

their children would repeat STD VI to try again if they do not succeed doing so.

Interviewed parents like Lalita as well as upper grade pupils, identified several colleges

when asked what was meant by “good college™:

You have those with good reputation Queen Elizabeth, Royal Colleges, these
colleges we say are very very good. The confessional colleges some of them
are also very good, the Loreto colleges for example, they are very good. And
then you have the others, some of them are really bad you know. We don’t
want our children to go in those! (P1).

Some parents believed that these colleges were good because they had “better teachers”
but did not specify in what way these teachers were “better” than those other colleges.
Some parents also suggested that these colleges are good becaunse they are “ better
resourced (sont mieux équipes) than other colleges”. Other parents believed that these
colleges “are better colleges because they have the intellectual elite”. Some parents
stated that these colleges are good because: “ Pupils who got the best marks at CPE go
to them”, * They [the good colleges] have the best pupils”. In addition, most parents
noted that students who go to university have good results at HSC, and noted that these
students originated from “good colleges™. Similarly, most parents noted that students
who win scholarships come from “good colleges”, and as this parent some said that
“children able to study [because of scholarships] in the best universities in Europe, in
India come from good colleges”. This parent says: “We need our children to get to these

colleges because in these colleges they have a better chance de gagner (win) a
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scholarship to study ahmud“.‘ “How can we afford University education abroad!” (R¥).
Several parents and teachers gave cxamﬁlcs of friends and family members who had to
“sell their Ilgtlsc in _(;rdcr to pay for lhcif child's !é'rtiury studies ubmud. Several declared
having to do morc.thun_ onc job iﬁ order 10 do so. Fon Yin, an upper grade tcacher in.
~ Four Hills, for .'cxa.mplé,'s.uid .lh{.lt in order o suppont his daughter's univefSily studies in
South Africa, he had to spend most of his free iimé giving private twition. He also said
- thal.it is for this reason that he drove an old moped rather than the car he couid afford

with his giving so much tuition® (FB/U pp.50-59).

B Hard and much work is mentioned as an important issue for ;ﬁarems. Lalita who says
that _fo succeed Anabelle ﬁeeds_ to “work hard, sustain the effort all throughout the year”
reflected parents’ conviction ih that régard. During a con?ersation with a group of
parénts in Terre Bleue one father pm it thi§ way: “Plus on travailile plus on a sa chance
(The more you work tﬁc better your chance)” (R8). Ff_)r this reason, li_ke Philip and Lalilal, mﬁst
~ parents organised qdditiﬁnal work for th.cir.children. Like Philip, sonie_ parents said that
tﬁgy ina_de their chiidren pfactise m_ofck exam papers, other parents said that they sit and
work with their chi_ldren' every hight and at weekends and did so using the exe_rci_sés
from the _eXtra .books recommendf_:d by teachefs or private tutors. Some parents also said
that .they. Eought additional books in shops while other parents said that they send their

 children, after school, or during the week-end, for additional tuition®".

* Philip and Lalita calculated that Anabelle needed an average of 90% i all subjects in

order to achieve this goal but added that théy wanted her to work for a 100% marks to

- % Fon Yin's daughter did not manage to secure admission in the University of Mauritius where education
1s free nor did she manage to get a scholarship from the various countries and organisations offering themn
to support tertiary education abroad.

%! In addition to the privale tuition given in class by regular teacher.
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allow for the “loss of capacities” one is said 10 experience during examination. Their

‘comments exemplified the wish of many parents, that of sccuring straighl A'sinall
Slihjccls. Some like Philip and Lalita ru.ti'nnulis.cd this wish. Most purc.ms on the other
“hand said that what they wanted and asked for were “straight A’s",.u demand about .

which, Dyamantee makes the following comments:

The only thing parents are interested in are results. They expect good results at the
end of the vear. A child could have three A and one B, parents are not satisficd
with this B, This B may be on border iine as we say, but the parent is not satisfied.
We try to make them understand, but the thing is, parents don’t accept le niveau
de lewr enfant! (the capacity level of their chitd!) (T6).

Anabelle’s reported reaction to the fact that she got a B is a clear indication that the high
achievement standards expected from pupils are sources of anxiety for the pupils as weil
a their parents, Teachers speaking in their quality of parents have mentioned this

anxiety. Yousouf, an oriental languages teacher in Four Hills schools, for example said:

The CPE examination you know, it's much more than an examination! I can’t
describe that CPE! You have your son, your daughter sitting for CPE examination
its crazy! You don't sleep yourself! You have to imagine the small child who has
to sit for the CPE examination and the father telis him, You have to bring me
good results, and the mother tells him the same and the teacher also! (OT4).

Christelle said:

Ayo! This CPE, I really don’t know, every one wants to be the best, best, best, We
push these children to get a ranking then when you look at these children three
years later, some of those who came up 9th 10th among 5000, some of them often
they don’t work anymore in class, you know! Like the son of that TV personality,
now hie is at Brown Sequart®! They pushed him too much. The kid got tired. Now
his head is not right, his head is tired. This happens you know!The parents are
stressed, the kids are stressed! These children they do not live their lives as

%2 Psychiatric Hospital in Port Louis.
' 27



children as [ did when I was at primary school! In my days we had time to play
after school as I did, play hldL and seek, pick goyavas, They dun t do this
anymore! (T3).

Like Lalita, most parents imputed responsibility on the system. Mokshda put it this way:

You sce this CPE it's government policy as we say. As long as thc government
~ does not decide to change, what can we do! As long as it is there we always will

have the same problems! (R4B).
Summary.
Like 'the_ views of pupils and teachers discussed in previous examples, especially those
in upper g;ades, most ﬁarents’ understandings of primary education is co.ndilioned by
th_e presehce and 'reqelirements of the CPE examjn.ation in the near futuf_e. Perents-\vant
_their c_h_ildren to rank at the CPE examination in order to secure admissioh in v?ha_t they
perceive.as a good college. For this reason, ﬁost parents, lik_e..PhiIip and Lali;a, ag.fee_d
wi.th teachers’ Qpinions that pupils need to .assimil.ate‘ the information on .which they are
going to be examined at CPE, Like them they saw much, hard and additional work as
providing theii' children with the means to assimilate this inforfnation and to auaih the
- goal they have set for them that of rankmg in order to secure a good coIlege .Parents
saw these colleges as havm g better teachers and puplls and as being better resourced
'They also vxewed schoolmg in these colleges as enablmg their children to get good
results at HSC which in turn would enable their children to get adnntted into the
‘Mauritius Umverslty_andlor win scholarships t.o study abroad. They noted the anxiety
.:énd the .re'q.uir_en_lehts, such as .muchl WOrk'ahd consistent good marks n_eeded for. ranking
_ af the CPE, brought upon their children and thehlseh_res ahd like teachers earlier, blamed

“the system” for this heppening.
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The following examples illustrate what research participants other than pupils, parents
and lcuchc'r.s construed as the dominant issues of Mauritian primary education. As
_ prluincd cu'r.lic.r. the educationists’ voi.ccs reflect i broader Mauriliuh undcrstun_ding of
_.t.hc present circumstances and fsst_ﬁ:s of Mauritian primary c(lucaition. 'l'hcsc cxamples
introduce ;1nd illustrate what c_dpcailionisté construe as the dominant issues in Mauritian
primary education. The comments madc in these examples support and cxpand on

comments made by people previously as well as raise new issues.

Educationists’ voices *

Noor

Noor did s primar.y' aﬁd seéondafy schoﬁling inM auriltius and went to Eu_ropé.for his
te;tiary studies. His occupation whi_c.h cannot be described wilhout gi\.ring' ﬁirn éway
puts hifﬁ in close coﬁtact With primary education. At some point, while describing his
present occupatidn, No.'or said: “Much value is placed on ed_ucation in Mauritian society,
success at é;{ﬁrrﬁriétion bécomes_ a very, very _impo'nant crit’é__ria in the M_aurifian
mentalit'y.".- This is what Noor said when I invited him to Iexplain these_staiemen{s

further.

" In Mauritius, we had the British with a system of education where the aim was
eventually to produce people with academic qualifications, who could go to the
clerical and administrative services. Not of the highest order, but up to the middle

~ order. So it was mostly an academic education which was there. These types of
jobs were regarded as jobs to be aimed at as career prospects. You had this and
outside this you had agriculture. Being labourer was a tough job you know! If you
had academic education, outside this public sector, there was very little else, some
shopkeepers and a few industries and nothing else. And then of course, you had a
group of people who had come as immigrants, who did not want their children to
suffer the same lot of an immigrant. Especially people from India, these people

% Like other cases in this report, the names used in the following section are fictional. However, in
contrast with previous cases, in order to protect the anonymity of more regognisable participants, the
fictitious names utilised in the following section are not necessarily a true reflection of the gender and
~ ethnic group of the people they depict.
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had come to Mauritius to work out Jor themselves a hetter destiny. Working out
for themselves a better destiny meant that they had had to change their conditions
of life, which to them were not aceeptable. They were not rich enough to start
their own business. So their only hope was education. If you look at the Indian

- community, in their culture education has always pluyed an important role. You
cair see in India the number of unemployed graduates! It s part of their culture o
£o for education and therefore, in a way, there was a desire on the part of these
people to go for education, to get a certificate to get a better job, and cvery purent
- wanted this to happen, to have something better for their children, get a white
collar job and avoid the sweat, the perspiration of the sugar-cane ficlds. And
coupled with this [pause] sort of atiraction of administration carcer, academic
cducation, the desire for people to [pause], the lack of employment prospects
which were Iucrative, coupled with this, around the 40s, after World War, the
price of sugar went up. There were many people, Indians, who had small plots of
land and overnight their standard of living went up. They could afford education
for their children, So, they were not satisfied with just primary education which
government was providing free at the time. Even at that time the 1950s there were
over 85% of children of primary school going age who were going to school.
Back in the 1960s and now, you have around 96%, may be even more who go to
school. And with people becoming richer, with prices of sugar going on, you are
able to buy more, the whole standard of living goes up. People are not satisfied
only with primary education. They looked for secondary education and in a period
of five to seven years, you had the number of secondary schools increasing for
seven to 285. You had a number of private enterprises who came in, trying (o give
secondary education in buildings that were not meant for secondary education.
Now I tell you what happened. There is one thing called the n+1 factor. If my
child is having primary, his child 1s having primary and so on one of us wil] want
a bit more than primary. That 1s the n+1... You have created this desire to study,
which gathers its own momentum. You have the number of jobs, which were
restricted, the number of schools which people came to perceive as “good school”
which was restricted. So at the end of primary. you have this bottleneck, a rush for
people to go to the good schools, a rush to get to the good schools. And you have
the CPE exam becoming highly selective, and straight away then you had the
phenomencn of private tuition culture. [ give private tuition io my daughter, then
you’ll give tuition to your daughter, and if you start to give tuition in STD VI, I'li
do it in STD V, then STD IV and so on. We have pupils taking private tuition
which is a system paralie] so this all leads to a, the, the, the [pause] the importance
that we place on the CPE, the importance we place on getting a certificate which
will give us access to good school at secondary level. And then once we go
through the secondary stream, we go for a good certificate at the HSC level so that
.we can get a good university to study. You know, in the University of Mauritius,

~ because of the demand, for every six persons who applied only one is selected.
This means that in certain disciplines, even with two A’s and one B, you are not
able to get admission whereas with many external Universities you'd get
admission. This in a way explains to us this [pause] rush, rush for education. The
gold rush! Now [pause], in this process you have what we call an elitist system
because we are prizing success for the examination which grows furouchement
(fiercely) selective, elitist. So what happens? You have teachers who work with
those they know will pass. From the very first day that children get to school, all
teachers know rightly or wrongly that children coming from a particular socio-
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economic background, their performance is going to be low. And therefore, you
attempt to help them onee, twice, three times, and then no more, within a termof
the first year it school, you are niking the destiny of the child and he stays
backward child! ... I read somewhere, somebody satd, the best advice one can give
achild whom you want to perform educationally well, the best advice to am,
would be 1o select the purents where he will be barn, Anyway, this motive for
people to go for education, at one time you know, we had severe unemployment
problems, that was in the 1970s and this meant that people wgain, sort of rashed
on education to get out of this problem (14).

On several occasions in the course of our communication, Noor implied criticism of
what was happening at the school level saying “with our methods of teaching here in
Mauritivs you know!”. This is what Noor said when I asked him to tell me about the

-teaching methods in Mauritian primary schools:

... Unfortunately, most of the teaching methods in our schools 95% of the
teaching uses direct methods, lectures, telling, very little involvement of
children. You see, because of time pressure, because the syllabus which is too
heavy for the time available, because of the need to make children pass, the need
to produce results and unfortunately because the performance of teachers is still
implicitely judged by the amount of children who pass the exam, therefore what
happen, you are not creating educated children what you are doing is giving
them a mass of information three quarters of which they will forget within six
months and one quarter is obsolete by the time they finish school....Now in our
exam papers, we try to have questions which will attempt at higher order
thinking, because what eventually we would have wished to happen is to help
children to develop their cognitive ability. Make them [pause] make them think
scientifically, rationally, solve problems, creative thinking, scientific mind.
Eventually I think this ought to have been the essence of education, knowledge,
a certain amount of knowledge is essential, fundamental. Certain knowledge
never changes ... You see EVS was like that, the aim behind EVS was to, for
EVS, teaching strategies were spelled out for teachers to help children develop
their instinct for exploring, their instinct for a wider sense of wonder to see what
was happening around them. All these experiments were in teachers’ books, but
teachers are so pressed, they show a few things to the children and they are
asked to learn it by heart. No one realised, took into account the amount of time,
the other methods of teaching [different from those described in the previous
chapter] would require, I can go for activity-based, child-centred but this would
mean that I'll have to change the system of examining. Even there we have some
problems, in our examination papers, we test essential learning abilities and
desired ones. But what teachers do, they take a series of past exam papers [ask
the pupils to] try to guess the answers to these questions, make them learn them
by heart. It’s not testing. It’s still memory testing. We realise this but there is the
exam. So here we are, a [pause] in a vicious circle! (P 4).
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Like Noor, most educationists expressed opinions in agreement with those expressed by
lcachcrg and parents desceribed carlier. 'l'héy also voiced npinfons that can he calcgériscd
as criticism of other peopie und of what they percciﬁc as the shortcomings of the

system. The following oul.lincs what cduéulionisls ccmstfuc as the dominant aspcclS and

“issues of Mauritian primary education and the why and how this is $0 in their view.

