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ABSTRACT

The main aim of this study was to identify those elements
in a child’s home background that assist him to become
schoolready. The secondary, though closely related aims
were to determine whether significant cognitive and lin-
guistic differences existed between schoolready and non-
schoolready children. The study, moreover, sought to es-
tablish whether the parents of these two groups of children
differed in their views about the manner in which children

should be reared.
'The sample of children comprised the following two groups:

(a) The Preschoolers, who were due to enter Class i in

1990 had had approximately one year’s preschool ex-
perience. On the basis of the results of a test of
schoolreadiness, these children were divided further
into two groups - a 'schoolready'" group and a 'non-
schoolready group'". Each of these groups comprised
thirty children.

(b) The Non-Preschoolers, who were also due to enter
Class i in 1990, but lacked preschool experience.
& These children were divided into a '"schoolready'" and a

"non-schoolready'" group on the same basis as the Pre-
schoolers. Each group comprised twenty children.

Cognitive ability was tested by means of the Raven’s

Coloured Progressive Matrices and language ability by means

of the Peabody Picture Vocabulary Test.

iv.



The results of this study highlighted the role of the home
as perhaps the single most important educational agency in
a child’s early years. A stimulating home environment
plays an important part in helping the child to become
schoolready. The following aspects were found to be par-
ticularly influential in this process: low educational
level of the parents, poor housing, low income and poor

reading habits of parents.

A second major finding of this study was that children who
had had preschool experience were better equipped to meet
the demands of the formal school situation. Moreover, cog-
nitive development is highly dependent upon the kind of
verbal interactions between parents and child, and this, in
turn, has a marked impact on the child’s scholastic perfor-

mance.

The study also revealed that the parents of non-schoolready
children are, by and large, more authoritarian in their
relationship with their children and in their views about

how children should be reared.

The report ends with an indication of various steps that
can be taken to promote schoolreadiness among preschool
qhildren. It is suggested that the implementation of these
é%eps would lead to a smaller number of non-ready six-

year-olds seeking admission to Class i at the beginning of
each year. |
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CHAPTER _ ONE

THE NATURE, AIMS AND SCOPE OF THE RESEARCH

1.1 INTRODUCTION

The problem of school readiness has been a subject of
debate and research over a number of years but several
gquestions still remain unanswered. Not surprisingly,
therefore, junior primary educators and administrators con-
tinue to express concern about a relatively large number of
children who are accepted into Class i because they satisfy
the ﬁducation Department’s chronological age (a) require-
ments for admission but who,in fact, are not ready to

benefit adequately from formal schooling.

Bell and Aftanas (1972:659-667) estimate that the use of
chronological age as the sole criterion for entry into
first grade has resulted in the failure of 25% to 30% of
c%ildren'to achieve "the solid foundation skills necessary

for their subsequent education".

(a) '"No child may be admitted to school earlier than the
year in which he attains the age of six years. A
child who turns six years before 1 July during any
year may be admitted to school only during January and

" February of that year. A child turning six on or
after 1 July may be admitted to school only during

January or February of the following year" (Department
of Indian Affairs, 1966).



In a study of a group of white children who attended school
for the first time in the Durban and Pietermaritzburg
areas, Coetzee (1969:23) found that 20% of them were not
ready for Class i. Among black children in Soweto, Gordon
(1986:70) féund that an even higher proportion (30%) were
not ready for school. In Germany, Huth (Garbers, 1979:48)
discovered that of the children of various ages he tested,
only 10% of the six-year olds, 40% of the six-and-a-half-
year olds and 90% of the seven-year-olds were ready for

school.

Although these various researchers used different tests,
different readiness criteria and different samples- thereby
making direct comparisons of statistics difficult - it is
nevertheless clear that a disturbingly high percentage of
children are not ready to benefit optimally from formal

instruction in Class i.

The problem of school readiness is now viewed with such
cgncern that professionals in other disciplines such as
medicine and psychology feel obliged to offer their exper-

tise in trying to find answers to vexing questions.



Many educators believe that deficits arising from the
initial stages of children’s scholastic careers are cumula-
tive (Deutsch,1965:78-88). If this is correct, the need
for reducing the numbers of non-schoolready pupils in Class

i becomes even more urgent.

From the teacher’s point of view, the present system of
having to teach several groups of children progressing at
different rates within the same classroom is not satisfac-
tory. KXrech et al. (1969:64) estimate that when a first-
grade teacher meets her class of children, all about six
years of age chronologically, she is in fact confronted
with a group of pupils who differ in readiness from ages
three to eleven. Yet they are all made to sit in the same
room, are given essentialiy the same books and materials to
use, and are expected to follow the same type of
curriculum. In such an educationdl system '"school is
established:the child must fit the establishment" (Cooper,
1966:1817). This type of set-up is too rigid. The school
s%¥stem should be flexible enough to absorb each child in an
educationally sound manner. For this, the child’s stage of
development should be diagnosed and instruction should then

be designed to harmonise with his own level of readiness.



Confronting a child who is not yet ready for school with
tasks that are far beyond his capabilities could lead to
resistant behaviour as a result of lack of interest and

failure to succeed (Frandsen, 1967:119).

On the other hand, care must be taken to guard against
keeping learning experiences away from the child who has
already attained the necessary level of maturation
(Hurlock, op.cit.: 17; Edwards, 1968:69). Waiting too long
might cause the child’s interest to wane to such an extent
that he would be unwilling to put forth the effort needed
later for successful learning. The tLacher's task, there-
fore, becomes one of presenting each individual child with
what for him are the right experiencés at the right time.
The problems she sets him must be of such a nature that

they '"tempt him into the next stages of development"

(Brunner, op.cit.: 39).

The findings from long-term follow-up studies of such
igtervention programmes as Head Start and the Perry Pre-
.school Project indicate that quality programmes offered to
four-and five-year-olds have a strong potential for
mitigating a variety of later academic, health, and social
problems (Feeney, Christensen and Moravcik, 1987:28).
Pupils who have been in early educational programmes have

higher achievement scores in elementary schools, are less



likely to be classified as needing special education, have
higher rates of school completion,and have lower pregnancy
and crime rates than otherwise would be predicted for them
(Sprinthall and Sprinthall, 1987:81). Such findings build
a strong case for the cost effectiveness of ensuring that
as large a proportion as possible] of children seeking
admission to Class i should be ready tg benefit immediately
from formal education. For a small initial investment,
society can reap enormous and recurring dividends in later

years.

1.2 THE NATURE AND DEFINITION OF SCHOOL READINESS

School readiness is defined by Grove and Hauptfleisch
(1981:3) as a stage in a child’s development at which he
learns easily and effectively and without emotional or
other disturbances. Brenner (1962:20) expresses a similar
idea when he reférs to readiness as a stage of all-round
development - physical, mental, emotional and social - at
WQ}Ch a child can fulfil the demands of the school without
'undue difficulty. From the definitions given above, it is
clear that school readiness is complex in nature and is the
product of factors associated with maturation, development,
and environment. The factors relating to the environment
are more amenable to change or modification and will be the

focus of the present study.



|
Some of the more important characteriétics of a schoolready
child, listed by various writers (Grové and Hauptfleisch,

1981; Robinson and Robinson, 1968; Garbers, 1979) may be

summarised as follows:

(a) He has good powers of linguistic comprehension and
expression.

(b) He is able to concentrate on a task for a reasonable
period of time.

(c) He is interested in formal and systematic learning.

(d) His physical development enables him to cope with the
strains and demands of school.

(e) He is ready to accept and complete a task inde-
pendently as well as to work with a group.