Most outside school participants acknowledged and substantiated the belief held by
other participants that education is desirable and impdrtant. They, as Anisha in the

following, assigned this belief to everyone in Mauritian society:

Everybody in Mauritius is interested in education, whether in villages or whether
in towns, This is the only thing that makes people go mad. This is the only thing
that will make people go on strike. They will put up with other things, water not
running properly, etc.. They will not do anything about that. But for education
they will! (P2).
Educationists described primary education as the means to facilitate professional and
social climbing and, as exemplified by Noor’s comments, they provided historical and
cultural explanations for the desirability of education in Mauritian society, Most made
mention of the Mauritian migrant past and of the desire of people, because of that
‘migrant past, to work themselves a better destiny. They also mentioned the prospects of
‘working in administration as almost the only alternative to working in the sugar cane
fields and the fact that education over time became perccived as ‘the passport’ to do so,
Most remarked that free education improved economic means and that aspirations for

white collar jobs strengthened a certain “hunger for ¢ducation” and like Noor, noted the

- competitive mentality that followed increased educational participation in their country.
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In addition, most educationists, as exemplified by N()ur’s comments, agreed with
teachers wIllu view Mauritian prim:lry cduc':ulit)_n as a system that “favors an inlcllcctuul_
c_litc". Like teachers, they associated pupli.ls‘ pcrformanccs wilth lhcf_r familics’ socio.—' .
economic background and more puﬁiculurly the educational chvironmcm a “good
.b;lckground” provides. Silj_]il:irly, most associated pupils’ :_ichicvcincnts and potential
achicvemcﬁls with their sdcio- economic backgroun'd. Howévcr,’ as ihe following
illu_stru!es. they ascribed some responsibility to tcachers for contributing/perpetuating

the “favoring of an intellectual elite”, Robert® for example noted that some teachers:

.. Créent une ségregation intellectuelle. lls mettent les enfants en petits groupes et
se disent: ‘Bon, les trés bons, je m'occupe d’eux, ceux -la ils sont moins bons, je
vais faire ce que je peux avec eux, et cewx-ci ils ne sont pas bons du tout, je ne
peux rien faire pour eux!" (P 3).

.. create an intellectual segregation, They split children in small groups thinking: Ok the good
ones, [ look after them, these are less good, I'l] do what I can for them and these, they are no good
at all, T can't do anything for them!’ (Robert).

Ratna explained that:

Teachers with a class of 40, of which 10 bright ones, he will concentrate on the
bright one because his reputation is going to be built on that, how many will pass
in his class, how many will be classés (ranked) among the 2500 or whatever. Upper
grade teachers are very interested in developing a good reputation. They know it
will bring them plenty of private tuition! (P13).

~ Like Robert and Ratna, most educationists said that teachers gave their full attention to
best able pupils ‘only’ and like Ratna, explained that "turning out ranked pupils” was in

teachers’ best interest. One participant said: “Bright pupils are seen as an investment for

# Robert has been a primary school “general purpose” lcachcr in the paet before as he says:“going up in
the educauon h:erarchy
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teachers”, Many mentioned that teachers are said to reach the apex of their reputation
~when they get lhcir photo in the néwspupcrs. alongside that of one of their school or

p.rivut_c p_upil. who ranked first, sécond or third at the CPE examination, This,

educationists thought, would bring them *a lot” of private tuition. Several reminded lh:_it
~ in the past teachers were pu'i_;l according to results said; “les mduvai.ws habitudes sont

difficiles a changer! (bad habits dic hard!)",

Educationists, like other participants, construed the ambi.t_ion 1o secure a place in 4
*good college’ and the requu'ements for achieving this ambmdn as the central issue of
Mauntlan primary educauon In his communication, Noor used the expression go]d
.rush“ and other participants the word “race” in order to qualify this ambition. A]though
most sympathised with teachers’ cdmplaints in regzird to the vo]ﬁme of what they have
to teach and with the fact that as one says: “their [teachers’] h_ands_are tied because they
have to teach everything for the exam". Most, however, like the folfou'ing, put certain

limits to their commiseration:

Le méme enseignant qui se plaint des programmes, il fera beaucoup plus avec le
méme programme lorsqu’il sera payé pour le faire! [lecons particuliéres] (P 14),

That same teacher who complains about the programme, he is going todo much more “hen heis
paid to do so! [private tuition).

All educationists, like teachers a_nd parents éﬁrlicr, said that they deplored the volume of
“}ork that thg achievement of this ambition réquirés, as well as the pressure in terms of
time this puts on children. In addition hoﬁever; like Mannick and Anisha in the |
following excerpt, most blﬁme parents and teachers for their _lack of cdmpassion as well

as for enforcing this pressure and are especially vocal about additional tuition:
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Parents and teuchers don’t realise that if a child has been studying from 8 until 4
in the afternoon that’s enough! How much more can he take? (P 6).

You know kids are taking private tuition s from STD I They ure seven years
old! The parents are mad! They should not agree to that! This is really something
you know and if the teachers don't give private tuition the parents complain
against them. [t has become i complete mess! And the child? He just goes on
doing his exercises! (P 2).

Tl1r¢e educationists said tha_tt they ch.osc not to expose their children to_' thc.Maur.i.ti;un
primary education system. Veena gave several reasons for sending her children to the
priﬁmy section of one of the few elitist (in the North American, European or Australian
| ~ sense) Mﬁuritian private primary sphools. She .said that she does not want to .imposc
“the CPE madness” on her children qnd remarked that in. sending them to that cbl!ege,
her ;:hildren have a better chance to finish their primary and secondary schooling
unint.e'rﬁ_.lptcd. In _addilidn, Veena saic_l that she chose a French coliege due to the fact_ |
| fhaf she and her Huﬁband being “rather anglophones” can provide their children an

exposure to tﬁe'E_nglish language themselves.

~ In addition to not wanting to expose her children and herself to the pressures described
earlier, Veena and the two other educationists who chose to pay for their children’s
. educatior_l,- chose to do so because they questioned the merits of the education provided

in Mauritian government and aidéd primary schools. Kailash for exaﬁiplc said:
Quels sont les aquis pour ces enﬁmfs [ceux préparant le CPE] & part la _l-folo:i 1¢ de
travail? (P 8),

What knowledge, apart this will for work, do these children [those preparing for CPE] acquire?

335



Veeng, Kailash and Anouksha, who all chose to educate their children outside the main-
stream, were critical of the teaching methods used in main sticam schools. Anouksha,

- who lic'rscll' attended a gm'crmilcm_ school, recalied llml_ tIICS[)IiI.C _h.'_w_ing' I)cc.n avery
good .pupil she carricd with her a “paralysing shyness™ throughou her entire prinﬁnry.
sc_hoolir.zg.'Sl'lc did not volunteer answers even when she was certain that she had the
right answer, Sl.lc.:llso"said that teachers név?r tr.i'cd to. hélp her (o shake this shyness.
She noted lh{ll.. in contrast, her children’s purt'icipmion is solicited by their tcachers for
“all sorts of activities™ in their respective classes. She described her children
as“articulate and assertive in comparison” to herself at their age. She, Kailash and
Veena noted that, by schooling in these private schools, their c_hildrc.n fearn to.
cont-ribute to classroom activities while children in main-stream schools are not taught
this. They were ﬁot as Kailash put it: “enfermés dans leur petit monde ou rien ne compte

mais eux-mémes (locked in their little world where no one counts but themselves)”.

Anouksha, Kailash and Veena all mentioned that they do not want their children to have
their future determined at 11 years of age. In the following staternent, Veena voices
‘their concerns about the fact that far away stakes, not necessarily theirs at this point in

time, are imposed on children.

In'MauritiuS, if you don’t get a good college you don't go far. The stakes you put
on children are stakes that have to do with something that will happen in 10 years
time. These are parents’ stakes and it’s not fair for the child! (P 11).
In addition, as illustrated by Kailash's and Veena's words, they worry about the woral
impact schdoling, and more specifically the “race for good colleges™. may have on

children in the future.
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Nous ne donnons pas a nos enfants des modeles i part cetie espéce de cause pour
le sucees! (P 8).

Apart from this cause Tor suecess we do not provide models for our chitdren!
What is going to happen to this great majority of tomorrow’s ¢itizens whose

memory of schooling is based on lailure on being told continually that they are
failures since they have not achieved @ étre classés! tranking!y (P 11).

Other educationists, like Veena, Kailash and Anouksha, are generally critical of the
teaching methods practised in Mauritian primary schools. Like Noor, who said that one
needs to change “the system of examining” in order to be able to use “activity based”
and “child centred” methods*®, most blamed the restraint the Mauritian examination
system puts on teaching. Silamba said: “In Mauritian schools really, testing replaces

teaching™ (P 14).

Educationists gave other reasons for their criticism of the teaching methods in Mauritian
primary schools. They have, as the following statements show, played the game of
‘throwing the ball in the other camp’. The words of an educationist, not engaged in

teacher training, illustrated the polite criticism voiced by some about teacher training:

Il ne faudrait pas qu’on leur enseigne a linstitut pédagogique des recettes toutes
Jaites qu’ils vont appliquer comme si c’'était la bible et les dix commandements de
Moise! Il faust qu’on developpe chez enx un esprit critique vis a vis des méthodes
d’enseignement pour qu'ils deviennent eux méemes trés eclectiques au niveau de
l'approche des méthodes. Qu'ils puissent apprendre & penser sur le bien fondé de
toutes les méthodes qui leur sont proposées. Ce n'est pus parce qu'un chargé de
cours a dit qu'il faut enseigner la lecture comme ¢a que je Uaccepte | je dise oud,
c’est la parole d’évangile et je mets en pratique dans toutes les écoles avec tous
les enfants gui seront & ma charge, non! (P 3).

It should not be that they get taught recipes at the teachers training college, recipes that they are

% Methods believed by most as desirable, in contrast with “frontal teaching” “chalk and talk reaching™
and “Tote learning” methods believed by most as undesirable.
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going to lollow as il they were words from the bible and Moses ten comnandimentst They shoukd
develap in them [teacher trainees) a critical mind with regard 1o their teaching metheds so that
they themselves become eclectic vis a vis their leaching approach. That they learn to analyse the
methads put o themn, 10is not because, lecturers say (o teach reading like thit T have 1o aceept it
W say yes, that it is bible words that T ean apply toin @il schools and with all children in my
chirge, no !

Other educationists. like Anisha, said that inspectors and teachers set in their old ways
were the ones to blame for the perpetuation of talk and chalk teaching to the whole class

methods used in primary schools:

Group work is not used in schools but it should be. Student teachers when they go
to schools, they start with it and then I am afraid they get into bad habits and at
the end of their year [practicum) they don't do it anymore. Sometimes I must say
they have problems, too many kids in the classroom, and they can’t manage, so
they tend to go back to chalk and talk....It [group work] is also not widely used
because of CPE exam, teachers have to cover the syllabus and carry on doing
exercises. Another reason is because the Inspectorate of the Ministry of education.
They have got used to their own ways doing things. When they go to school and
see the teacher doing what they have been taught as the good way of doing it he
gets a conflict because the inspector says he should do it in a different way. One
thing students have been taught is not to get the whole class to answer a question.
That’s one example. Because they were taught that way [themselves as pupils],
they tend to ask a question and then everybody shouts the answer as a
group....The head teachers in the school do that. Student teachers say the head
teacher came and helped, he began to ask questions to the whole class. It’s very
difficult you can’t teil the head teacher that he shouldn’t do that because at the
MIE we were told that we are not supposed to do that! (P 2).

Others, like Robert and Anisha in the following, said that both the quantity and leve] of
education at which teacher trainees are recruited had some bearing on the relevancy of

teaching for “modern times”.

At the moment for example, aspirant teachers only need seven credits at school
Certificate in order to become trainees. “C’est dérisoire! (I's derisory!)”. Then they
give them a two years formation and they think it’s sufficient to respond to the
demands of modern times! This is completely “démodé! (old fashioned!) (P 3).
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One year at the MIE and one year school -based its not enough for what they are
supposed to do in schools. O level students do not have any background in
sciences. I tike sciences because it is most important for Lhe country now that we
arc industrialising. Our workforee at whatever level, they must have & good
background of scientific and technical things ! (P 2).

Most educationists, as Anisha, also expressed concerns about the relevancy and
usefulness of primary education in preparing people for a fast changing and developing

Mauritius.

I think in a country like Mauritius, really developing, I think it is through
education that we are going to sustain this development. Now, an education
system in line with the needs of Mauritius in the year 2000, it’s not a primary
education where the child learns everything by heart to pass the exam. It's a
primary education that must teach the child to understand what he does. The era of
the yes man this finished. Our industries which will be compulterised soon they
won't need arms and hands only to make the machines function, they will need
thinking heads (P 2).

Most educationists said that, in the Mauritian prirmary education system, children were
asked to “concentrate on academic only” and for this reason were not given “an ali-

round development”. Mannick called this the “narrowness of exposure in the Mauritian

primary education system” and said:

Pupils get taught academic things only, bouk studies, to the detriment of other
aspects of education like physical education, aesthetic appreciation, you know all
these things sport and so on (P 6).

Mira on her part said:

You see the child is not getting an all round development. Children from an early
age are shaped in such a way as to belicve that education is simply writing skills,
reading skills, mathematical skills everything academics. But these children when
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they become adults, they won't be practical, they won’t be pragmatic, You see
them here in Mauritius these highly educated people, they have a breakdown on
the highway, they put their hands on their waist, they perspire and they don’t
know what to do. They are not pragmatic, Now in our schools, we are not
preparing our childven to fice life, we are not creating adaptable people. You see
because parents are so ambitious they are killing everything in their children (P §).

Sonia’s last statement conveys the sense of gloominess imost educationists said they felt
about Mauritian primary education. Mannick, with the following words summed the

gloominess voiced by many educationists.

There is one thing that children are missing out nowadays you know and won’t

get back you know! It’s their childhood! They won't be able to get that childhood

that they are not haying right now! They miss out on things you know! (P 6).
Like teachers and parents, all educationists blamed what one person called “Certe
horreur de CPE! (this dreadful CPE !”") for the problems of Mauritian primary education.
Most as the following statement illustrates, found it inevitable, saying: “What else can

you expect when there are only some 4000 places in good colleges for some 30.000

pupils taking the exam!”.

Some educationists, like Manick said that they saw an examination at the end of

primary as well as some form of competition as necessary:

I am not against an exam at the end of primary, as an assessment exercise but not
for ranking purpose! It's good to know how the children are progressing. to
assess. And also you know, countries which have abolished this sort of
competition, I know that there are no incentive on the part of many children to do
well. There must be some degree of competition. You know it’s something that
exists in a modern world at all levels in all spheres, but of course it must be
healthy competition, not ranking like we do which is very unhealthy! (P 6).
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Like Silamba, some asked:

St y'a pas un examen comment on va calculer les capacites d’un enfant pour le
diriger vers ce qu'il peut faire? (P 14B).

Without an examination how are you going to calculate children‘s abilities in order to determine
what they can do?

Some educationists, like Anisha saw the introduction of continuous assessment in
partial or complete replacement of the CPE as providing an answer to this question.
Others however say that this may work in other countries but would not really work in

Mauritius because parents would be against it.

Noor’s statement at the end of his account, “We are in a vicious circle!” depicts a
reaction expressed by all educationists. They, as Anisha in the following and despite

their differences in opinion said, shrugging their shoulders, something like:

Tant qui y’aura pas assez de bons colleges !

As long as we don’t have enough good colleges!

" Summary
This section has outlined what some Mauritian educationists construed as the dominant
issues in Mauritian primary education. The comments made by educationists supported
and expanded on comments made by people previously and introduced new issues.
Their opinions can be categorised as criticisms of other people and as criticisms of other

peoples’ efforts to teach and of what they perceived as the shortcomings of the system.

kL3



Like teachers and parents they described primary education as a step fucilitating
professional and social climbing. They shared teachers opinion in the belief that the
system favored an intellectual elite and linked pupils’ achievements and prospects with
the supportive conditions provided by their parents, Like teachers they ussociated
supportive and non- supportive conditions with the socio- economic position of pupils’

parents,

Like teachers and most other participants, educationists saw the ambition/necessity to
secure a place in a good college as a central issue in Mauritian primary education and
similarly saw the volume and pressure of work especially in terms of time, as major
concerns. All expressed criticism about teaching methods used in Mauritian primary
schools which all blamed on the constraints brought about by examinations, some on
the kind and length of training teachers received, others on the influence of teachers and
inspectors who they said were set in their old ways and other still on the poor

educational attainments of teachers.

Most educationists expressed concerns about the relevance and usefulness of education
provided in schools, deploring the fact that it does not provide an all round development
of children, also generally questioning its relevance to the demands of a modern

Mauritius.

Three educationists who chose not to expose their children to main-stream education
said that they were concerned about the fact that main-stream education cultivated
individualism in children and deplored the fact that it did not encourage participative

teaching and learning strategies. These three educationists said that they saw wanting to
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secure a good college as a stake in the future imposed by parents and thus not fair to
children. They also expressed concern about the moral impact such compeltitive scarch
for suceess would have on children in the future and expressed their concerns for those

whose growing up was rooted in a feeling of failure,

Some educationists said that examinations were necessary in order to assess children
while others said that examinations were necessary to rank children. Some said that
continuous assessment whether partial or alongside the examination could replace the

CPE others said that this would not work in Mauritius.

All educationists likened the issues related to Mauritian primary education to a vicious
circle. All deplored the fact that in the process of schooling and because of the demands
of schooling, Mauritian children lost their childhood and all said they thought nothing

would change as long as there were not enough good colleges.

Having created an account of school contexts, processes experiences and revealed what
parents, teachers, pupils and educationists construed as the dominant issues of Mauritian
primary education, in the next chapter, I now bring these findings together and discuss
them in light of the research questions. It is also in this next chapter that I discuss the
contrast between the ‘official’ and participant stakeholders’ understandings of Mauritian

primary education.
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CHAPTER NINE
A SOCIO-CULTURAL UNDERSTANDING OF PRIMARY EDUCATION

IN MAURITIUS

This chapter is a dﬂisc_ussion of the reseﬁrch_ﬁndings Orgénised around severa] themes as
dc;ermir_ied by.' the réséarch questions. First, I discuss ﬁvha_l characterised pupils,
teachers, pgrenis and educationists as stakeholders and made them able to contribute
their actions and view-points to 'fonnl.l_lr:.lte an understénding of Mauritian primary
education. Second, II discuss the processes, which framed and regulated pupils’
'exper.ien'ce.s of pri.mary education in Four Hills and Terre Bleue. Third, I discuss what |
'“}as construed by stakeholders as the donﬁr_lant issues of Mauritian prirﬁary education. |
Fourth, I discuss ar;d compare the reasons which underlie the different Mauritian |

~ perceptions and views pf Mauritian primary education. Lastly, I bring ﬁll findings

together to provide a summary answer to the main research qUestion.

._ Téachers_, plipil_s_,'_paren_ts a_n@ educationists.a_s stakeholders
(Resehrch_Questioli One) |

- All participants Sclf_:cted had direct personal and/ﬁr pro_fessio nal involvement and
. _ intérest in”M;auritian primarj education. All atfe_ndcd or hhd attended school.iﬁ

. Mauritius ahd _a_Il, as Mauritians, experienced p_rirnziry education as an aspect of their
Cultufe, a dimenéion of the society which, as individuals, they made ﬁp. To varying
dégr_ees; but for most, primary education was a significant 'aspe&.:t of their .dail.y routines

- and concerns. Teachers and pupils for example spent substantial parts of their days
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engaged in activities rclutcd-lu primary education, Many adult participants (including

| teachers and educattonists) were clusclly related Lo primary education as parents, while

.1l|l adult participants (except those callcg()risécl éxclusivcl y as parents) carned their

- living and place in society through pr_im:iry cduéalioh related activities. First-hand
__cxpcricncc fastened to the realities andl aclu_alil.y of personal and/or 'pmfc..ssional.
cxpericncc'ufMmlriti;in pril_nary education is an important as well as the basic
cllafacteristic t'_hut' deﬁne_d slakeholders. Beyond. this charﬁctcristic shared by leaéﬁcrs, :

' pu_pils, parents and educationists who were grbuped_.logc.t.her for methodological ._
purpose, there were differences. Actions and more signiﬁcdntly_. polarised interests

~ within and across th_ése gr_oups differentiated teache.rs, pupils, parents and educationists

as stakeholders,

Teachers were classified into several groups aécordin g 10 the specificity of their tasks.
Most head teachers and dep@ty héad teachers did not teach. Actihg asa li.nk between the
school and the Ministry, their tasks wére_ administrative and supervisory in a |
disciplinarian rﬁther than pedagﬁgicai fﬁshion.‘ Classfoom_teachers. were classifiéd ._ -
aqco;ding to their teaching speci.alit'ies as general purpose teachers, oriental langt.iﬁgé
tt?aéhers and Specialist teachers and a'c:':ori:::li.ng to thé gfade_ level they _taughi either upper

- grade or lower grade.

In whatever role teachers were engaged, gcndér influenced allocation of ciuty. In both
sc;hobls, general purpose tc.aéhcrs appoinfcd to teach in upper-grades weré male, The
exceptions Werc two female teachefs who taught in ‘repeater’ classes. All general

- purpose teaqhers appointed to teach in lower grades were female. Both head teachers

and most deputy head teachers were male. Male deputy head teachers did not teach
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while female deputy head 1eachers taught. Gender also determined the work load
uscribcd to individuals within these two groups. Male teachers, because of the extra
tuition had heavier workloads and carned more money than female teachers. Daily

. {cnchil.lg_ time ranged frem four and a half hours for lower-grade teachers up to seven
hours for uppcf grade teachers. Fur. head teachers and deputy head teachers, seniority

was added to gender in in ['lucncing who did what and how much of it.

Teachers coﬁld be fuﬁhcr differentiated according to the priviichS and disadvantages
they derived from their position in the school order and from their gender. Head
teachers and deputy head teachers, for example, commanded high standing as they had
the power to grant and withdraw permission for a variety of reasons to all members of
staff. In the case of head teachers power stemmed from the fact that they were
instrumental in the ways teachers’ careers proceeded or stalled (yearly reports,
allocating teachers to different class levels). Data shows that delegating work to junior
members (or the secretary) in order to lighten their workload was one privilege head
teachers and députy head teachers derived from their positions of power. This advantage

did not apply to female dep.u_ty head teachers.

- Data indicated that the pfeferentiai appoimmént afforded male general purpose teachers,
thai of teaching in upper g.rades, where private tuition could be given and especially in
A streams, where it was in high demand, translated into sizeable financial gains.
Bécéuse teaching in upper grades, and more specifically in A'streams, was allocated
abcording to gender, male teachers were not bnly able to derive financial gains, lh;:y
were also able tb perpetuate their position of advantage in the school order. These

advantages and pbsitions of privilége did not apply to female general pljrposc teachers.
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Data does not show ‘gender privileging” and *position privileging” as applying to

- oriental language and specialist teachers. These teachers, in contrast with general

~ purpose teachers, could derive no cconomic gain through ‘gender privileging’ in the

- school .setling.r, so this may pcrhups serve l_o'(':xpluin this discrcpuﬁcy. It could also be
urgued that as a groulp,'oricnlul languages’ teuchers were privilcged due to the faél_ that

they tailght (direct teaching) for only two and a haif-hours per day.

Pupilé. were ﬁﬁt a homogenou.s group. Like teachers they coﬁld be differentiated
according to their grade levels which entailed differences in terms of time spent
working in schodl, which ranged from four and a half-hours in lower grades up to seven
hours in upper gradeﬁ. Wlﬁle teachers ‘working more’ brought them financial
advantages, when pupils *worked more’ (extra tuition) this increased their chances of
sticcess at examination. Like teachers, some pupils enjoyed privileges that others did
not. For pupils, this translated into a strong polarisﬁtion in terms of their position and
treatment in school and in terms of the goals and priorities they set for themselves.. Two
interrelated areas differentiated pupils as stakeholders. They were ‘social privilege’ and

‘ability privileging'.

The fﬁeachability” factors, such as s_tirnuléting ﬁome environment, higher social class
“and parents’ education, noted by Lockheed and Verspoor (1991), were considerations
| .which, _iri both séhbols, had an effect., or were construed as having potential effects on
pupils’ success or chances of success (high marks at examinations). Although being
bright and mcritorioqs (that is wofking véry hard) could, at least for some individuals,
compensate for low “teachability” factors, pupils ﬁrere polarised accordihg to social

privileges. One group comprising pupils from higher socio-cconomic strata had
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advantageous home environments and another group comprising pupils from lower

socio-economic strata had less advantageous home environments,

PLipilS were Labelied “low™ and “good” according to processes of categorisation in place
within the M.aluritian education system, and in plucc.within the school settings. Pupils
were .stre:_lmed :l.céordingly. The most ﬁblc pupils, the ‘elite’ group were rﬁbrc likely to
_ have favourable home environments and were found in A streams. Less able pupils,
.‘r.l('m—elil.e' group and ‘repeafcr' groups were found in other streams. The least able
pupils among the ‘non- elite’ and ‘repeatcr’. groups, were fnore likely to have
disadvantageous home environments. Pupils were given diffcreﬁtial treatment
depending on real and ascribed ability, Ability privileging, discussed in detail later in
this chapter, consisted of giving more attention and showing greater interest to
‘elite/able’ pupils and resulted in differentiating pupils as deserving and non-deserving

or as included and excluded.

All parents were unanimous in wanting the best for their children (a good job, success at
exams, social mobility). Parents from higher socio-economic strata were generally more
| -able to be supportive in their actions and resolute in their valuing of education than
pélrents from lower strata who had less time, money and education for doing so. Parents
ﬁ'om higher socio-economic strata together with ‘elite’ pupils were more precise in
stating ihcif goals and priorities (educational and professionat) and also more engaged
and involved in their actions facilitating the achievement of these goals than were
parents from lower socio-economic strata and less able pupils. These considerations

polarised parents and pupils into two_groups: an involved/ engaged group comprising
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parents and elite pupils from higher socio cconomic strata and it less engaged, more

~submissive group comprising other parents and pupils.

L_ik;: other burticipahis, educationists had first hand éﬁpcricncc of primary c.du_culi(m.
..'I.‘hcy. howc\;cr. stood-out frchm al] other groups because for most of them thcif
exp_criehce qf hrimar_v cducation w.ls (at the 1imc“ of study) somewhat removed ffom the
i‘cality of thé ‘chalk face’ and revolved zlrodnd less pt.:rsonz'll..issu_cs_. The most obvious
eﬁpeptions .were those educationists who had children in Mauritian_ government primary
| schools, All of the educationist group shared in their criticism of the Mauritian primary.
education syStem ahd in théir interest ih pedagogical and developmental issues which,
as will be discussed later in this chapter, were rarely construed as issues by ir_idividuals
in other stakehblders groups. To a c.e_rtai_n extent, because of their _awafen_éss of and
interest in ‘quality issues’ of primary education, educat.ionists. coﬁld be described as
bridging .a gap betwee.n the view-points of international and local/school level groups.
Having the means and privilege to exercise choice, some individuals within the
educationist group electéd not.to expose their children to maih stream primary

N -_educatxon. These individuals rejoined many parents in doing what they thought was

best, even 1f SO dlfferently, for the futurc of their chlldren

Summary

First-ha_nd cxpcriénce; fastened to the reality and actuality of personal, prd fessional
experience and involvement in Mauritian primary education were the primary factors

: that characterised teachers, pupils, parents and educationists as stakeholders. First hand
experience made individuals, within these broad groups, able and entitled to contribute

naturalistic actions and view-points in order to understand Mauritian primary education
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more comprehensively.

Beyond this shared characteristic, stakcholders® actions but more significantly the
naturc and scope of their interests inside and across broud groups characterised teachers,

pupils, parents and educationists as stakeholders in Mauritian primary education.

Teﬁchers and pﬁpils .were 48si gncd to and en.gagecl in distinct tasks and shouldered
distinct workloads. They derived ﬁn_d/or were ascribed distinct standing/status within the
school, advantages, handic.aps and privileges from their position in the school order and
for from their gender. I call these *gender privileging’ aﬁd ‘position privileging’. Pupils
derived dist.inct advantages or experignced handicaps from ad vamag_ecius and less
adVﬁntagéous home environments, usually linked to the'.socio-eco_nomic position of
__t.heir_ parents. They were given diffcrcntial treatment depending on their real and

ascribed educational ability. These factors I cail social privileges and ability privileging.

Parerlt_é wanted the best fdf their c.hildren. Together with pupils, they were polarised into
two gfoups; .ani i_ﬁvdlye.d/engag_ed group able, mostly because of their éécial privileges,
to zirticuiate and s_"upport specific goals and priorities and a legs engaged group which_.
because of less advantageous circumétar_lces was ﬁ_o_t able to be as supportive in trying to
achieve goals and priorities.-ln contrast with other 'participant stakeholders,

' edﬁcationis_ts shared an awareness of and int:resl'in ‘quziliiy issues’ of primary

education,

Mauritian teachers, pupils, parents and educationists all participated in the enterprise of

- Mauritian pl_'imar'y education through their individual and group actions. 1t is however
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their in;crcsts (financial, suceess, status and pedagogical), together with their position in
society and the school order which defined th;:m as stukeholders. "The dcﬁning of
Stalkcllolclgré in'\_’olvcd differentiating processes, some of which may be construed us
circumstantial and others as inlcn'tionlul. All cnlﬁil po'lz.l'ritics in terms of privileges.