(f) He has the intellectual capacity appropriate to his
age level to solve problems, to group symbols meaning-
fully, to remember instructions and to carry them out
in a specified sequence.

Besides the concept of school readiness, four other terms

which figure prominently in this study need to be defined.

182 .1 Schoolready children (SR) comprise those pupils

who gained a score of 22 points and above on the School
Readiness Test B. Details pertaining to this test are

given in Chapter Three.



1.2.2 Non-Schoolready children (N-SR) are those pupils

who scored 21 points and below on the School Readiness

Test B.

1.2.3 Preschoolers (PS) are those children who had had

a year’s preschool experience prior to their entry into

Class 1i.

1.2.4 Non-Preschoolers (N-PS) are those children who

had had no preschool experience prior to their entry into

Class 1i.

1.3 AIMS OF THE PRESENT INVESTIGATION

Considered against the background that has been given
above, the aims of the present study may be stated as fol-

lows:

1.3.1 to identify those elements in a child’s home
bgckground that assist him to become schoolready; con-
versely, to identify those elements in a child’s home back-
ground that militate against his becoming schoolready.

Information relating to this aspect |will be obtained by

means of an interview schedule. ?



1.3.2 to obtain some measure of each parent’s position
on a set of items relating to child rearing. Broadly,
these items can be arranged in terms of a basic
psychological dimension of authoritarianism/permissiveness.
Information relating to this aspect will be obtained by

means of Parental Attitude Questionnaire.

1.3.3 to determine whether significant differences
exist in the cognitive development of schoolready and
non—séhoolready children.

Information relating to this aspect will be obtained by

means of the Raven’s Coloured Progressive Matrices.

1.3.4 to determine whether significant differences
exist in the linguistic areas of schoolready and non-
schoolready children.

Information relating to this aspect: will be obtained by

¢

means of the Peabody Picture Vocabulary Test.

1%3.5 to determine whether children, initially clas-
sified as "non-schoolready" become "schoolready", six
months later, i.e. after they have spent six months in the
formal classroom situation - thereby giving them additional

time in which to mature physically and develop experien-

tially.



1.4 RESEARCH PROBLEMS TO BE INVESTIGATED

Flowing out of the above-mentioned aims, the study was

designed to provide answers to the following questions:

1.4.1 Are there significant differences in the
i

material, cultural and psychological &ariables relating to

the homes of children who are ready for school compared to

those who are not?

If so, what is the nature of these differences and how do

they operate to the child’s advantage or disadvantage?

1.4.2 Are there significant differences in the

responses of:

(a) the mothers of schoolready and non-schoolready
children on the psychological dimension authoritarian/
permissiveness?

(b) the fathers of schoolready and non-schoolready child-
ren on the same dimension?

&

1.4.3 Is there a significant difference in the levels
of cognitive development of schoolready and non-schoolready

children?



1.4.4 Is there a significant difference in the levels
of linguistic development of schoolready and non-

schoolready children?

1.4.5 Is an additional period of six months sufficient
time for non-schoolready six-year-olds to progress, matura-
tionally and experientially, to a state of readiness for

formal learning?

1.5 ' DESIGN OF THE STUDY

In order to obtain answers to the gquestions posed above,
two sets of children and their families were compared on
several variables related to school readiness. These vari-
ables were identified through several sources such as a
study of the literature, the researcher’s own observations

and the observations of informed colleagues.

One group was schoolready and the other was not. These
cﬁﬁldren and their families were compared and contrasted
with the aim of identifying distinguishing features of each
group which may have contributed to the first group becom-
ing ready for formal instruction and the second one fail-

ing to do so.



The rationale underlying the design of this study may be
stated as follows: if those factors which promote and/or
retard readiness for school can be identified, appropriate
steps can be taken to provide preschool children with those
experiences which would bring them to a stage where they
would be better prepared to benefit from formal instruction

than is the case at present.

Suggestions are offered in Chapter Six about what can be
done at various levels to reduce the number of non-
schoolready children who seek admission to Class i. This
is an important way in which the wastage of human potential
can be minimised. Steps taken in these early formative
years could have benefits not only for the individual’s own
productivity level but also for the wider community and the

nation.

The investigator is particularly well qﬁalified to conduct

this study since she has been a junior primary teacher for
fAfteen years and has served o‘ several education

committees responsible for planning pﬁe—primary education.

'

Hopefully this investigation will provide useful guidelines
when further educational provisions for young childreh are
planned. It should enable the administrator to determine

the effects of the existing system and to develop a greater
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awareness of those areas and policies which call for
change. It is also expected that the study will provide

future researchers with pointers for further investigation.

A survey of the literature relevant to the present study

will be discussed in the next chapter.
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CHAPTER TWO

LITERATURE SURVEY

FACTORS RELATING TO SCHOOL READINESS

As pointed éut in Chapter One, whether a particular child
is schoolready or not depends on the extent to which he
fulfils certain developmental criteria - physical, socio-
emotional, cognitive and linguistic.' In turn, the extent
to which these aspects have developed depends largely on
the interaction between his biological potential and the
conditions he has experienced in his preschool years. A
survey of the literature indicates that two environmental
conditions which have a particularly important bearing on
school readiness are home background factors (including

parental attitudes and socio-economic status) and preschool

experience.

The literature survey which follows will be organised
around these two important areas.
)

2.1 HOME BACKGROUND _FACTORS

It has always been obvious to many teachers in poor com-
munities that children who come to school inadequately

clothed, poorly fed and tired find it difficult to keep

abreast of their fellow-pupils in their learning.

13



Apart from these direct effects of poverty on children,
there is an important indirect effect where the mother is
compelled for financial reasons to segk employment, to the
detriment of the children. The wholi question of mothers
who work outside the home is a compleg one, and often tends
to be debated emotionally rather than:rationally. In some
cases the benefits to the children may outweigh the draw-
backs but in other cases the reverse may be true. It is
generally agreed, however, that child-neglect can arise
from the preoccupation of the mother with other respon-
sibilities; and, where this happens, there may be serious

educational repercussions (Nye and Berardo: 1973:281).

The importance of the home as a factor influencing school
learning is emphasised by studies such as the Manchester
Survey. Wiseman (1967) reporting on this survey, which set
out to investigate the relationship between the educational
attainment of primary school children and environmental
factors, summarized the results as follows: 'The most im-
,pggtant of our findings, perhaps, is the demonstration that
the major forces associated with educational attainment are
to be found within the home circumstances of the children.
These home variables have, pro rata, nearly twice the

weight of neighbourhood and school variables put together"

(Campbell, 1971:85).
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During early childhood, changes in the physical-motor area
involve rapid development of gross and fine motor skills
and the emergence of body image and body awareness. The
development of cognitive concepts in regard to size, shape,
time, and number is related to the child’s egocentric view
of the world. Language ability also improves rapidly, and
by the time children are ready for school they can under-
stand and use it quite well. Autonomy and initiative are
characteristic of the social-emotional area in early
childhood. The socialization process takes place in the
home and the school. 1In this area play, moral development

and sex typing are important components.