_ _. _Diflbremiaiing pfoccssc_s may be viewed as circumstantial when, for cxample, teachers
- were categdri.s.ed ucc’ofding to their teaching specialty, pupils accord.ing to their grade
_:_1e.vels and p:;rent# tl_ccording t_o.their levels of support. On the other hand, .dif fcrcntiufing
prﬁcesses may be viewed as intentional when, as was the .c:.lsc of ability and gender

privileging, they were ascribed by individuals or groups to other individuals or groups.

Research Question One |

‘What characterises teachers, parents, pupils and educationists as stakeholders able to

contribute to an understanding of Mauritian primary education?
Summary answer
_ Pasr or present, personal and/or professwnal expenence and i in valvemenr in

Mauntzan pnmary educatwn deﬂned teackers, parents, and pupils as srakekolders

‘able to contribute to an understanding of Mauritian primary education.

Teachers were differentiated according to:
. Specificity of task (admiuistrﬁtive, teaching specialty and grade level)

. Stan_ding/advaﬁ;ages/hdndicaps/pﬁvileges which were derived froh:: position in
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o the school order and gender.

. Pupils were differentiated according to:
o Grade level
* Real and ascribed ability levels

o Advantages /handicaps they derived from home environment and socio-economic

strata
o Degree of their involvement in educational activities

o Precision in their statement of goals

Parents were differentiated according to:
o Degree of involvement and support

o Precision in their statement of goals

Educationists were differentiated from 1,2 and 3 according to:
o Degree of personal involvement in primary education

e Scope of fhei_r pedagogical knowledge

The defining of stakeholders, as it has been presented and discussed, may serve as a
broad starting point in the delineation of stakeholders in the social construction of

| primary education in Mauritius. Further research would indeed disclaim, confirm and/

352



or refine this suggested defining and differentiating of individuals as stakceholders in the
enterprise of primary education in Mauritius, In the next sections | discuss stakeholders’
actions and view-points and the ways in which these contributed 10 the understanding

of Mauritian primary education.

School level actions, interactions and experiences (Research Question Two)

In the previous section I discussed what defined and characterised tcachers, pupils,
parents and educationists as participant stakeholders in the social construction of
Mauritian primary education. I now discuss pupils’ and teachers’ actions and
interactions in the class settings, More specifically I propose an answer to research
question two in which I asked what dominant features and practices framed and
regulated pupils’ experiences of primary education in class settings. In order to answer
this questidn, I summarise related findings presented in Chapters Six, Seven and Eight
‘and discuss them in relation to analyses of conditions, practices, recommendations and
ideals aboui primary education in developing nations which have been presented.in

Chapter Two.

In both schools, sia’rts énd ends of l:é:_;sons, of breaks, of teaching of Oriental languages.
physical education and catechism, as well as of extra tuition, were systematically
organised and timed. Pupils and teachers followed set and specific routines including
regular morning assembly during which time they were notified of any special
happenings. Terre Bleue and Four Hills comprised orderly and clean environments in
which teachers maintained discipline, began lessons on time and let students know what

was expected of them. This is in sharp contrast to the prevailing conditions in other
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developing nations as suggested-by Marlaine Lockheed and Adriaan Verspoor in their

(1991) study.

In both schools, classroéms lacked spuce and were austere. Furnishing was basic,
sofnetimcs inadequa.t'c but at the same time, all pupils had a place to sit and work and all
were provided with textbooks free of charge. Teachers sat or st.ood in front of the class,
while pﬁpils sat at their desks facing them and the blaﬁkboard. Teachers gave their
directives to the whole class in order to structure classroom activities. They kept control
of what pupils did, how they did it and for how long. Teaching consisted of passing
information which was read by teachers from textbooks or copied on the blackboard and
6f occasional teacher’s demonstration on the blackboard. Pupils sat at their desks
listening to teachers’ explanations. Bright pupils were occas'ionélly sent to the
b_lackboard to work out or correct an exercise in front of the class; Dtiring lessons, in
order to r_:heckl on cbmprehensioﬁ. pupils were engaged in chorus repeating of right
ar.lswers.directly from textbooks and were prompted into ﬁhishin g the teachers’
senténﬁ:es. _This activity appeared to satisfy teachers that pupils had understood what had
beén t_aught._ll_.éssoné were followed by written desk-work, which was systematically,
But also mechanically marked by teachers during class towards the end of the lesson.

This work was ticked if it contained the right answer.

 The instructional practices observed in the classrooms of Terre Bleue and Four Hills
had much in common with the instructional practices of classrooms in developing
hﬁ_tioﬁs degcribed By Avalos (1996a & 1996b), Wolf, Chiefelbein and Valenzuela
-(1993), Jennis-Wray (1984), Fuller (1991), Fuller and Snydef (1991), Nitsaisook (1985)

- and Carron and TaN goc Chiu (1996) outlined in Chapter Two. In the two schools,
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teaching practices were ‘teacher-centered’, ‘frontal’ and *authoritarian’. Teachers were
the dominant providers of information. They instigated all activities and taught the class
ot the pupils. They engaged all children in common activities and used the same

" strategies in all situations and for all children despite their varying abilitics.

Pupils rarciy engaged in solitary lcur.ning. sucﬁ as si!cm'r'cu.ding whi_lst in class. Their
._indi\?idual work was not displayed for all to sec and ghare. PupiIS were put in situation
where material was handed down to them by_teachérs and they were never engaged in
situations or activities where learning from other_‘ pupils was ehcouraged, promoted and
facilitated. Individual inputs were not encouraged and solicited only from pupils likely
to provide the ‘right answers’. Pupils were presented with the knowledge ‘worth-
khowing’, that is the knowledge which.woulc.l enable them to get good marks and
 succeed in examinations. They were taught in a way that showed them that knowledge
is either right or wrong, a static entity to be caught _and rﬁe_mon_'is_ed and they were

expected to conform their answers to that knowiedge.

In the two schools, as in many sbhoqls of devéloping nations, rote le.ar:nin.g' and reading
aloud wefe cxtensi\_rc ly used. Teachefs .did not ask 0per_i-endec_l questions. Most of their
Iquestions were asked with the aim of ﬁromoting an.d.ch'ecking the memorising of
_ e'xllcycloped.ic knqwledge, w.hich would be recalled during ex.aminatio ns. Me mqrisin g
was the rnam challenge pubilé in Terre Bleue and Four Hills faced. Data rélating to
instructional practic_és coneSponds with t:omm:nts made by Kellaghan and Greaney
(1992) about the compelling i:ressure public'exa:ﬁinations éxened on activities in

schools. In both schools for ekample, subjects mandated in the official curriculum such
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as art and physical education, but not featured in examinations, were ignored by generaj

purpose teachers.

When examined against the rccom:ﬁéndulions for (.:.I'fcclivc teaching in schonl.s of
devclqp_ing nations proposed in the rcséarch L‘onduclcd by Loékhccd and _Vc.rs.p.oor
(1991, !hL teaching niclhods in place in Four Hills and Tcrrﬁ Bfeuc included some of
the bnéié ‘positivc practices’ and a significant proportion of what was presented as
‘negative praétices' in that study, Basic ‘positive practices’ included the fact that in both -
~ schools and during lessons, material was presented in an orderly and systematic fashion,
that pupils were given desk written work to do in order to consolidate what had been

taught and that their work was systematically monitored and evaluated.

- Inthe Iight. of the f"mdings of Lo_ckheéd and Vérspoor (1991), data revealed that
‘negative practices'I could be found in the areas of teaching déiivery style and the areas
of teachers’ expectations, monitoring and evaluating of pupils. For example, teachers -
did hot take pupils’ individual differences into account when they taught, They tuned
their teaching to the best able pupils, paced teaching delivery in accordance with the
amount of what they. had to teach, acting as if all pupils were of similar i;biiities. The

-teaching practices in both schools made pupils recipients rather than active learners.

Data indicated that pupils'\xzere not able to practise what they were taught and apply it to
their own experience, Most of the written work they did following teachers’
explanations consisted of repeating rather than in creative application and adaptation of

what was taught. Lessons such as in mathematics for example, which could have
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involved manipulation and experimentation did not. The overlooking of what children
~ had seen and heard during the visit made by South African visitors was a vivid example
of the fact that no link was made in school between children’s personal experiences and

their learning activitics.

In both SChodls and from chrlf gradcs. pupils kncw what was cxpc:ctccl o.f th_ém and also
knew what was not expected of them. Pupil's knew the appropr_iatc behaviour in class,
the work and homework they had to do. They a]sc; knew that they were _cxp_ccied to |
succeed at exams, The ways in which pﬁpils learnt this information came through slow

processes of conditioning rather than through clear open directives.

In both schools and at all levels, mdnito_ring and evaluating procches servﬁd purposes
othef ihan moniioring and evaluating pupils’ learning and progress. Through monitoring
techniques, which.I. called ‘prompting for the right answer’ technique, teachers ga\'e
thénise_lves permission to move aleng in their teaching. The fact that one pupil gave the
| .ri'g_ht ariswer reassured or convinced them that they were teaching as they should since
they gota correct answer. This gave teachers the green light to get on with their
presentation 6f the curriculum. Teachers were, in that sense, nbt inonitoring pubils’
learning, father, they used the fact that able pupils were giving correct answers to
punctuate/give fhy_thm to their teaching. The evaluation of pupils’ perfofmance .was for

the most part done in order to categorise them.

The categorisation was made accofding to the pupils’ capability to follow the teachers’
- directives and explanations, to their ability to provide appropriate answers in their

written work and in relation to their scores at end of term examinations. Accordingly
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they were labelled “excellent’, ‘good’ or ‘low clements’ while those repeating Standard
VI were [abelled ‘repeaters’. In upper grades pupils were streamed accordingly.

* Teachers' expectations (;l‘ pllpil.‘.i. were udjusicd to their ability position in the schoo)
order. For cxzuuplc, teachers expected less from less able pupils and more from able
pupils, thus sanctioning lhc. *ability privileging’ ﬁrincip]le_ described in the first part of

this discussion.

‘Ability privileging’ condemned by one parliéipant cducationist (Robcn)' as
“ségrégation intellectuelle (intellectual segregation)” re.fsulled in and encduragcd diffcrénlial
treatment of pupils, For example, best able pupils, because they had more chances of
ranking at CPE, were given private tuition while less able 'pupils, §vith no chance for
doing so, were not. Similarly, best able pupils were engaged in classroom activities
while less able pupils were disregarded. Less or no work was expected of them and in
some cases they were not disciplined as others. The examples of ‘ability privileging® in
the classrooms of Four Hills and Terre Bleue may also serve to corroborate claims made
by critical theorists whereby education reinforces she status of an economic elite and
perpetuates differences legitimised by certificates of educational achievement (Applé,
1.982). The examples of ‘ability privileging’ corroborate the pr_inci;ﬁles of structural
analyses according to which the allocation of status and opportunity, to paraphrase
Fuller (199.1),- are far more important than learning and the type of learning which

actually occurs in classrooms.

Findings related to school processes and experiences stand in significant contrast to the
ideals and principles of teaching, learning and socialisation presented in Chapter Two.

The data showed that educational opportunity did not necessarily translate in actual
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learning for all individuals and that the basic learning needs, as expressed in the World
Declaration fm‘ All (1990); were not met for all pupils. In the Convention on the Righl
of the Child (1989) and the Delors Report (UNESCO, 1996), it is written lhu[. education
should develop all children’s pcfs_nnulil ¥ tzilcnls, mental and physical abilitics to their
{full potential., This Ircmaincd-vcry.muc;h un uulsidcr’s:vision of schooling und education,
‘A vision lhht had very little iﬁ common with the witys in which pupils in Four Hills an.d

Terre Bleue were made to experience their primary education.

As mentioﬁed earlier, individuals defined in this study as educatjonists were alone in
cﬁnstruing t_he'lack of active and participat'orf teaching and learning approaf:hes as an
important issue of Mauritian primary education. This finding will be discussed with
other issues later in this chapter. Similarly, the d_is'p'arity between processes and
expehrienc':es_ at the school level, the Mauritian ‘official’ statement of the objectives of
Mauritian primary education and the ‘official’ assessment of its strengths and

‘weaknesses will be also discussed in the next sections of this chapter.

Data on classroom processes resolutely indicated that, iq both schoolé, the focus.

- remained _SteadfaStly on teaching aimed at curﬁculum .cm:vera.ge and very little focus on

| higher order ihinking and. learning..Teacher's imparted facts rather than stimulatiﬁg and
facilitat ing knowledge acquisition. These characteristics locate Mau_ritian instructional
‘practices in the ‘transition stage’, a long way away ffom the problem solving and
creativity whic.h characterise the ‘meaning stage’ described by Lockheed and Verspoor
{ 1991). The implications for this will also be discussed in the next sections of this |

chapter.
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Data provided by children from Four Hills and Terre Bleue indicated that as a group,
they experienced school as a place where they had friends, were exposed to the identical
instructional practices discussed above und had to work hard. Data also revealed that
pupils were fearful uflc.;lchcrs' disciplinc and expericnced anxicty about getting their

' wofk right, '.ll.bout their pcrfor'muncc at c.\umi.r.lalions and more particularly about the
impending Certificate of Primar.y Educalion (CPE}. Pictortal data specifically revealed
some of t.he deeper experiences pupils had of classroom environments and activities.
Pictorial rcprésentations of classroom from both older and younger pupils and from
pupils of diverse abilities, for example, revealed that pupils strongly associated their

being in classroom with physical and mental confinement, even imprisonment.

- Observational data revealed resounding contrasts and polarities in the ways in which
pupils experienced classroom activities (exemplified by the experiences of Anju and
.Shamlesh). The data indicated considerable differences between different ‘types’ of
pupils with regard to the degree of their participation in class activities, the quality and
frequency of their interactions with teachers and attention to tasks during class
activities. Able pupils were active participants in class activities, more likely to interact
_with.teachcrs and they paid mofe attention to their tasks Their involvement was fully
adapted to teachers’ expectatibns. Less able pupils on the other hand engaged in what 1
described as ‘cover-up’ involvemént, meaning that they behaved and acted in ways to
remain unnoticed. The differential treatment givén to the two less able pupils relegated

at the back of a lower grade cla_ssroom (Chapter Seven) could in that sense serve as
clear illustration that education prepares children for their place in society (Giroux,

1983), by socialising children to perceive their place in society.
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The educational and other prictices in place in Mauritian schools also nurtured docility
in Mauritian children. This could perhaps serve to explain that pupils played their games
in overcrowded and non-supervised playgrounds, without displaying any of the bullying

and other aggressive behaviours 1 observed in school playgrounds of other countries.