For convenience and clarity, studies relating to home back-
ground factors will be reviewed under several sub-headings.
In practice, however, these factors are interrelated and

they interact to shape the child’s development.
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2.1.1 Self Concept

The child initially builds his concept of himself and makes
his self-evaluation on the basis of reflected appraisals
from his parents who, in the early years, are the main
"significant others" in his world. Parental reactions to
his attempts at the developmental tasks of infancy and
early childhood determine whether he sees himself as
capable and successful, or incapable and clumsy. He brings
these self-judgements to the new tasks set up by the school
and, accordingly, either faces up to the demands of the
school with confidence or assumes a doubtful, hesitant role

as a learner (Campbell, 1971:87).

|
|

The child who,‘in the home, is 1oveé for himself and ac-
cepted as he is, generally has a secure foundation on which
to build. He also handles his encounters with his peer
groups and teachers with a good deal of confidence. On the
other hand a child who, through parental rejection or
»od@rprotection, has had to strive for recognition will
probably have less relaxed relationships in new social
situations, and this may well have adverse consequences on
his school performance (Levy, 1943:70). Shirley
(1942:210-217) draws attention to the importance of the in-
fluence of the home on the child’s security in the follow-

ing way: "A secure and wholesomely loved child goes forth
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to meet new experiences in a spirit of adventure and comes
out triumphant in his encounters with new places, new
materials, and new friends, young and old. A child that is
oversheltered and underloved goes forth from home with mis-
givings and doubts, and gives an impression of inadequacy
and immaturity in his encounter with new experiences that
makes him unwelcome either in the society of adults or

children'. (Campbell, 1971:87).

Research over a long period has demoﬁstrated that there is
a significant relationship between a éhild's concept of his
own ability and his level of school achievement. One typi-
cal study is that of Brookover, Thomas and Patterson (1964:
271-278). 1In a study of 1050 seventh-grade students these
researchers found a significant and positive relationship
between self concept and performance in the academic world.
This relationship was substantial even when measured IQ was

controlled.

2%1.2 Permissiveness and Restrictiveness

These dimensions of mother-child interaction have been
widely studied in relation to behaviours among children.
Few researchers have directly traced the causal chain from
maternal restrictiveness/permissiveness through child

characteristics to performances in school. However, many
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of the characteristics which are asso%iated with the degree
of strictness of parental control afe likely to be sig-
nificant in affecting the child’s relations with his peers
and teachers and the way he attacks problems, and hence the

efficiency of his school learning.

Earlier researchers distinguished between authoritarian and
democratic parental control of children and studied charac-
teristics of children in the two types of homes. Baumrind
(1966:887—907) distinguished three types of control: per-
missive (where the child is allowed to regulate his own ac-
tivities as much as possible); authoritarian (where puni-
tive measures are used to enforce correct conduct); and
authoritative (where there is firm control but also where
independent choices and disciplined conformity are valued).
She concluded: '"The body of findings on the effects of:
disciplinary practices as reviewed and interpreted here
give provisional support to the position that authoritative
control can achieve responsible conformity with group stan-
dé&ds without 1loss of individual autonomy or self-
assertiveness”. It seems likely that school learning would

be fostered when both parents and teachers exert authorita-

tive control.
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Watson (1957: 227-249) made an intensive study of the ef-
fects of strictness and permissiveness of parental control
on boys aged five to twelve years. All the homes in his
sample were ''good", but whereas in one group there was
strict discipline, in the other there prevailed a con-
siderable degree of permissiveness. He found differences
between the two groups of boys especially with regard to
persistence. Boys from the strict homes were more inclined
towards being either unusually persistent or very easily
discodraged. The boys from the permissive homes displayed
more moderate persistence. Moreover, these boys maintained
"a better quality of intellectual activity under dif-
ficulty" than did the boys from the strict homes. Watson
also found that a greater freedom for the child was
associated with more initiative and independence, better
socialization and co-operation, less inner hostility and
more friendly feelings towards others and a higher level
of spontaneity, originality and creativity. Once again,
one would expect characteristics such as these to play a
g&gnificant part in a child’s adjustment to the learning

situation, to teachers and to peers.
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2.1.3 Achievement Motivation

The home plays a vital role in arousing and sustaining
motivation for school learning. Within the home is created
an intellectual climate which, at the one extreme, fosters
favourable attitudes to school, develops in children a com-
mitment to striving and learning and leads to a high value
being placed on school success; at the other extreme,
school learning is held in low or negative regard and there
is an absence of parental reinforcement for the academic

endeavours of the child.

Douglas (1964: 67-68) in his study of 5 362 children from
various types of homes found that parental encouragement
had an important influence on school achievement. Children

who have parents who are ambitious for their academic

. . . C .
success pursue their studies with greater vigour and con-

centration.

Agalysis of the data of the 1964 National Survey of Paren-
tal Attitudes and Circumstances Related to School and Pupil
Characteristics (Plowden Report) also provides evidence on
the importance of the home in shaping the child’s attitude
to and success in school: "Before the inquiry, it was,
plain, as a matter of common-sense and common observation,

that parental encouragement and support could take the
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child 'some way'. What the inquiry has shown is that 'some
way' can reasonably be interpreted as 'a long way' and that
the variation in parental encouragement and support has
much greater effect (on school progress) than either the
variation in home circumstances or the variation in
schools" (Campbell, 1971:89). The survey also showed that
the relative importance of parental attitudes increases as
children grow older.

The Manchester Survey of ten-year old|children also em-
phasizes the importance of the intelLectual climate of the
home. According to Wiseman (1967) what matters is the de-
gree of literacy within the home and the attitude of
parents towards books and towards school. These charac-
teristics are seen as more important than mere membership
of a particular social class, and notes that there are many
"good" homes in the working class and many "bad" homes in

the middle class.

ﬁgsimilar view on the important role of the home is found
in American research literature. Dave (1963), for in-
stance, has identified the following home variables as
being important to educational achievement: achievement

drive, language models in the home, academic guidance,
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encouragement to explore various éspects of the larger
environment, the intellectual interests and activities of

the home and the work habits emphasised in the home.

Measurement of these variables led to the determination of
an overall index of the home environment, and the correla-
tion between this index and the children’s total score on

an achievement battery was + .80.

From the discussion thus far it is clear that the degree
of encouragement parents offer their children in school-
related activities are a reflection of the value they them-
selves place on education and the level of aspirations for

their offspring.

2.1.4 The "Cultural Deprivation" Concept

In the USA during the 1960s a widely accepted explanation
for the school failure of disadvantaged children was em-
B®died in the concept of ’cultural deprivation’. Adherents
of this view maintained that low achievement could be at-
tributed to early environmental experiences and different
child-rearing practices which resulted in cognitive and
linguistic deficits (Krugman, 1956; Wrightstone, 1958 and
Brooks, 1966). Education was seen as a means of countering

these deficits, thereby improving the conditions and life
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chances of poor people and ethnic minority groups.
Culturally-deprived children were considered to come from
homes which were materially and intellectually inadequate.
Psychologists such as Hunt (1964) went so far as to state
that the "difference between the culturally deprived and
the culturally privileged is, for children, analogous to
the difference between cage-reared and pet-reared rats and

dogs" (Mortimore and Blackstone, 1982:43).

In the course of elaborating on his views, Hunt states that
life in an overcrowded home may have stimulating effects
during the child’s first year (with more faces peering and
more things happening), but that it can become very damag-
ing in the second and subsequent years (Campbell, 1971:97).
The reason for this lies in the fact jhat the activities in
which the growing child must indulge For the development of
his own interests and skills (such as throwing thingé
around and developing his own means of locomotion) will in-
evitably be curbed in a crowded setting. As a result he
w411l fail to have the optimum environmental encounters he
needs to develop at an appropriate rate. From his third
year onwards, says Hunt, the child in an overcrowded situa-
tion may suffer further when his questioning is met by no
answer, by the wrong answer or by a rebuff. The cumulative
effects of such a child’s progressive retardation, by com-

parison with children brought up under less crowded condi-
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tions, may well bring about a position in which such
children, by the time they enter school, are several months
behind their contemporaries in their development (Watts,

1971:97).