Summary

Incontrast with prevailing conditions in the schools of many developing nations, in the
stud)"s two primary schools, Terre Bleue and Four Hills, pupils’ experience was sct in
orderly and clean envi_roﬁmems in which teachers maintained discipline, began lessons
on time and let pupils know what was expected of them. As in many schools of |
developing nations, their learning experience was regulated .by ‘teacher-centered’
inStmctional pract'ices, in which material was presented in an orderly, systematic and
uniform fashion and systematically passed on as information to class rather than to
individual and diverse learners. Pupils engaged in common activities comprising chorus

repeating, chorus reading and in written desk-work which teachers marked.

Pupils’ learning activities were structured and controlied by teachers who were in
possession and in control of the knowledge worth knowing, the knowledge with the
potential to enable success at examinations and the CPE. Teachers were in charge of
both its transmission and the sanctioning of its verac ity. The extent of pupils’
participation in learning activities was dependent, Teachers attuned and paced their
teaching to the best able pupils and curriculum coverage. They concentrated their |
interactions with best able pupils, Their actions resulted in ability privileging and

differential treatment of pupils in classroom situations.
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In a redefinition of the three Rs, pupils® lcarning experience consisted of what | label
recipient, repetition and recall learning rather than in active learning. Pupils engaged in
solitary learning and were solicited only to contribute a right answer to class as a group.

Questioning was the privilege of teuachers rather than pupils’ prerogative,

Pupils’ experiences of their constructed classroom cnvirbnm_cnt was u.niform as well as
polafised. Camaraderie with other pupils, but also to varying degrees, a sense of
conﬁhemént, having to wﬁrk hard and feelings of anxiety about their school-work gave
uniformity to pupils’ experience of primary education in class settings. The degree of
participation in classroom activities, the quality and frequency of their interactions with
teachers, the acceptability level of their performance polarised pupils’ experience of

primary education,

Actions and interactions_.in the class setting, as they have been discﬁssed abm‘e, bring to
the fore mechanisms 5nd processes other than pedagogical as they were in place and at
play in the classrooms of the two schools. Pupils were admittedly socialised to respect
others but were not socialised to value team-work. They were taught to value hard work
but not taught to value the ability to think, consider and 'constructively criticise, while

through the processes of ability privileging, pupils learnt their place in society.

Research guestion two

What dominant features and practices frame and regulate pupils’ experiences of

primary education in classroom settings?
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Summary answer

Pupils were schooled in orderly and uniformly constructed cfmﬁ'fuqm s environ ;m enls.
Their leami:.lg"wa.s' regulated by ‘tcachef-céu!ered ’ instmctio.nal practices ahd by |
| having to master !argé amounts of factual .a:.m' conte_rﬁ kno Medge. 'l‘h'e éualify,
degree qnd fquuenéy of their participation in _céas.s‘ acti vit:’e.§ and of th eir :'nféractirms
with_feacl_:grs were régulared and sustained by ‘ability pn'w'tég:_‘ng’ an d. ‘dg'férert!iaf _
tréatmént’ pmcﬁ'ées. Through these edz?cation_al and nén-éduca{iona! prﬁcrice.v,
pupils wgre tdught what knowledge was .ri.ght or wrong, to value hard-work, to

- conform to the dictates of others as well as their place in society.

~As adults with séme control and faced with c.hildren expected to conform, leﬁchers
seemed to wield much power in the ways in which pupils .experience.d primary |
.educz.itio_n. AS noted earlier the allocation of stzitus énd_opponunity may be far more
important than learning and the type of learning, which‘actudlly occurs in _élassrqoms. ._
Teachers’ roles in that sense may very well be construed as agents of the state enablihg
it§ dictates. The data has shown that teachers weré ﬁo:t_ aloﬁe in Shaping pupils’
expcrier;ccs of primary education. Other factors were inﬂﬁent_ial and are discussed in the

next section.

StiikéholderS’ constf__uc_ts (Research Questioh Thrée)

‘In th_é previous sections I discussed whﬁt defined and .characterised teachefs, pupils, -
pareﬁts and educatibnisis as stakeholders. I also disqussed what framed and regulated
_School level and more partic.ularly.pupils’ .ex'perience of primary education in cliassroom
s'e.tt'ings.. In this third sé_(_:tion, I. pfbpose an. answer to reSearch question fhrec in which I |

. aske_d what participant stakeholders construed as dominant issues of Mauritian primary
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education. In order to answer this question, | sumntrise related findings presented in
Chapters Six, Seven and more particularly Eight and discuss them in their-broader |

contexts presented in Chaplers Two and Five.

For most participants, the bilsit:_ function of primary cducation is conceived in ways that
echoed the stﬁlt'cmc.nls of basic lcarﬁing'acquisition and outcomes outlined in the World
.Declm._'arion an'Edu'cétion Jor All (UNESCO, 1990) and presented in Chapter Two.
Participants construed the acquiring of basic Ii;eracy and numeracy skills as a necessary
_. ‘and a.bs'o_lute_ minimum to function in lif e, to read their own mail, newspapers, count
money, get a job ahd livé_in dignify. The lattér :was eépecia]_ly an issué-for péfents who

’ thémselvés wére not functionally literate. They associafed litera¢y and numeracy .with

autonomy and a sense of worth and thus construed basic education as liberating.

| Findings felated _to actions and infe_fac_fions in class settings presented and discussed in
the préviﬁus sec;iori, have shown that _literécy, numerﬁcy .a'nd regding-_skijls were not or
not l_ikdy to be .achieved.by all chilc_l.reﬁ. For edﬁcati'on_ists this prob]em was in great part
| _: due to the “ability privileging’ prﬁctice aﬁ'd ‘téaéhe_r-céritred’ méfﬁdd described above,

: wh_ilé téaﬁhe_rs inc.lic.ate'd that, Havihg to cover the Qhole syllabus, they Had_ no tfme to

_ _réheat le_ssohs fo.r_ slower_pupils. .Teach.ers sziw_ pupils’ difficulty or iﬁability to

és_Sim.i_lz_a_te what was taught in class as a contributive factor to their iIliteracy. rather than
an outcome of their teaching methods _z.md' did not include “ability brivileging’ prictices
in fhéir explanation of the fact that_some pflpils left or would Iéave school without
havmg acqulred basic literacy and numeracy skills. Nor did they mclude thc fact that
| chlldren had to leam three ]anguages and that the nguaoe of instruction was English

rathcr than _theu* mother tongue Creole i in thclr-explanatrons of the literacy prob]eln.
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Findings related to :u:iions and interactions in class settings presented and discussed in
the previous section liu_v'c ;s'ho.wn_lh.zit.. for teachers and parents, factual information in_'.
llIIIOLInl-Sllfﬁ.CiCIII to pass or ruﬁk at 'exul_llinzlli011§ and more particularly the CPE,
counted and was valued as the klioiv:lcdgc outcome of primary education. The ‘subjcé:ts‘
English, French, EVS and Oriental Languages and also, even if to a lesser extent
Mathematics, were ali pcrceived as cbntcnl which had to .bc aésimilaté_d, revised and
ﬁlemorised. For parents and teachers knowledge and ski}l lcndc.d to be equated with
content and rne.mory respectively. Educat ionists on the other hand, noted that, as factual
| and voluminuousn information, this knowledge becamc. oﬁsolete and forgotten once

examinations had been taken.

Educationists p.o.inte'd to thé desirabilify of cognitive dévelopmem fa_ther t.haﬁ to. fhe
exclusive curriculum cbverage' ahd did so m ways that echoed interpational opinions,
ideals .and_recc;nimeﬁdation.s ou'tlined in Chapte.r Two. For exémpie, at issue for |

' _edu_catio'nists was_ the fact that ‘teacher—ce'nte.red’ and ‘rote-'learningf pfactices did not
engage pupils in activities d'eveloping th‘éir creative, mental and physical pofen_tial,_did
ndt promote an aﬂ round dev’elopmem' in which.child_x.‘en would engage in higher order
_a_nd prob'le.m solving learning and also develop their artistic and physical skills. Because
- these practices were not particiﬁatory ﬁnd faci.litative o.f fhese types of learning, they
were not enabling pﬁp_il;s to become critical, adaptable, rational and pfactical,

B s_hértcornings which, according to educationists, made Méuritian. children ill- equipped

to fit in and contribute in the nation’s fast modernisation.

Educationists’ discourse indicated that their understanding of primary education was
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attuned to international opinion presented in Chapter Two, In contrast with teachers,
educationists had shifted their focus fromteuching to leurning und in contrast with
l'c.uchers whose actions and Qié_\\f—p(}illts clearly indicated that they were functioning in
_ivh’:u Marlaine Lockheed .und Adria:in Verspoor (1991) Iﬁbc!!cd the 'formalist stage’,

were envisioning the ‘meaning stage’.

Envisioning was an inherent chur_ac'lcristic of parents’ und.erstanding of primary

- education. For all, education was construed as a lever facilitating the achicving of the
aspirations they had for their children, as an instrument determining the quality of the
hext experience, that is what kind of secondary education, if at all, their children were

going to receive, leading to the achievement of a better destiny.

| AU parents asbired fbr a bright future for th.eir children. For most, this aspiration was
embedded in the fact that they had experienced poverty or relative povertiy and, for
mdst, it was faétened into a cﬁltural disposition of wanting to improve ‘one’s lot’. This
disposition, as e_xplained by educationists, was deeply inscribed in Mauritian migrant
and colonial past and people’s desire, because of that past and the hardships many |
experiéncéa .as labourers in the sugar-cane fields, to work towards a better destiny. The | .
context an_élys_is prese_r;ted in Chapter Five _has shbwn that fbr a long time in Mauritian
histbl}". the occupational opportunities for working¥clas§ Mauritians were restricted to

- workin'g in the sugar cane ﬁeids and the public sector. Education, as it became available
and attajnabl_e, became the means td a way out of the sweat and toil of labouriqg in the
cane ﬁeids and became the passport to secure a more propitious future in the public
secfdr. Data revealed that this mentality/disposition for social mobility an_ci the

understanding of education as a means for that mobility had been carried over in
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contemporary Mauritius and had gone several notches higher, In aspiring for a bright
future and a better destiny for their children, all parents regarded secondary schooling as
a necessity and desired that they become professionals, not hive a job in the Mauritian

export processing zone (EPZ).

Primary and secondary data indicated that, in Mauritius, young people hﬁd no real
chance of securing social mobility and a better future if they did not secure a place in a
‘good college’. As explained in Chapter Five, only 71 out of the 101 private secondary
colleges in Mauritius counted in 1996 were considered ‘good colleges’ and pupils had
to rank among the first 5000 among some 25,000 pupils at the CPE examination in
order to school in one of those 71. Among these 71 secondary colleges a dozen of

- confessional and state colleges, which had been prestigious since colonial days, enjoyed
a ‘star college' status. Pupils had to rank among the first 500 among the 25,000 pupils at
CPE in order to make the list compiled by the Mauritius Examination Syndicate (MES)
| zind secure a place in those. The remﬁinin g 60 secondax_‘y collgges which took pupils
with a CPE pass rather than a CPE rank were considered sub-standard, some parents
going to the extent of mz_lking thei_r children repeat STD 6 in order to ‘retry’ for

‘admission into a 'good college’.

Given parental aspiration .and_ the particulars of provision of Mauritian secondary
'edu.cation, schobling in ‘good coHeges’ was not perceived as an option. It was construed
asa nécessity, the means that would facilitate the achievement of the aspirations parents
| héd for.thcir childrgn. Gbod and especially star colleges were considércd to be better
re_sourt_.:ed,.as having the bést able pupils, the ‘intel_léctual el itc‘I as well as the best

teachers, conditions which in a snow ball fashion, led students to achieve good results at
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the SC and HSC, securing one of the limited places in Mauritius University or, even

more importantly, oblaining scholarship for study overseas.

Given parental aspirations, the particulurs of provision of secondary schooling and the
conﬁpcliliun for scarce places in ‘g;md colleges' for purents und able pupils ranking was
construed as the purpose of primary education and hard work the means to uchieve that
end. At issue for educationists was the reality that, given these circumstances, all puptls
were subjected to a system and practices that favoured an able elite and were exposed to
practices which promoted competition, cultivated individualism and instilled a sense of
failure in the majority of children, (at the 1996 CPE, 5,698 pupils ranked, 10,931 pilpi]s

passed but did not rank and 8,892 did not pass).

All participants agreed that hard work .was necessary given the competitive nature of the
CPE examination and allocation of places in secondary schools. .For pupils, arduous and
'volumin_oﬁs work was experienced and éonst_mcd asa ne;essit y, as something they hﬁd
todoin order to satisfy the demands ma_de upﬁn them by their teachers and by their
parents; in order to get good marks and succeed at exas. Arduous and voluminous
work was the pupils’ end of the bargain, their responSibility for wofking out a better

_ déstjny for thémsé]ves. Parents’ credence in the hard work they demanded from their
children was fastened in their personal experiencc, the educational and professional

rewards they themselves secured from their own hard work.

The curriculum was very heavily laden, It was to be examined in total and the CPE was
_competitive. For these reasons and also in response to preSsurcs exercised by parents,

teachers saw no other option than demanding hard work from their pupils and as
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discussed earlier, to confine their teaching to examinable subjects, Under these
~ circumstances and despite expressing some concern that 2 voluminous amount of work
was required of children, teachers construed arduous work and voluminous work as

necessities which in the end could or should benefit most of their pupils.

In contrast with teachers and parents, educationists’ deliberations about hard work were
made in relation to what they considered the immediate interests of childrc.n, rather than
exclusively on aspects relating to their future. For educationists, hard work was too
rﬁuch work for young children and asking children to work so much was a practice they
qualified with the word ‘madness’. They, together with some teachers, pointed to some
of the consequences, which the imposition of so much work had on young children,

such as tiredness, mental stress, and an irreparable loss of childhood.

Given the fact that pupils had td memorise a massive amount of information for
exarninat.ion. parents aﬁd teachers wjerc in no doubt that working hard was in their best-
interest, a sacrifice fo be .endured now for the good of the future. It is also manifest that
children who did not or could not t:onfqrm and respond to this demand had {'ery little

chance of educational success and prospects.

Data revealed strong concurrence among participants in seeing parental aspirations, a
colrnpetit:ive exanﬁnation and the lack of sufficient ‘decent’ colleges as contributing to

| place'stél;eholders’ understanding of Mauritian primary educat_ion in é'vicious circle. In
- . addition, educationists acknow]edged that teachers had much to gain financially from |
private tuition and.this financial interest combined with parents’ voracious ambition for

their children, combined to make teachers and parents protractors of a status-quo with

369



regards to the expectation of much work from Muurilinn primary school children. In

' incuqmr:itiug demand and supply characteristics, the combined interest of parents and
teachers may be understood as pne of the fundamental reasons for sustaining a status-
quo with regards to the expectation of much work from Mauritian children. As indicated
earlier, teachers and parents saw no other options other than demanding and expecting
hard work from children. In working hard enough children displayed their ubility to
achieve within an order perceived as meritocratic (Fuller,1991) but which could also be
construed as idiosyncratic and as serving interests other than theirs, or, as noted by an

educationist, serving interests of theirs that are too far away.

Summary

For parents and teachers, Mauritian pr_ima'ry education was construed as a means to an
end, a credential enabling the zichievément of personal aspirations rather than, as
educationists would have wished, a process enabling children to learn the high-order, as
well as basic knowledge, skills and attitudes necessary to function and contribute to

modern society.

.This understzinding of primary education was to a grczit extent regulated by a cultural
dispositioh for social mobility and for valuing white-collar professional occupations. It
waﬁ é.]so controlled by the examination mechanism in place in the Mauritian pri_mafy
edueat_ic-n system, by the fact that there were not enough cblleges perceived by
conccmed parties as ‘good collcggs’. Given these circumstances and _priorities,. pupils -
- were expccted to work hard, accumulate the information necessary to rank at the CPE
examination which in turn and dgpend_irig on their rank, would enable them to secure a

place in a good college. At issue for educationists was the fact that the practices in place
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in Mauritian primary schools did not engage pupils in activities developing their
creative, mental and physical potentials, which they siw as shortcomings for individuals

and the nation’s development,

?;lrticipzlnls likened Mauritian primary education to viciéus circle in which icachcrs
had no option but to adopt practices befitting the assimilation of information in large
amount in order to succecd at examinations and in which parents and teachers had no
option but to impose hard work on children in ordér for them to secure a bright destiny,
eﬂ'en if it did harm their present, While parents and teachers construed primary

- education and the hard work it involved as a step serving the future interest of children,
educationists construed the practices and outcomes of primary education as de.lrimental

to their future.

Reseafch question three

What issues dominate and regulate participant stakeholders’ understanding of

Mauritian primary education?

Summary answfér
Teachers, pargrds and pupils construed Mauritian primarj educarfon as a méans to
an end, a 'credenﬁd enabling .t_he achievement of shoﬁ am.i. long term &spiraﬁon.s.
| Their understanding was regulated and sustained by a cultural disposifioﬁ Jor |
individual sapial upgrading, exabzinafional pmcgdures and prei’equisires which put
}?upil.s_' in competition tb rank for a restricted number of ‘good’ secondary colleges.
'. Whilé acknowledging these issugs,_ educationists pointed to the short and lon g remt

. personal and _udtianal consequences brought about by the fact that pﬁm@u'y
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education did not provide basic skills to all children and did not enable their full

development.

Thc. .discus:._;.ion.luls pointed to differences nf perception among parlicipunl stakeholders
of Mauritian primary education, especially between educationists and school
parliCipanls. The rcasons for lh;:sc differences and how they combine and contrast with
the ‘*official’ vision of Muuritian primary education, as it has been outlined in Chapter

Five, are discussed in the following section.

Contrasted understandings (Research Question Four)

The discussion so far has outlined the dominant features, circumstances, practices,
issues and pr'iqrities which frqmed. regulated and sustained participant stakeholders’
experiences and understandings of Mauritian primary education. It has also outlined
what differentiated participants as stakeholders able to contrib_zjte their cxpériences and
understandings to the analysis of Mauritian primary education. In this section I'bring
together and discuss the contrasts which existed across and among Mauritian ‘official’

' antl_ other understandings of Mauritian primary education.

Contrasts in stakeholders’ understandings

Findings discussed in the previous sections of this chapter have shown that participant
stakeholders did not always concur in their understandings of what counted as useful
‘knowledge and appropriate instructional practices in the Mauritian primary educational

context..

- Educati_onists and teachers rationali_s'ed the likelihood and degree of educational success
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that pupils derived from primiry education in dissimilar ways, Like teachers,
: cducationists saw ‘ﬁ:achuhilily factors’ as important for determining both the likelihood
| and the degree ul'.pupils‘ educational success. In contrast with them, they also saw
‘ability privileging’ practices and the “teacher-centered’ methods in place in Mauritian

schools as stifling pupils’ educational achievements.

The notion of what counted as useful knowledge was also construed differently by
school level participants and educationists. For parents and teachers and because of the

- pressures discussed in previous sections, factual information and curriculum content
counted as useful knowledge while in. contrast, educationists valued cognitive, creative
and physical development as useful knowledge.

.Thcse findings indicate thaf educationists saw pedagogical/processual factors as well as
circumstancial faétors as reaSons serving to substantiate their criticism of the eqﬁity and
QU_alitj( issues of Mauritian primary education. Because of their awareness of the
‘desirable’ teaching methods and 'desirabl.e' learning outcomes .of primafy education set

at international conferenc_es and international documents and déscribcd in Chapter Two,
aﬁd because they sougiu the dcvelopm.e'nt of children rather than exclusively the
obtainin.g of h credential, educationists, by cokﬁparison with other participants, may be

Qiéwcd as havihg an expanded underst.anding of the specific equity and quality
proble.ms of Mauritian pr.imary educ at_ion. Their understanding of local circumstances
together with their awareness of wider teaching and learning i.ss'u.es put educationists in

. a positic_m to bridge a gap between international and local view-points. Their expanded |

jpedaf;ogicﬁl u'riderstanding of Maurifian primary education mziy on the other hand be

seen as being in conflict with what other participant stakeholders perceive as the -
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immediate and future interest of Mauritian children, a notion which, as the following

shows, was perceived differently by participants,

Fo_r teachers and parents, curriculum coverage, hard work and achicving a rank at the
CPE examination were construcd as the means serving and enabling the immediate and
long-termt personal interest of pupils, while for cducalionists and some Leachers, too
much work was construed as detrimental to pupils’ immediate interests, their physical
and mental well-being a§ well as their enjoyment of childhood. In contrast with
teachers and parents who did ndt, educationists questioned the long term value of the
knowledge, skills and attitudes imparted to pupils during their primary schooling. Their
concerns were that children were not given the opportunity to develop the high order
knowledge and skills necessary for a knowledge-based economy and necéssafy to fully-
func_tioh as citizens in a modern society. Their concerns were also that children were
socialised as individualistic and competitive citizens aﬁd for the majority instilled with a

~ sense of failure.

These ﬁnd_ings also _indibate a sharp contrast m the understanding of the short term and
long term effects of primary éducation. Given circumstances and pressﬁres and driven
| By éspirations for the Iong term, parents and teachers chose to value short-term

- credential outcomes of pri.me.lry' éducatidn._ T:hey were not aware or diSrriissed_ the short
and long term consequences this'position cn_tailé'd. Educationists, on the othei_' hahd,
because they were not under the same pressure and because they were diffe_rently
informed; vaerd' the shoft term and long term éffective and cdgnitive outcomes of

primary education.
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Educationists’ position of relative distance vis i vis primary educittion and the scope of
their pcdugogica! undcrstzu_uling enabled l!icm to differentiate hclwcén tangible/concrete
versus ideal/abstract outcomes of Mauritian primary education and 1o differentiate
aspects of education as they related to self-interest and the common good. These factors
also led participant stakeholders to appreciate the fairness of the Mauritian primary |

| education system in dissimilar ways, While educationists saw the way primary
education was structured, delivered and sanctioned as favouring an ‘intellectual élitc’,
parents and pupils (under parental influence), sustained by their belicf in hﬁrd work,
construed primary education as meritocratic. Tcachérs. on the other hand, from their
hands on position, saw primary education as both meritocratic and favouring .an_

‘intellectua] elite’.

Contrasts hetween Mauritia'g ‘official’ and other Mauritian understandings

Stakeholders’ understandings 6f Mauritia_n primary education, as it has been discussed
in the previous sections, were regulated by peréonal aspirations, experiences and issues.
In contrast, the Mauritian ‘official’ discourse of primary educ'ation. as it has'.been
presented iﬁ Ch'apt.er'l.:ive., outlined ‘official’ intent and apprzﬁsal of Maufitian primary

education.

A prdmjneﬁt point made inthe ‘ﬁfﬁcial' d:iscnurse as i't has Ibegn outlined in'.Chapter
Five, lS the_quéstion of educafiona} oppqrtunity. In that same chapter | _have.shown that

the social stratification in place in M_auritius during colonial administration was such
that education was the privilege ofa social elit_é and that its provision was segregated
élong ethnic and cconoxﬁic grounds. I have also shown that primary education for all

* became the political slogan in the mid-1940s and that the furthering of educational
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opponunity for those formerly denied the opportunity to go to school became the
‘priority of all Mauritian politicians ever since. Universal free primary education is an
achievement featuring prominently in *official’ appraisal of Mauritian primary

cducation.

: Thc findings of this study rc'vc.:al.ed that educational opportunities, the provision of
eduﬁation for all pupilé, did not necessarily result in similar educational learning
opportunities for all pupils. As such, they brought a cle;;_rer as well as contrasted
appreciation of the universality of that achievement. Practices such as ‘ability
privileging’ and ‘differential treatment’ of pupils contributed to determine h@w much
education, if at all, children derived from their schoolin g opﬁonunities. As such, these
- findings challénge the notion that educational opportunity for all was achieved in
Mauritius and indicate that a factual appreciation of educatibnal learning oppdnunities g

for all children needs to go beyond the statistical reassurance of provision for all,

These ﬁndihgs' also re\?eﬁled that .t_he. ndtion of educational _cho_ic_é wﬁs an important
issue for participant stakeholders espééia]ly for parents whose.understanding of
gdu'cat_ional c.hoilce, cvéh if.unknoiy_ingly,' corresponded with the staitemems made in -

| article four of the 1960 Convention Againsr Discrimfnation in Educari.on which I have
p_l;eser_lfcd in _Chaptel_‘ '_I'Wb. The ﬁndings of fhis. résc_.ér'ch hig'hlig.hted pafents’ desire for
- édu’cation_al choice and. in doing so providad a dimension into the understanding of |

| éducational opport_unity not acknowledged in ‘ofﬁcial‘ discourse. These findings also
_highligh_téd that Self—intefest and exe_ﬁion in order to increase or mainta.in: perso.nal
.privilegcs were the mgchahi_srqs in piace at the school lcvc.l. Qn the other hand, |

. mechanisms maintaining the status quo were operating at the official level.
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A prominent point nrade in official discourse is a vision of education which promotes
- social harmony, plays a key role in the social development and "welfare of citizens”,
promotes “tolerance” and "mutual understanding” and helps in wiping out the "vestiges

of prejudice” (MEAC. 1991).

The description of processes and experiences in school scttings has shbwn that, just as
they lived side by side_ and intermingled ih shops, 'ch'lldrf_:n_fro_m different ethnic
religious and _Iinguistic backgro'unds schooled side by _side. without any sign of tensi.ons
in the same schools. T'hese_ ﬁndings, however, indicated that there is a need to be more
circumspect with the notion that primary education pr_omotes mutual understanding and |
help_s out in eliminating ﬂ'estiges of social prejudice. Findings showed that pupils were,
| separated in. order to learn Oriental langﬁages and catechism and that they learnt about
their own culture rather than :a_bout that of others. They re'irealéd that précticgs in piace
in.c_laSsrooms because they promoted indi_vidﬁalism and competition rather__thari--
cd(.)pg.ratio_n'ar-ld. sharedncés were ndt_ conducive _tb_mutualundérstanding. They also
revealed that, although all. pupils,.we}e enjoying free'p.r'imary e.ducation regardless of
creed, _colo.ur_ and gender, .th'e practices I_called. L abil'ity pfi?ileging’ and .‘d.ifferential B
treatmenf" 'had becqme the.'curr'ent forms of prejp_di(:e. As_.such, these ﬁndings questi_oh _ :
the cxtenf tlo which primary education p’romc_oted social harmony and helped in wiping
~out p_fej_udice. Th:e.y show th.at aﬁ appreciation of the degree to \ﬁrhi;:h prima.ry eduéation
cﬁn play an .active role in.s'o‘cial.'harm:onising and the degrce to_.wh_ich pupils cxper_iencé
equalify of treatment cannot be factual without an understanding of the educational

practices and interactions in class and school settings.
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A very p_rpmincnl point in the ‘official’ discoursp, as it has been presented in Chapter
.F'l.\’.L.‘J, is the .ﬁlsscrtioh of u positive link between education and thc cconomy. ‘This
emphasis started with the statement of education for all in the mid-1940s, in which i
~was stated that "a litcrulc_imd. intelligent pop_iz]utitm was the best guarantee of futl_.lrc.
econdmic wisdom” (Mcadc’,_1968). Fil’ty years later, the tjpc.n'i'ng statement with
reference to education in the nation, in the Netional Development Plan 1992-1 994
smted that free education had enabled Mauritius to diversify .imo' new economic

activities (p.83).

In Chapter Five; I have shoﬁvn that the ‘officia]’ discourse strongly emphasised a desire
to bring schooiing in line .wi.th fhe economy and adopted a visible ‘human capita]’__visibn
of ed;icati'on. This vision for the la.te. 1990s Mauritiu_s ca]l.e_d_ upon_the educational
system ‘to fostef a ;ultufe of cféativity, develop initiative and hurture talent --all of |
_whit:h essential for M:auritiu's to rhﬁintain iis c.ofnpetitive edge and thus gu_araﬁtée

sustained development’ (National Developmem Plan 1992-1994 p. 83).

The_ﬁﬁdings of this stucly rcveal.gd little concurrence.between this vision o.f education
" and the .reality of exper:ienc.es aﬁd-the under'standingé at t_h_c' ‘chalk face'. Educationists
_. fo_r exaﬂr_nple, _voi_ccd cohcegfn :th_at ed_uéational practices in.ar.ld outside classroom settings
and for reasbns already discussed bred doéiiity and conformism rather than initiative
and créativity whilc; like An.i's.ha said, the country needed ‘thinking heads’ not ‘afms

~and hands only’ (P2).

- In essence this vision concurred with that of educationists calling for the development

‘of childrens’ full potential: In essence it also corresponded with the call from
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mternational opinion {or educational systems having achieved educational provision to
cﬁlcr the ‘meaning stage” (Lockheed & Verspoor, 1991) of their cduc&tional
(lC\’&:lpr]]Clll. Thé f“mdings of this sludy_c]parly (Icfnqnst_rzllcd_lhat the latent goal of
Mauritian primary cciut’:a[ibn. wils 10 sc]cc.l Al ‘lulcnléd lenth’ rather ;han educate all
children. Findings demonstrated that if this 'vi_sion was méanL lo be understood as a
statement of i'n[c.m',- there existed a nlisrﬁaléh between official intent and the rca[ity of

practices and experiences at school level.