Many others have also drawn attention to the central impor-
tance of experiential poverty arising from the inade-
quacies of parent-child verbal communication (Bereiter and
Englemann, 1966, Tizard and Rees, 1974 and Hunt, Kirk and
Lieberman, 1975). The Schools Council in England observed
that in disadvantaged homes 'verbal communication 1is
grossly limited in form and in content: conversation with
children, in the fullest sense of the word, is almost non-
existent'". Deutsch has pointed out that when a child fails
to secure helpful answers (or even any answers at all) to
questions put to parents, he tends to stop trying to
satisfy his curiosity by questioning adults and this could
limit his development both in and out of school. Deutsch

also draws attention to the fact that, partly for this
rgéson, the working class child may come to school without
the middle class child’s common base line of essential in-
formation, such as the difference between ''near" and "far",
"high" and "low'", etc. Summing up the matter Deutsch notes
that strong evidence can be presented to support the as-
sumption that it is the active verbal engagement of people

who surround him which has the most important influence on
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the child’s language development. These verbal engagements
depend a great deal on the family’s condition and style of

life.

Tizard et al., (1980) found that the quality of the adult-
child communication may be even more important than the
quantity. After testing 85 children in thirteen nurseries,
they found that in nurseries where the children’s language
development was highest, the staff spent much more time
communicating with the children rather than merely super-

vising them.

Deutsch (1964) stresses the importance of the preschool
vears as the most effective age at which to offer compen-
satory enrichment programmes. Some of these such as
"Operation Headstart", are aimed at helping preschool
children while others such as "Higher Horizons Program"
and '"Project Upward Bound", are aimed at children of older
age groups.

&

In Britain the concept of cultural deprivation was accepted
by the Plowden Committee (Mortimore and Blackstone,
1982:8). According to this Committee a child brought up in
a family which cannot provide security or sufficient emo-
tional or intellectual stimulation bften misses a sig-

i
nificant stage in his early social éevelopment. What he
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often lacks is the opportunity to develop intellectual in-
terests and this generally shows up in his poor command of
language. Deficits such as these undermine the disadvan-
taged child’s chances of educational achievement. The root
of these failings, according to the Plowden Committee
(1967) wusually lies in the lack of the following good
qualities: mother-child interactions during the formative
years, appropriate language skills and literary experiences
offered by parents, and parental interest in the child’s
education. Further evidence relating to these views will
be considered in the section that follows (Mortimore and
Blackstone, 1982:43). .

|

2.1.5 Family interactions which shape Intellectual and

Cogqnitive Development

The degree of contact a child has with his parents, the
quality of the language model they provide for him, and
their reinforcement of his speech activities are important
Vdgterminants of his language and cognitive development.
Children who have a high degree of contact with their
parents generally show better language development.
Research indicates that homes differ considerably in the
number of opportunities they offer for such contact. In
the "‘typical middle-class home, settings for verbal inter-

change are created and utilised. Conversation for example,
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is fostered at mealtimes and family discussions on topics
of interest are common. Rewards and punishments tend to be
verbal rather than physical. Stories are told and books

are read to children as part of the daily pattern of life.

By contrast, lower social class andiculturally deprived
children tend to live in much more iﬁpoverished verbal en-
vironments. Not surprisingly, therefore, they often dis-
play verbal and cognitive retardation. Deutsch (1965:78-
88) réports that in such homes there is a paucity of or-
ganized family activities and conversation. Milner
(1951:95-112), after carefully interviewing and studying
forty-two first-grade children who were identified as high
and low scorers on reading readiness tests, concluded that

high scorers had a much richer verbal environment than low

scorers.

Bloom (1964) in a classic book has analysed, sorted, and
sifted through a host of studies on intellectual growth.
Uging these as his basis he plots a negatively accelerated
growth curve for intellectual development - that is, with
increasing age, there is a decreasingly positive effect
from a beneficial environment. Three-year-old children, he
says, profit far more from enriching experiences than
seven- or eight-year-old children. Bloom argues that

beneficial early experience is very essential for cognitive
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growth. Almost two-thirds of an individual’s ultimate cog-
nitive ability is formed by the time he or she is six years
old. This is also the age when most children are just en-
tering school. By the time formal education begins, the
child’s potential for further intellectual development is
beginning to slow down. Earlier intervention is required,
especially among the disadvantaged groups. Experience has
its most profound effect very early in life, during the

period of most rapid growth.

Hunt (1964a: 83-91) in his investigations into intellectual
development, emphasises the role of parent-child verbal in-
teraction, particularly during the second and third years
of the child’s life. He believes that during these years
crowded home conditions which so often accompany poverty

hamper the child’s development. In this connection Hunt

writes as follows:

"Late in his second or early in his third year, after

& he has developed a number of pseudo-words and achieved
the ‘learning set’ that ’things have names’, the child
in a crowded, poverty-stricken family probably meets
another obstacle: his questions too seldom bring
suitable answers, and too often bring punishment that
inhibits further questioning'.

This leads to a reduction in question-asking activity, with

disadvantageous effects on later problem-solving activity.
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Hunt (1964b:209-248) emphasises throughout his writings the
significance of the early years of a child’s life for cog-
nitive development. He notes that before World War II it
was commonlyrbelieved that early experience was important
for emotional development and for the development of per-
sonality characteristics, but unimportant for the develop-
ment of the intellect. However, it now appears that early
experience may be even more important for the development
of perceptual and cognitive functions than it is for emo-
tional and temperamental ones (Campbell, 1971:97). It is
interesting to note that in Jensen’s view frequency of ver-
bal contact is not the major factor in cognitive develop-
ment. What is more important, he says are the language
habits that are being acquired and the kinds of functions
that language serves in the child’s home and experiences.
It is these factors that shape his intellectual development
and his ability for abstraction and conceptual learning.
Poor development of these abilities places a low ceiling on
educational attainment (Jensen, 1967:4-20).

4

The different language usages thaticharacterise upper-
middle and working classes are described in more specific
terms by Bernstein (1961: 288-314). He calls these the
"formal" (or elaborated) code and the "public" (or
restricted) code respectively. The "elaborated" code is

more impersonal and analytic and thus makes possible
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precise description and analysis of experiences and their
relationships; the restricted code on the other hand uses
more ungrammatical phrases and simple vocabulary, largely
supplemented by gestures, and is particularly adapted to

expressing emotions and personal relations.

Middle-class children, according to Bernstein, can under-
stand and use both codes, but their parents usually employ
formal language for explaining concepts, giving informa-
tion, SOlving problems, and showing the child what conduct
is acceptable or undesirable. For the most part, school
teachers follow the same approach. It is not surprising
therefore that lower-class childre% are handicapped in
intellectual and educational develoément and tend to be
confused and frgstrated at school because they are accus-
tomed to the restricted mode of discourse and are faced

with learning what is almost a new language.

The middle-class child, says Bernstein, is encouraged from
- his earliest years to plan and organize rationally; the
working class child lives more in the present and is often
subjected to arbitrary and inconsistent rewards and punish-
ments. In other words, the linguistic differences are not
merely intellectual; they are closely bound up with

differences in values, family living, and socialization. -
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More recently Bernstein and his colleagues (1971) have
greatly expanded this analysis and published an extensive
series of related researches. One that is relevant here is
the study by Bernstein and Young (1966: 15-23). They com-
pared the attitudes of middle and woFking—class mothers to
children’s toys. The former emphagised that toys help
children to find out about things, whereas the latter saw
them more as a means of keeping children occupied while
they themselves got on with their chores. A similar study
by Lewis (1976) found that, in reading stories to two- and
three-year-olds, middle-class mothers explained and dis-
cussed a story in greater detail than working-class mothers

and related it to the accompanying pictures.