The ‘official’ intent of Mauritian primary education is outlined in the (1991) Master

- Plan for Education. The objectives of Mauritian primary education were:

» To provide a grounding in basic skills such as reading, writing and numcratibn and
help to produce the linguistic capacity needed in a multi-lingual society;

e To encourage the child to observe, to think and to develop a sense of growing
autonomy;

e To enable the child to deve]op' values and attitudes relevant to the society in which

* he [sic] is growing up;

* To make him aware of his cultural roots and give him some appreciation of cultures
other than his own and thus to contribute towards nation building,

e To help the child to develop his potential to the full;

* To develop a knowledge of hcalthy_l_ivihg and an appreciation of the natural

~ environment (MEAC, 1991, p. 25).

Findings relating to practices in school and class settings provided a rich array of
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information against which a clearer understanding of the contrast between intent and
reality of primary education and schooling wus gain&l. These findings revealed non-
achievement or 'vurii;tions in the iwhicving of mosl.ol‘ the objcctivcs_outlinéd above,
Objectives one, two, three were not achicved by :1]I; objective four was part.ial_l y
achieved b_\f most pupils, while most pupils did not achieve objectives five and six.
.As such ﬂﬁdings dcmonslmtcda mismatch be_tw_ccn dfﬁcié] intent and the reality of

practices and experiences at school level.

They zﬂso pointéd f_o the educational and other pfactices and reasons for the non-or

partia.l achievement of tﬁes¢_ objgctives} Teachers’ pedagogical knowledgc and practices

cou_ld not match an.d enable the achievement of'aH of these objectives. Téachers’,

parents’ and pupils’ priorities and interests were in contradiction \%vith'the priorities sEt

_ 01ﬁ in some of these objeétives._'l"he examihatfdndl proécéses and seleétion pre.re.quisit_es
of thé Mauritian educational system blocked the achievement of some of these

| objgétivesQ A Blatant “ability privileging’ and latéfﬁ ‘st'at.u's-quo pri\_’ilegiﬁg’ agenaa

came in the way of the achievement of some of these objectives,

Sum_n.larv.

Cont_rzists ucross stakchOIdéfS‘ ﬁnderstan_dings of Mauritian prini:u‘y educzﬁion'_can’ be
read as a .polarisation Of constructs with regards to what were or s_houid be the outcomes
of Mauritian primgry edlucation. Participant stakéholder$ differed in their intei‘pret‘dl ions
-of what cc.)un.'ted as useful knéW]edge and their rationali_sation of the reasoné bf:_hiﬂd |
"pdbils’ .e_ducational suc'cc.ss_ and .of the short and long term effects of primary education.
Whi_le parén_ts; _te:iChers ana pu pils con;s'trl.ted-p_rimary.ec_[ucmion a8 a crédemial,

educationists construed primary education as a process that should have enabled the
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cn‘caliivc. affective and cognitive dcv(_:lopmcm ol pupils. Conl.r:ists of understandings -
among participant Sl_aikcho[d_crs of Muuriliarfprimary cdhpulion were rcgﬁliﬂcd ﬁy their
imsil ton chl.o:.%cncs_:»; or relative distance vis u Qis primz_lry cducation, whether tﬁuir
LlﬂchSlal:ldillg was suﬁtui:wd by scif iﬁtcrcsl or not and was subjcc__t 1o préss_urc or not. -
They wefc_ulso regulated by thé scope of participant stakeholders’ pcdagogica]. )
knowledge and their app.r'eci'alion of shon {erm and long term benefits pupils d.cri'ved,

did not or will not derive fro m primary education.

Coﬁtrasts bét_ween ‘of_fi(;ial’ dnd é_ther understanding of Mauritiﬁn primary educatioh on
the other haﬁd_can b’e_l_read asa polarisation. betwéen viéibn and _reﬁ]ity, and intent anld.
reality. ‘Officials and s_takeholdcrs differed in Lhcir appreciation of e_ducational
_.oppor.tun.ity which was construed as educational provision .by ;hé ‘official” side .whil_e it

~ was construed as both Jearning opportunity and educational choice by stakeholders.

There ex_iﬁtcél signifif:ant.d'iscrepanc.:ies :Ibe't.ween the ‘official’ appreciati.on/visi_on.and

. 'stakéholderé appreciation/expéri_ences of: .the.- _degrée_to which p_r'ima.ry education. p].a'_\_fed
a fole in cultqrai _harmonisiﬁg; the degree to. which éupils exiaerienced e_quality of

: ?reatment in their_ primary scﬁob]ing and the degtee to which pril_ﬁary education instilled
thé. knowledge, aftitﬁdes and. skil.ls essential to functioﬁ.é_nd éontribute jn fhé Mauritian

modernising economy.

- There also existed a significant gap between official intent that is the objectives of
* Mauritian primary 'and the manifestation of thesc objectives at school level. Most of |
~ the 'bbjcclive's of primary education as they were staled in official documents werc met

only pzirtially and only by a minority of children, |
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These divergences were regulated by contrasting interests. St,lf interest and exertion in
6rd_er to increase or'm'ainl:'lin personal privilc.gcs were the mcchqnisms in.pl.aéc. at tﬁc
school levél.-.On the .ol_hcr hand, func{ionzli mccl.m:_lisms. m.aimui.ning the slaius«quo were
- operating at the official level. Like other understandings, they _wcf_c also regulaiCd by
scope 6f pedagogical knoxﬁlngc about primary education. Thcy were also signif icanily
" regulated by thé scope of knowledge of the practices and expcriénces of Mauritian.

- primary education,

~ Research question four

- What are the contrasts between and across ‘official’ and other understandings of

Mauritian primary education and what reasons underlie these contrasts?

Summary answer
_ -Pértfczpdnfs_'wgre polar_ised_'in th efr mt'derstauding.of: what counted as useﬁd primary
_ _. educatfon knowledge; the ratior’?ﬁlisdtiér: of fhé reasons fac.ih'tat.ing or impe&in g
: edﬁcaﬁ'_andl stccess a_nd h d.n.appreciari.dn af tﬁe loné t._én_r; and sh_ort term affective |
dt_:_d gognit_fve outcomes of pnmary eduéatiou. The research findings demonstrated a

| sigﬁiﬁbaﬁt m’ismatck beﬁveen the -‘éfﬁcr‘a!’ .vis'ian 'ahd_ 'im_‘ended bbjecrives for
.ﬁ | Mauritian pﬁmary:edzgcation and thé .degree of their realisation at schoﬁl _Ieﬁel with
‘regards to: '_e@ucational opportu;:fb’, the dégree to wh'ick. primqry educ_atf' on promoted
and provided the appropriate attii‘udes, skfl!s qn.d kuowledge for individuals as_weﬁ as

~ the social and economic good of the nation.

Di'vérgences between and across ‘official’ and other understandings were regulated
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and sustained by contrasting interests (self interest and status quo), scope of
pedagogical knowledge, diverging appreciation of long term and short term henefits
of primary education for children and the nation and by scope of school level

- knowledge of Mauritian primary education,

A socio-cultural understanding of Mauritian primary education B

The research sought to answer the following question: In what way is primary
education conceived, experienced and articulated by various Mauritian stakeholders
into priorities, issues and practices which combine to describe and extend an

understanding of primary education in the Mauritian context?

Su.m'r.na.rv. answer to main' resgarch. gue_stibh
The feséafcﬁ created én understandin gof Mauriﬁari primary education in conte?f |
amf in ﬁroééss t'h.a.t'.' ' |
o Took part_ic:]pdm stakeholders’ dibefsr_'ty info account;
‘e Itemised teaching énd lea.min g procedures t.z'n.d interactions which .characre.rised
Mauriﬁan p_ﬁpi!’s eipérienées of primary education in class settings; |
. Dé_scribed and cl&ﬁjﬁéd the workfng of the featzgres;_ circumstances, pn_zcﬁcé_s,
_ issues éud priorities whfch Jramed and regulated p&fticiparit stakeholders’
.éxper:ieu__ces an't;'_ ur:dersta};dings of Mauriﬁan primdry education and;
. Ou.tliri.éd the-pélari&ation bétweeﬁ the intent and outcomes of Mauritian primary

_ "educd_tion.
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Participant stakeholders’ diversity was characterised by:

. Degree and specificity of their personal andfor professional participation or non

participation school level educational activities;
Their position in terms of personal ability and/or professional standing;
Their position in terms of privileges and handicaps;

Scope of_t}.:e'i_r cognizance of pedagogy;

“Scope of their cognizance of classroom educational and other practices;

Their apprecfation of long term and short term benefits of primary education;

The specificity, strength and/or weakness of th eir aspirations and motives.

Pupils’ experiences in class settings took p!dcé in orderly (xnd uniformly -

constructed classroom environments and were characterised by:
Learning described as ‘recipient’ ‘repetition’ and ‘recall’;
Participation in classroom activities and interactions with teachers framed and

fégulared by .‘ability pn v'ileging’ and ‘dt_'fferemidl treatment’ practices;

Valuing of kaf_d work and conformity. . |

Participant stakeholders construed Mauritian primary education as a means to an

end, a credential enabling the achievement of a cultural aspiration for indi vidual
social upgrading, exami}:ational procedures and prerequisites which put pupils in

competiﬁOn to rank for a restricted number of ‘good’ sécondmy colleges.

Participant stakeholders were polarised in their understandings of:
| What counted as useful primary education knowledge;

Appreciation of the short term and long term cognitive and affective outcomes of
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current primary education;

3. Rationalisation of the reasons facilitating or impeding educational success.

. _Divergénces bgtw_éen and across ‘official’ (md-on_'wr zmdehcfg))zding.s c_ansi.f&d af a
- mismatch b_ér#'een ‘official’ intended objecﬁ ves and their realisation at school
Ievef with regards to: | | |
1. Educational oj;portunfty; : |
2. .Tke'dégre_e to which primary edl_tcatfbn promoted and prb_vid_ed the éppmpﬁate
. arﬁtztdeﬁ, skills, and ]cnowledge Jor individuals and for the social and economic

good of the nation.

Hav.ir_lg.broug_ht the research ﬁndings' tbgeth_er and discussed ther.n. in light of the

_ rgsearCh que_stion, the Ié.s_t task is to p.resent. the_conc]_uéions that 'ma).f be drawn from th.i.s
fe'séarc::'h._I do this in_th.e-r.)efxt Chz;p_té'r where I shéw \?hat can be ]eaméd from lis.tening '
_ t~.o. and e:licifihg' 'v.ie.ws fr0n.1.a broad range.;.Jf people involved iﬁ education, fhe ﬁarents,
thé childf_en, the teachers ana the educationists and from unders_tar.]din.g their a(_:.tions in

* context and in process,
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CHAPTER TEN

CONCLUSION

This research has shown how school level processes and the veices of participant
stakeholders in Mauritius contributed to describe and extend the understanding of
Mauritian primary education, A distinctive outcome of the research has been to depict
Mauritian primary education in context and in process and to bring realism and
visibility to the understanding of pedagogical processes, meanings and issues other than,
and sometimes in contrast to, those officially portrayed. It has also demonstrated the
inter-relationship among human, material and organijsational facets and more
particularly has highlighted peoples’ experiences and perceptions in the understanding
of Mauritian primary education. As such, the study suggests that much can be gained by
eliciting views and listening to a broad range of people involved in education. The
parents, the children, the teachers and the educationists all contributed information
which can be useful for people seeking to improve the quality of Mauritian primary

education for Mauritian children.

Another distinctive feature of this study is that it has exemplified an approach and
methodology which produced rich and authentic accounts of the predominant processes
and issues of Mauritian primary education. For these reasons, the study can also be
taken to suggest that the socio-cultural approach and qualitative methods used in this
research are suitable, relevant and may be replicated in order to seek and bring
stakeholders’ voices into the understanding of educational processes and issues in other

countries, ‘developing’ or ‘developed’.
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Authenticity and replicability

A major strength of this study is the depth and detail of the data gathered. This richness
nuist, however, not be equated with hreadth of scale. This study sought understanding of
Maucitian primary education. From the findings of this study, other researchers are now
able to build on and expand. The rescarch has provided a limited rather than definitive
understanding of Mauritian primary education. It is limited, in my view, by the ways in
which I have conceptualised and designed the research and by the ways in which I have
delineated which people could be construed as stakeholders of Mauritian primary
education. Other conceptual approaches and combinations of stakcholders could have
been devised. For these reasons I do not assume that the conceptual approach and
decisions taken for this research are the only possible ones. It must also be made clear
that the study is embedded in the cultural, historical and contemporary life of Mauritius.
For these reasons, while I suggest that the findings can be taken to be pertinent to other
similar Mauritian schools, they cannot be assumed to be appropriate for all schools in

all developing countries,

Having stated these limitations, the research has a methodological basis that gives
confidence in the findings as they stand. There are grounds for believing that [ have
presented an authentic account, at one point in time, of Mauritian participant
stakeholders’ experiences and view-points of Mauritian primary education, about the
functioning of Mauritian primary education in two schools and about what participants
construed as issues and priorities of Mauritian primary education. This confidence is
based in part on the richness of the accounts and on the consistency between, within and

across accounts. Consistency was found, for example, in the ways in which participants
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from the two schools and from outside these schools concurred in their accounts of
educationdl practices and issucs ol Mauritian primary education. Claims of authenticity,
on the other hand, are supported by the associations that could be drawn between
pupils’, teachers’ and parents’ accounts of their cxpcricnccs.zmd understandings of

Mauritian primary education.

An important aspect of this research was the creation of conditions which motivated
participants to produce authentic accounts. I approached participants with respect and
recognised their experience and view-points as valuable and uscful in seeking to extend
the understanding of Mauritian primary education. This focus on their ability to
contribute, I believe, enabled participants to feel free and not be on the defensive,
Participants found that their involvement in the research helbed them to articulate the
tacit knowledge underlying their experiences and understandings. This was underlined
by the manifest enthusiasm most participants showed in their engagement with the study
plus the fact that interviews were unconstrained and often exceeded the agreed times.
These people rarely if ever, have been asked to give their opinion on educational

processes.

Using the methods described in this study, it has been possible to gain access to the
essence and rationale of Mauritian participant stakeholders’ experiences and constructs
of Mauritian primary education, to gain access to important school level issues and
priorities of Mauritian primary education. As such, this research has exemplified a
methodological approach which I suggest is suitable and relevant for seeking and
collecting rich data about school processes and grass root perceptions in other countrics.

It has exemplified a methodological approach which I suggest is of use to those valuing
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and seeking micro information in order to pursuc a quality agenda for basic education in

developing countries.

Contextuality, visibility and realism

A distinct outcome of the research has been to show that a more encompassing
understanding of educational processes can emerge when the complexity of views and
perceptions of many stakeholders are sought and are described and analysed in context.
The research has made visible diverse people, interests, ages. gender but also a wide
range of perspectives (international and local). Through a socio-cultural approach it has
provided an illustration of the interactions between diverse contexts (international,
national, historical, institutional and personal), educational processes and the ways in

which primary education was experienced by teachers and pupils.

A range of means of expression of these diverse perspectives was sought (observation,
interview, stories and drawings). They gave participants the opportunity to contribute to
the understanding of context. From children’s drawings, for example, it was possible to
get a vivid, detailed and visual understanding of what schools and classes ‘looked like’.
The depicted conditions in these drawings were tied to and necessary for explaining
educational processes and for portraying children’s sense of physical and mental
confinement in classrooms. Childrens’ drawings combined the elements of context,
process and experience in one single image and as such were an appropriate and
powerful medium to elicit the inter-relationship between context, practice and

experiences of education.



Through the socio-cultural approuch, the rescarch has shown that context was
constitutive of educittional processes, expericnees and issues and an cssential
component to the realistic interpretation of any of these aspects. It has located Mauritian
primary education on a continuum in which Mauritiun historical and cultural particulars,
( the broad context in the socio-cultural approach), formed the base upon which the
present experiences and issues of Mauritian primary education, for example the

favouring of an ‘intellectual elite’ were construed and could be understood.

Through the socio-cultural approach, the research has also demonstrated the importance
and relevance of taking into account the personal life history and position of participants
and how these aspects framed and influenced individual experiences and constructs of
Mauritian primary education. The notions of ‘life history’ and ‘position’ for example
helped us to understand the contrasts of experiences and perceptions between Devika
and Lalita, between Anju and Shamlesh or Rama and Sarojni. They have also helped us

understand stakeholders’ diversity in terms of personal interest and knowledge.

Another significant outcome of the research has been to make visible the details of
educational processes as they were experienced at the school level. The research
provided detailed information on classroom environments where learning was regulated
by teacher-centred pedagogical practices and consisted of the three R's which I
redefined as recipient, repetition and recall learning, uncovered the practice of ‘ability
privileging’ and clarified some of the reasons which underlie these practices. It revealed
details on the nature, quality, degree and frequency of pupils’ participation in class
activities, of their interactions with teachers, of the ways in which they were categorised

and how all these factors conditioned and led to contrasts in their personal experiences
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of primary education. It revealed the details relating to the aceeptability level of pupils’
performance, the nature of what they were supposed 1o learn and value and the ways in
which they were socialised. Such detailed information about educational processes may

hold prospects for usefulness in the following ureas:

¢ It provides an information basis for comparative educational research.

In combining macro-and micro-levels of analysis the study has created an understanding
of Mauritian school processes which is detailed and at the same time deeply embedded

in the national context and for these reasons useful to comparative researchers.

¢ It brings to light detailed information which enables locating Mauritian primary
education within the framework of international ideals and principles and in ways
that may be useful for assessing the connection between these international ideals

and recommendations and the reality of school processes.

The research findings showed that verbal teaching, promoting and checking the
memorisation of encyclopedic knowledge together with the categorisation and Jabelling
of pupils were practices which, for example, stood in significant contrast to the ideals
and principles of teaching, learning and socialisation valued by international opinion.
This contrast constituted a significant problem in the eyes of educationists who, as a
whole and in contrast with other participants, were strong advocates of international
ideals and recommendations. I return to these contrasts later. The research provided an
analysis of Mauritian school processes which pinpointed the discrepancies between

school reality and international ideals. Knowledge of thesc discrepancies may inform,
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but also be crucial, for adjusting and foroulating policies designed and o facilitate the

concretising of these ideals at the school level.

s [t brings to light foundational information of cducational processes which could
prove useful for guuging the potential success or failure of educational change in

Mauritius,

The data revealed, for example, that teaching practices were ‘teacher centred’, ‘frontal’
and ‘authoritarian’, that educational material was handed down to pupils and that
individual inputs were encouraged and solicited only from pupils likely to provide the
‘right answer’. In light of this information, the introduction of educational innovations
requiring active learning, as appropriate are not likely to succeed without taking this
information into consideration. I suggest that, in that sentse, knowledge of educational
practices may prove crucial for formulating policies designed to foster educational

change with potential applicability at the school level.

o It brings to light information which could be useful for assessing matches and
mismatches between ‘official’ statements and the realities of schooling at the school

level,

Official statistics demonstrate that Mauritian children do go to school. However, the
practices of ‘ability privileging' and ‘differential treatment’ clearly demonstrated that
statistical reassurance of provision of education for all could not factually translate as an

achievement of ‘education for all’. Descriptions of classroom processes provided the
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meitns for this study to illustrate that most of the objectives for primary education
Qullincd in *official’ statements veere nol uchicvcd.hy some children. Some of these
-objectives, more specifically those expressing the desirability to develop children’s
potential to the full, were found to be in complete contradiction with what was
happening at the school level, Children may attend school, this ducs. not necessarily

mican that they will be educated.

Research findings clearly demonstrated that knowlcdgé of schﬁol processes help to
compare intent against outcomes of education, help to show that intent cﬁnnot be
mistaken for outcomes and to illustrate that stating intents is a beginning but docs not
necessariiy translate into the desirable oufcomes. The usefulness of such findings for
policy fbrmulation_ is conditioned by considératidns well beyond the reach of the present
study. The findings of this research, however, pointed to several notions that may be
worth considering. For example, examination and selection prerequisites for further
schooling in Mauritius were serious. handicaps for the achievement of ‘official’
edﬁcational objectives. The explicit objectives were that each child will develop to
his/her pofential. The implicit objectives demonstrated that some children were more
powerful than others, Those children considered bright or from ‘privileged’ families are

helped to _deVeIop more than children having less potential. Given these circumstances,
it is possible to imagine that educational objective statements would remain rhetorical
without removing or altering the organisational conditions thﬁt make their achievement
difficult or even impossible. Statements of educational objectives would also remain
rhetoriéal should the covert ‘official’ intent of Mauritian primary schooling, as somé

- findings Suggcsf, be of perpetuating.smial pr_ivileges. In this sqenario the mismatches

between “official” objective statement and outcomes in schools are indeed of little
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significance.

Contextuality, visisibility and “addressivity”

.»_\nollicr significant owtcome of the s'mdy has been to make visible the presence and
inlci‘—rclationships of some of the multiple facets surrounding the “Ccrlificaté of
Primary Education issue”, a m'.ijor issue in the Mauritian primary education system. The
research showed that the examination, taken by all children at the end of their primary
cycle called CPE, exerted enormous pressure on teachers, parents and pupils and that, in
Mauritins, as in many developing countries, this type of examination also exerted

enormous influence on classroom teaching and learning activities.

"l;he CPE had an bvérriding importance in the lives of participant stakeholders. The
'res;ﬁlt of fhjs test determined possibilities fbr_fu;-tb.er education, the quality of furlher_
education and the future prospects of Mauritiaﬁ children at age 11. Héving to pass this
\}ery competitive test at the end of the primary.c ycle meant wofkldads and work habits
which took aw:ij thé carefree, playful,_creaﬁve and developmemai side of pupils’
childhood and signiﬁcantly rubbed off on pedagogical practices (ie. vﬁluing" ..
o membriéation ahd _right answer) and interaptions (ie. ability privileging) in classrooms.
| As it had been .in tﬁe past, the CPE examination was u#ed as a pdwcrful and efficient
toql. to select and sort pecjple for a limited number of places in ‘good colleges’. It was
' .used' as aus_eful mechanism to determine the allocation of status and opportunity, a

mechanism which appeared far more important than assessing real cognitive outcomes.
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The rcscarclthus demonstrated that the “CPE issue” needs to lm understood in its
historical, éinllt;_rul and institutional settings. These aspects are :i:nlcr-linkcd and aware of
each othc.r. and that in :_ltl:llysing this puﬂidulur issuu, I was able to demonstrate some
working t.)l'(llc.thcorc!ical tools of “situatedness”™ an_(l “addressivity” utilised to
conceptualise the research, With pructiqality in mind, as the following examples show it
is also possible to suggest that, without taking these human, organisational, cull'urzil,_
hisl_o_l,“icnl, pedagogical and pol.iticul i.ntcr—relalcd facets of education into account,
| e.ducational innovations run the ;isk of not yielding the desired effect. [ sugécst that
given the vigour of their asp'iration.s. any reform pcfcaived by parents as running against
| ;heir desire for *decent’ secondary education for thgir chiidren, would have verf little:
chance of success with a continuing shortage of what they consider_‘ good colleges’ and
' whils_; the CPE remains a selection test. Furthermore, in k.nowir.lg that teachers ieach to
" test, if 15 also pds:sible'to suggest that talk about introducing more active learning where
- pupils could de\_'elqp critical and creative skills would seem futile since the te.sting
syStcﬁi is designed to assess the opposité. In supposing that CPE tests were dcsfgned to
" include ge_nerat'i\.fc,. creative and problem solving thinking rdtﬁer_ than memory itis
| ﬁﬁssi.bl.e. fo iinaginc that, given the fact that they wan:. ch'i.ld're.n to perform well, teachers

~ and parents would _spend time on developing these skilis,

The issue_' Of the CPE..'i.s one example illustrating the workings of the socio-cultural
_..._g.pp_roach ado.pte'd _for the étﬁdy, for exainpl_e the workings of the tenets of “voices” and
| “giddréssi{rity" m that approach. The research has clearly demonstrated the linked_nature |
ofall éspccts of Mauritian primary education, how the actions of some participants
B inﬂuen_cé fhos_é__of 6thefs:. It has illustrated that “voices™ and “actions” not only exist in

'their's_t)cial," institutional and personal contexts but that they are aware of and dependent
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on ¢ich other.

In light of the findings presented in this study it is clear that reform, ifitisto be
~ successful, cannot remain fragmientary but must take tit¢ inler-dependency of these

voices and actions, and more particularly those found at the school level, into account.

‘Humanization |

Tﬁe moslt lconvincing 'and promising outcome of this research has been to briné the
human dimension to the fore, Thé conceptuﬁlising and designing of the study around the
conéepls of “action”, “vﬁices" and “s.itu.aicdness“ made it possible to create an account
and generate .an'understanding of Mau_ri.tian primar}; education that showed bﬁople_in
action as indii*idu_als_ with a name, a life story, a culture, a particular position, interest )

“and power.

_In_bomn’juhipating’ the varied and sometimes conflicting priorities, beliefs aﬁd _imere.st_s
0 f pujjils, 'parents, teachers and educationists, their diverse status, position, involvement,.
adv.antages, handicaps, abilities and knowledge, the research has demonstrated that it is
-through a respec_:tful listening to and recognition of the diverse p.art.icipants involved in
primary education that a social 'constniction of pri_mar:y'e.dut‘:atibn can be understood and

achieved.

An important outcome of this study has been to make children visible. In doing so the
;' research_has created an understanding of what children did with their educational time
. and more pointedly it has created a clearer picture of how they experienced their

| schooling.‘ It has illustrated their hopes, achieveﬁients, difficulties, their strength and
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their fragility. The research hus shown that because parents and teachers focussed on
outcomes rather than processes of primary education and .W'llll the looming threat of the
CPE children experienced grucling workloads and an educational experience lilﬁitcd Lo
the asSimil:ttion of large :uiu_nmts of factual content knowledge. It has also illustrated
teachers' general l'cn'dcncy to favour more able pupils and overlook less able pupils,
ChiIdfen are at the centre of primary education. This research has shown that in many
wiys, there needs to be. a concerted collaborative approach by parents, teachers, pupils,
educationists ﬁnd policy makers to make children and their development the focus of
education. In providing an account of children’s expcricnce,'thc research has shown
that in many ways both the educational system and adults did not necessarily hold that

* view. As such the research serves to remind that one way of ldoking at educat_io.n isto
see 1t as a developmenfal undertaking that should. serve childrens’ immediate as well as

future interest, -

- The ul'timat.e 6utcpm¢ of the research is that it has gi\’cn a voice to people whose voice
h.ad ndt yet been heard in énalysis of primary education in Mauritius. Much has been

| heard in listéning to these voices and much is still to be heard. Nevertheless, this

6utcome could be of practical value to those who guide policy on primary ed_ucation in

Mauritius.
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API ENDIX A

UJ?ER(NINIRODUCHON!OS(HOOIS

Mﬂm@@a/éa@ca&am

Reduit — Mauritius — Tel.: 454-1031.36 Fax:(230)454-1037
Your Ref: : ' : - : . Date: 14 MNovember 1985
Our Rel:

' Dear Mr.

1Research-in§P£imary Education

As I told . yo'u. over the téléphone' today, Mrs Michdle
_Griffith is 1ntend1ng to do: research in prlmary educatlon in
”Mauritlus for a PhD.

: I shall be most: grateful if you could allow her access
to. classes next year 50 that she can carry on her work.

.W.ii.:i’l my thanks.

Yranre eincarelv

" D Dyall(Mrs)
TCP-Course,Coqrdinator
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LETTER OF INTRODUCTION TO RESEARCH PARTICIPANTS

UNESCO CHHAIR
MAURITIUS INSTITUTE OF EDUCATION
REDUIT, MAURITIUS: TEL: 465-4823: FAX: 230465-4823

. To Whom:It May Concem

This letter is to introduce Michelle Griffiths from Edith Cowan University in Australia Ms,
Griffiths is in-Mauritius conducting rescarch for her PhD in education.under my
supervision.Her study concemns primary education in the Nation.In the past month she has
been working closely with primary schools and teachers.As part of her study, Ms. Griffiths
will be interviewing a number of people in Mauritius to solicit their views on the priorities and
challenges of primary education, both within the Mauritian context and broad international
trends.] have recommended that Ms. Griffiths contact and arrange for a shert interview with

_you.All interviews are strictly confidential and no individual attribution, of any kind, will
appear in the final study.I trust that you will be able to provide Ms, Griffiths some of your time
and to share your views with her.thank you in advance for your cogperation.

Yours truly

Dr. T.R. Morrison
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MPLOYMENT BY INDUSTRY IN MAURITIUS IN 1995
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APPENDIX E

FIGURE 4: THE STRUCTURE OF THIE MAURITIAN SCHOOL. SYSTEM

TRAINING HIGHER EDUCATION EMPLOYMENT
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Source: MEAC (1991). Master Plan for Education. Port Louis : Mauritius Ministry of
Education Arts and Culture. p.15.
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