On the basis of their observational studies of four-year-
olds, Hess and Shipman (1965: 869-886) draw attention to
the relative poverty of mother-child interactions and in-
struction in lower-class families. They contrast the cog-
nitive environment of the middle-class child, which focuses
dﬂ the intrinsic demands of the task, with that of disad-
vantaged children, whose behaviour is controlled more by
imperative commands. The middle-class mother helps the
child who is engaged on some problem-solving task to or-
ganize his or her approach by showing how language is used
as a mediator in planning. In this way she fashions the

information-processing skills that the child will need for
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intellectual and educational growth at school. The
working-class mother is probably at least as affectionate
to her young child as the middle-class mother, but she sees
no point in beginning to educate a child who, she believes,
is too young to benefit from such instruction. Deutsch
(1965: 78-88) is another writer who has noticed the lack of
reinforcement of cognitive and linguistic achievement of
disadvantaged children at home. He goes on so far as to
say that these children actually learn to be inattentive

by living in a noisy and disorganized environment.

Another finding that has implications for a child’s
preparedness for school has been made by Meichenbaum, Turk
and Rogers (1972: 27-50). They found that lower-class
children are more concerned with the '"here and now" and
are less prepared to accept delayea gratification. They
respond better to- concrete rewards than to abstract
reinforcers such as adult praise. These authors go on to
criticise most preschool programmes, ranging from Sesame
Séreet to Bereiter and Englemann’s (1966) verbal bombard-
ment, on the grounds that they do little to integrate ver-
balization with action. For example, Sesame Street, they
claim, does not encourage the internal manipulation of ex-
perience through language nor does it teach children to

reflect on situations and produce organized, adaptive

responses.
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From the foregoing it appears that there is general'agree—
ment that, by and large, lower- and middle-class children
differ with regard to attention span, language ability, and
motivation. These qualities appear to be significantly as-
sociated with the interaction between the baby and his
mother. The frequency with which she talks to the infant,
how often and how consistently she rewards his accomplish-
ments, how much and how she plays with him, all appear to
contribute, directly and indirectly, to the extent of his

motivation and readiness for school.
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2.2 PRESCHOOL EXPERIENCE

Since the end of World War II there has been a rapidly growing
interest in the needs of children whose school progress and life
changes are adversely affected by social handicaps such as
poverty, a broken or incomplete home and a background offering

little stimulation.

In the post-war period a number of factors.combined to make the
need for preschool education an urgent one, including an in-
creased value which society placed on educational achievement,
the wastage of talent arising from the inability of numerous
children to take advantage of their educational opportunities,
and a growing dissatisfaction with the school system (Chazan,
1973 : 1-2). i

E
The compensatory programmes in the USA have been attempting to
make up for those environmental deficits, which retard and limit
educational progress (Smiley, 1967). These programmes have in-
¢lﬁﬂed measures to alleviate poverty, the provision of extra
medical facilities, the rehousing of families, the building of
new schools, changing teaching approaches, devising new educa-
tional materials and techniques, increasing the impact of educa-
tional technology, extending children’s experience and estab-

lishing projects to involve parents and the community.
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2.2.1 Approaches to Early Childhood Education

There are several approaches to early childhood education and
these differ in philosophy and procedure (Roopnarine and Johnson,
1987: 15-24). Some of the more basic approaches are considered

below.

2.2.1.1 The Philosophical or Moral Approach

This framework views early childhood education as an extension of
the parental function of <child rearing. Its purpose is to so-
cialize and prepare children to fit into society. An early ad-

vocate of this view was Froebel, who pi?neered the first kinder-
garten in Germany. |

2.2.1.2 The Developmental or Normative Approach

This approach focuses upon the sequential stages of growth in
children . Teachers and parents are urged to wait until the
child reaches the appropriate developmental stages before trying
to teach certain tasks. The proponents of this view argue that
most preschoolers are not developmentally ready for formal read-

ing instruction (Ames 1968: 39-76).
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2.2.1.3 The Psychoanalytic Approach

This view of the young child is based?on the theories of Freud
and his followers, including Erikson. The approach assumes that
human personality unfolds through the development and satisfac-
tion of stages of psychosocial behaviour. Fixations at an early
stage can thwart or distort development in the child and create
problems. Therefore every effort should be made to help the

child pass through the various stages in as healthy a manner as

possible.

2.2.1.4 The Compensatory Education Approach

According to this approach there are crucial inadequacies in the



2.2.1.3 The Psychoanalytic Approach

This view of the young child is based on the theories of Freud
and his followers, including Erikson. The approach assumes that
human personality unfolds through the development and satisfac-
tion of stages of psychosocial behaviour. Fixations at an early
stage can thwart or distort development in the child and create
problems. Therefore every effort should be made to help the
child pass through the various stages in as healthy a manner as

possible.

2.2.1.4 The Compensatory Education Approach

According to this approach there are crucial inadequacies in the
family or the environment in which certain children live. Formal
training is needed to help such children compensate for these
deficits in their background. An early advocate of compensatory
education was Macmillan who began the first nursery school in
Engéfnd in 1919. The "Head Start" programme in the USA was based

upon the compensatory education approach.

2.2.1.5 The Behavioural Approach

Behavioural psychologists take the view that a child’s environ-
ment can be planned and arranged to bring about predetermined

forms of desirable behaviour in children. Skinner is a pioneer
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of the behavioural approach to learning. Reinforcements,
rewards, careful counting of observable behavioury and the
baseline measurement of skills to be learned are all important to
this approaéh.‘ The early childhood programme developed by

Bereiter and Engelmann is based upon this style of education.

2.2.1.6 The Cognitive Psycholoqy Approach

This is a relatively recent approach. It concentrates on the
child’s maturing thinking abilities and the changing ways ir
which he views and understands the world about him. Piaget’s
theories and ideas of the intellectual development of childrer
are widely used in designing early childhood curricula and in-
struction. A basic assumption of this approach is that environ-
ment and instruction can greatly influence a child’s ability anc

enhance his chances of school success.

Early childhood education is still a comparatively new field of
sudy. As knowledge about the development of young children in-
creases, many educational advances in early childhood educatior

can be expected.

2.2.2 Related Research

In the 1930’s child psychologists speht great amounts of effort
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trying to discover the relative contributions of heredity and
environment to a child’s intellectual development (Medinnus and
Johnson, 1969: 434). One aspect of this controversy was the ef-

fect of nursery school experience.

The general conclusion appeared to be that while an enriched
nursery school environment could significantly benefit children
from deprived or impoverished backgrounds, doubt was expressed
about such benefits for children from homes already offering an
adequate amount of intellectual stimulation (Medinuus and
Johnson, 1969:434). It was also acknowledged that it would be
difficult to identify the specific fa?tors in the nursery school
environment that was responsible fo% reported benefits in the

cognitive area.

By the 1940’'s, interest had shiftéd from improving children’s
I0’s to the effect of nursery school experience on their social
and emotional adjustment. Studies found a number of personality
traits were more clearly noticeable in children with nursery
'school experience compared to those who did not have such ex-
perience. The former group seemed more spontaneous in behaviour
and showed more independence, initiative, self-reliance, and
curiosity than the control groups (Walsh, 1931: 72-73, Hattwick,

1936: 180-190, Van Alstyne and Hattwick, 1939: 43-72). Bonney
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and Nicholson (1958: 125-133) for instance, found that elementary



and Nicholson (1958: 125-133) for instance, found that elementary
school children who had had nursery school experience were more

popular with their peers. g

Proponents of nursery schooling claim.that the very nature of the
nursery school situation, in which relatively large numbers of
children interact under the supervision of one or two adults,
tends to encourage the development of independent behaviour. In
such a setting the child learns to fend for himself. In addi-
tion, a certain amount of social learning inevitably occurs from
participation in the group over a period of time. Some be-
haviours are discovered to be unacceptable to peers, whereas
other behaviours result in pleasant favourable responses and are

thus reinforced.

Nursery schools vary widely not only in goals and procedures but
also in the behavioural results they hope to achieve in children.
Teachers deserve special mention in this regard. The importance
of the teacher is reflected in an experimental study which
aﬁhlyzed the impact on nursery school children of two different
types of teacher-child relations (Thompson, 1944). 1In one group
the teacher was requested to develop a warm relationship with
each child and to stimulate the children’s activities by provid-
ing information and individual assistance. 1In the other group
contact between teacher and children was kept to a minimum and

the teacher participated in the children’s activities only when
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requested to do so. At the end of the school year it was found
that the children in the first group, in contrast to those in the
second, were more constructive in the face of possible failure.
Moreover, they showed a greater willingness to participate in

social activities and assumed leadership roles more frequently.
A brief description of some important preschool projects given in
the next section illustrate the philosophies, goals and proce-

dures of early learning centres.

2.2.3 Examples of Preschool Proijects

2.2.3.1 Project Headstart

The ’'Headstart’ programmes were designed to prepare disadvantaged
children to cope with later school life and to prevent develop-
mental deficits which would hamper their educational progress,
(McDill, McDill and Sprehe, 1969). These programmes were com-
prehensive and wide-ranging and stressed social and educational
_aé%ion, including language development and socialisation
(Passow, 1970). They combined day care with medical and dental
treatment and emphasised the child’s psychological development

and readiness for school (Chazan,‘1973:4L
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Project Headstart aimed specifically:

(a) to help the children to learn how to work and play in-
dependently in a school setting;

(b) to help them learn to live in a harmonious relationship with
other children;

(c) to provide the children with a variety of opportunities sc
that they could experience success in various types of
tasks; :

(d) to develop the children’s language skills;

(e) to develop the children’s curiosity;

(f) to strengthen the children’s physical skills and co-
ordination;

(g) to enable the children to express themselves through songs,
paintings and handicraft;

(h) to involve parents in the activities of the school and fielc¢
trips.

Puzzles, games, stories, books, music, art, and opportunities fo:

talking were some of the means used by Headstart to help cul-

turally deprived children.

&

2.2.3.2 The Smilansky Preschool Project

Smilansky and Smilansky (1967) offer several reasons why pre-
school education is important for children from disadvantage

areas. These include the following:
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(a) Rapid changes and growth occur in the preschool years.

(b) The preschool stage is the first period of development when
the child moves £from the shelter of the family system
towards experience and familiarity with new social sys-
tems. In this way the child becomes prepared for the set-
ting of the school.

(c) The gap between advantaged and disadvantaged children is
still relatively limited.

(d) The child is still relatively cdnfident and predisposed to
new experiences for he has thus far experienced little or no
failure.

(e) The parents are better prepared to support the intellectual
development of the preschool child.

(f£) It is important to lay proper foundations for the develop-
ment of positive mental abilities and attitudes since educa-
tion is a cumulative process.

(g) The child can still be introduced relatively easily to the
language and routine of the school.

In 1961 the Smilanskys themselves started a preschool programme

in Israel to remedy some of the disadvantages which low socio-

economic status children face when they enter primary school. Two

of the disadvantages, among others, which they identified in

their sample were the following:

(55 inadequate vocabulary and concepts with a consequent lack
of understanding of many things said to them;

(b) a general lack of readiness for the later school programme.

In their programme designed to compensate for these deficits the
Smilanskys aimed to develop the children’s powers of perception
(visual, auditory and sensory-motor co-ordination), their powers

of thinking of given developments in a story, arranging pictures
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in a logical sequence, developing vocabulary and linguistic
ability, improving and using general knowledge, teaching numeri-
cal concepts and concepts relating to place and direction (over,

under, beside, less, enough, etc.).

2.2.3.3 Preschool Proijects in Britain

Following on the recommendations of the Newsom and Blowden
reports, increased attention was given to designing more and
better programmes for educating the disadvantaged in Britain.
Preschool education was singled out as having great potential for
influencing the child’s future attitudes so that he could succeed
in the formal school situation. One programme designed by the
University College of Swansea developed screening techniques tc
select children in need of compensatory education. These tech-
niques were also used to locate those aspects of the environment
that were particularly debilitating to children’s progress. A
longitudinal infant school study was then conducted to counteract

t¥e negative effects of disadvantage.

Another well known British preschool programme was undertaken by
the National Foundation for Educational Research. This body
started a preschool programme for sixty disadvantaged children

between the ages of three and five years. The children were en-
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couraged to express themselves, develop their powers of listening
and observation, and develop a basis for reading, writing and

arithmetic. Parental involvement was also actively encouraged.

Evidence froﬁ the studies mentioned in this chapter demonstrates
that on the whole good preschool programmes have positive effects
on children, especially in the case of those who come from
impoverished home circumstances. In the present study the
researcher observed that many Indian parents in South Africa have
come to feel that a good nursery school or child development
centre is a "must" for their children because they believe that
what happens to a child’s personality and attitudes during the

preschool years is very important to later development.

In the light of this desire on the part of parents it is neces-
sary to examine what official preschool facilities exist for
Indian children in South Africa and to comment on their adequacy.
In the absence of sufficient official documentary information
relating to the organisation and operation of pre-primary school
‘ed%cation, the researcher had to rely largely on oral evidence.
She interviewed the Head of Pre-Primary Education Planning, House
of Delegates, Department of Education and Culture (Naidoo: 1990).
According to Naidoo (22 October 1990), The Department of In-
dian Education provides the followiﬂg services in the area of

pre-primary education:
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(a) Bridging module readiness-class services at certain
departmental schools.

(b) School premises to local community organizations for con-
ducting pre-primary classes.

(a) Bridging Module Readiness Classes

The Department has set up bridging module readiness classes at
certain schools (Naidoo: 1990), The children who attend are in
the five-year age range and will be entering Class i in the fol-

lowing year.

These classes provide an environment which stimulates children’s
physical, experiential and psychological development with the
ultimate aim of preparing them to cope more adequately with the

demands of the formal school situation.

In 1990, 155 bridging module classe% were in operation. Each
class has a maximum of 30 children %nd is under the control of
qualified teachers holding pre-primary education diplomas.

&
Even though it is officially acknowledged that more bridging
module readiness classes need to be established, this will not be

done in 1991 owing to limited funds (Naidoo, 1990).
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(b) Community Based Readiness Classes

In addition to the bridging module units of its own the Depart-
ment allows its premises to be used by local community organiza-
tions for the purpose of conducting school readiness classes for
five-year olds. These readiness classes are conducted from 12:30
to 14:30 in classrooms that have bee+ vacated by junior primary
pupils. Persons from the communityﬁ not necessarily qualified
teachers, conduct these classes. " The school principal and
his/her junior primary staff assist in a consultative and super-
visory capacity. In 1990 there were approximately 302 such

classes in operation

2.2.4 The quality of existing Pre-Primary Educational

Services for Indians

According to Human Sciences Research Council, the following are
some of the more important criteria that need to be considered
when assessing the quality of pre-primary educational services:
(;% percentage of trained staff

(b) quality of training

(c) physical provision including equipment

(d) quality and effectiveness of management and supervision

(Reilly and Hofmeyr, 1983: 75).
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|
Reilly and Hofmeyr used these criteria in their investigation
into the adequacy of existing pre-primary educational services
for Indian children in South Africa. Their findings are sum-

marized below.

(a) The number of trained preschool teachers was found to be
very low. Consequently, the authorities were compelled to
use teacher-aides and other untrained personnel in positions
for which they were inadequately qualified.

(b) Facilities and opportunities for trainee preschool teachers
were very limited.

(c) The physical provisions for conducting pre-primary classes
was generally unsatisfactory. Often o0ld warehouses,
garages, old school buildings, church and community halls
were used.

(d) The quality of management and supervision at many of the
preschools was of poor quality.

2.2.5 Conclusion

Singh (1987: 48-49) in her study of pre-primary education for
Indians made similar observations. In her view the following

shortcomings need to be rectified urgently:

(QQ inadequate funding

(b) a lack of attractive incentive schemes for training teachers

(c) a general lack of suitable classrooms

(d) a narrow conception of pre-primary education as if the
"academic'" aspect was the only important one.

A description of the design and other aspects by which data for

this study were gathered are presented in the next chapter.
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CHAPTER THREE

THE PRESENT JINVESTIGATION

3.1 THE NATURE OF THE PRESENT RESEARCH

Helmstadter (1970:83) classifies methods of research

along the following lines:

(a) Historical and case study approaches
(b) Descriptive approaches

(c) Experimental approaches

The present investigation falls into the second category.

More specifically, it is a causal-comparative study and

comprises the following steps:

(a) the translation of the problem into the specific
characteristics to be measured;

(b) choosing a test to measure the traits being studied;

(c) gathering data by administering the test;

(d) analysing the data by computing various descriptive

indices and by making appropriate comparisons among
4 groups.

The following is a paradigm for the causal-comparative

design used in the study:
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GROUPS X, INDEPENDENT VARIABLE Y, DEPENDENT

(not randomly (not manipulated by VARIABLE
assigned) investigator)
T
Schoolready High scores on
group schoolreadiness
test (x for
group)
Differing home
conditions
TNR
Non-School- Low scores on
ready group schoolreadiness
test (% for
group)

Fig.3.1 A PARADIGM OF THE RESEARCH USED IN THIS STUDY

l

3.2 METHODS OF DATA COLLECTION IN DESCRIPTIVE RESEARCH

A variety of methods may be used to collect data in
descriptive research. The particular instrument used
depends upon the nature of the problem. If the existing
instruments do not meet the researcher’s specific needs, he
mi¥ supplement them or even construct his own modified ver-
‘sion (Lovell and Lawson, 1970:32). 1In the present study
modified forms of two instruments - the Peabody Picture
Vocabulary Test and the Parental Attitude Inventory - were

used together with other data gathering tools.
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3.2.1 The Interview

The interview was an important medium through which infor-
mation for this project was obtained. Dave (1963) defines
an interview as "a structured conversafion with a purpose'.
The interview schedule provides the structure for the con-
versation, and collecting the data is the purpose. Though
it is a time-consuming and expensive approach, the
researcher chose the interview technique in preference to
the mail questionnaire since it has several important ad-
vantages. Parents, for instance, were requested to furnish
information on matters relating to their occupation, their
level of education, the material environment of their home
and their educational aspirations. It is unlikely that
many parents would have freely offered accurate information
on such matters if an impersonal technique like the mail

questionnaire were used.

O%her advantages of the interview technique included the

following:

(a) The interview situation permitted the establishment of
greater rapport. This made it possible for the
respondent to give more complete answers.

50



(b)

(c))

It provided the investigator with the opportunity of
observing and gathering valuable qualitative sup-
plementary data pertaining to the type of dwelling,
the presence of various possessions, parent-child in-
teraction and so forth.

The interviewer was able to note signs of evasiveness
and non-co-operation,not only through the respondent’s
verbal behaviour but also through his/her facial ex-
pressions, bodily movements and gestures.

A copy of the interview schedule that was used in this

study is included in Appendix A. The questions were

presented in the same order to each subject.

3.3

3.3.

SAMPLING AND SAMPLE SELECTION

1 Choice and Description of the Research Area

Geographically,Durban may be divided into the following

four broad areas:

(d)

The

and

The Northern Areas
The Western Areas
The Southern Areas

The Central Areas

present study was limited to twq districts - Phoenix

Effingham - both of which fall in;the Northern Area.
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The township of Phoenix lies twenty kilometres north of
Durban and was developed by the Durban City Council as a
housing scheme for masses of lower-income earners in the

Indian community.

Effingham Heights is about seven kilometres north of Durban
and has a significantly higher proportion of Indians who
have been able to afford building their own homes. Com-
pared to Phoenix, the Effingham homes are more spacious,
architecturally more sophisticated and are situated in more
congenial surroundings. The standard of living here is

visibly higher compared to that in Phoenix.

1

The ideal of drawing a large represengative sample from all
four areas was not possible owing to‘limitations of time,
money and fieldwork personnel. The pilot study had already
indicated that an average of two hours was required to test

each child.

TH% decision to site the study in Phoenix and Effingham had
four important advantages. Firstly, taken together, these
two districts contained a reasonable cross-section of the
children living in two contrasting types of socio-economic
environments. Secondly, both districts were within
reasonable travelling distance of the researcher’s home and

school. Thirdly, there were several primary schools in the
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area. Fourthly, the researcher was well acquainted.with

both areas since she lives and teaches in the neigh-

bourhood.
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3.3.2 Composition of the Samples

The selection of the samples for the present project was a

three-stage process involving:

Selection of Schools
Selection of Pupils

Selection of Families
3.3.2.1 Selection of Schools
In 1989, when the first group of pupils was tested, two
schools - one from Phoenix and one from Effingham - were
used. In 1990 the samples were drawn from two schools in

Phoenix and from three in Effingham.

TABLE 3.1

§ISTRIBUTION OF THE SAMPLE BY SCHOOLS (1989 AND 1990)

NAME OF SCHOOL 1989 1990 TOTAL
1. Effingham Heights 30 2 32
2. Redfern 30 10 40
3. Ferndale 10 10
4. St. Michaels 17 17
5. Avoca ' 1 1
TOTAL ' 60 40 100

54



3.3.2.2 Selection of Pupils

After the schools had been selected the researcher visited

the principal of each school to explain the aims and the

nature of the study.

Parents

were also contacted and

consent for their child’s participation in the project was

obtained. A copy of the letter that was sent to the

parents is included in Appendix B.

The distribution of the number of pupils in the sample ac-

cording to sex and age is given in Table 3.2 and Table 3.3

respectively.

TABLE 3.2

DISTRIBUTION OF SAMPLE ACCORDING TO SEX

GROUP BOYS GIRLS TOTALS
READY 21 21 42
NON-READY 30 28 58
TOTATL 51 49 100
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Though the research sample was not intentionally chosen to
ensure equality in number between the sexes, a good balance
between males and females was obtained. The breakdown

according to sex turned out to be 51% boys and 49% girls.

TABLE 3.3

DIFFERENCES BETWEEN MEAN AGES IN MONTHS OF
READY AND NON-READY CHILDREN

GROUP . N MEAN S.D. S.E.
READY BOYS 21 71.38 2.97 0.65
GIRLS 21 72.14 3.05 0.67

NON-READY BOYS 30 70.33 2.92 0.53
GIRLS 28 71.71 3.83 0.72

The boys in both groups were younger than the girls but the
differences were negligible. The table shows that although
the "ready'" girls were slightly older the sample as a whole

was homogeneous with respect to age.

4
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3.3.2.3 Selection of Families

A total of 100 parents participated in the study. Of these,
42 had children who were ready for school and 58 had
children who were not ready for school. As mentioned in
Chapter One, readiness was determined by pupils’ scores on

the School Readiness Test B.

3.3.3 The Sample

At the outset it was decided to excluQe from the sample any
child, who during the testing or befofe, showed evidence of
any handicap that may be responsible for his/her lack of
readiness for formal schooling.

A total sample of 166 pupils was chosen for the research.

A table of random numbers was used for this purpose

(Downie and Heath, 1970:328-329).

3.3.3.1 The Preschoolers
)

After parental consent had been obtained, preschoolers from
both areas were chosen using a random sampling procedure.
This group comprised pupils who were due to turn six years
of age before 1 July 1990. At the time of testing, these
children were pupils at a preschool and were due to be

placed in Class i in 1990. They had had approximately one
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year’s preschool experience. Eighty preschoolers were
tested on the School Readiness Test B. Thereafter, these
pupils were separated into two groups - a "ready'" group and

a "non-ready" group - each comprising . .thirty pupils.

|
|

3.3.3.2 The Non-Preschoolers

In order to choose the non—preséhoolers - i.e. those pupils
who had not attended a preschool and were due to enter
Class i in 1990 - the researcher had to wait until the 1990
Class i enrolments had taken place. She then visited the
schools participating in this study and, with the help of
the class teachers and principals, identified forty-seven
non-preschoolers. Of these, the forty required for this
project were chosen using a random sampling procedure.
These pupils were already six yearé of age or were due to
reach this age before 1 July 1990. These pupils were then
given School Readiness Test B to determine the extent of
their readiness. It was found that only twelve of the
f&rty non-preschoolers were ready for formal work. The en-
tire sample of one hundred pupils was then given the
Peabody Picture Vocabulary Test and the Raven’s Coloured

Progressive Matrices.

Next, the parents of these pupils were studied using an in-

terview schedule, and an attitude questionnaire.
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All the tests were conducted after school hours, over the

weekends, and during the summer and winter vacations.

3.4 INSTRUMENTS USED IN THE STUDY

The instruments used in this study comprised a test of
school readiness, a picture vocabulary test, a non-verbal
test of intelligence, a home interview schedule, a socio-

economic index and a parental attitude inventory.

3.4.1 The School Readiness Test B (SRTB)

According to Anastasi (1968:382-8) and Athmann and Glock
(1967:4) readiness tests are designed to determine how well
an individual will profit from some subsequent course of
instruction. These tests are of great value to a Class i
teacher as they determine to what extent the children in

her class are ready for formal instruction.

_Séhoolreadiness tests can be divided into two types:

(a) General Readiness Tests
These tests, determine readiness for 1learning by
measuring a number of different traits and skills
which contribute to success in school work (Hildreth
op.cit.: 69).
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(b) Specific Readiness Tests
These tests measure readiness for spec1f1c subjects
such as reading, number work and so on (Hildreth,

op.cit.: 69).
Both these types of tests are valuable although a Class i
teacher is generally more interested in overall readiness
factors. The School Readiness Test B falls into the
general category. It has six subtests. Scores on these
provide information on the areas in a particular child’s

profile which need to be strengthened.

The School Readiness Test B was used in this study because
it is an established test and is highly recommended by ex-
perienced junior primary teachers and administrators in
Indian schools. It covers a wide range of activities and
gives a reliable estimate of a child’s readiness for formal

instruction. The six subtests are briefly described below.

In SUBTEST 1 the child has to fit piﬁces of puzzles in a

way that matches the tester’s picture. To do this he needs
good visual analytic powers and the ability to carry out

or§]l instructions.

In _SUBTEST 2 the child is required to sort out various

geometric shapes and group them according to their common

properties. This tests the child’s ability to recognise

shapes.
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In SUBTEST 3 the child has to choose from a series of

pictures, two of which look alike. This tests his capacity

for inductive thinking.

In SUBTEST 4 the child has to choose the one object which

looks different from many others. He requires a capacity
for refined analytical perception tL gain a satisfactory

score on this test.

In SUBTEST 5 the child’s ability to understand spoken

language is assessed as well as his potential for carrying

out instructions.

In SUBTEST 6 the child’s ability to handle a pencil and his

eye-hand co-ordination are measured. He is requested to
complete one pattern within a circle and another within a
square. The pattern has to be as close to the outline as
possible. The child is also requested to use a pencil to
draw the pattern without turning the page.

L)

Instructions fdr the application of the test are set out in
an accompanying manual. Practice examples are provided to
enable the child to understand what is required of him. A

detailed scoring procedure is also provided.
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The total score for each subtest is as follows:

TEST 1 6
TEST 2 3
TEST 3 5
TEST 4 5
TEST 5 5
TEST 6 4
TOTAL 28
3.4.2 The Peabody Picture Vocabulary Test (PPVT)

Since the ability to communicate verbally is an important
requirement for satisfactory progress in school, it is
necessary to examine this aspect in any study of school-
readiness. The Peabody Picture Vocabulary Test (PPVT)
developed by Dunn (1965) was used in this investigation.
This test has two forms (Form A and Form B) and consists of
130 plates on each Qf which is a line drawing of increasing
.difficulty. Each page has four pictures which is shown to

the child and he is given the following instructions:

"I will call out a word. I want you to place your
finger on the picture of the word I have called out'.
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Since the PPVT was constructed for use with children in the
USA, it was necessary to modify it by '"cleansing" it of
certain concepts that were uniquely American, before it
could be used with children in this study. The changes

that were made are explained below.

(a) Firstly, only the first sixty plates were used since a
pilot study had shown that Six-year-old 1Indian
children generally gave incor#ect responses when
presented with plates beyond the first fifty. Many of
them began guessing wildly after this point. However,
in order to accommodate genuinely brighter pupils it
was decided to include the next ten plates and this
raised the number of plates used to sixty.

(b) Secondly, it was decided to make the stimulus words
from Form A the basic list of words for this study.
However, when it was found that a particular word from
Form A was likely to be out of the range of experience
of the Indian child, it was replaced by a correspond-
ing one from the alternate form (Form B) of the PPVT.
Sixteen such words were replaced in Form A.

Three sets of stimulus words, i.e. the two sets which
appear in the original test as well as the set used in
this study - can be found in Appendix C.

An important criticism of the PPVT type tests has been made

by Mittler (1971: 43-54). He notes that very young children

_oé&en point to the first picture that captures their atten-

tion, sometimes even without waiting for the examiner’s

stimulus word. A similar observation was made in this in-

vestigation during the pilot study, and, as a precaution,

it was decided to repeat questions, if necessary.
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3.4.3 The Non-Verbal Test of Intelligence (RCPM)

Raven's Coloured Progressive Matrices (Raven: 1947) was
prepared as 'a test of observation and clear thinking"
for children in the 5 to 11 age group and for intellec-

tually impaired or subnormal children.

This test is made up of several patterns, with parts
removed. The missing part is shown at the bottom of the
page among other figures of similar shape which do not
complete the pattern. The child is asked to indicate the
correct part. The problems are arranged in order of
increasing difficulty and this enables the child to gain
confidence initially. The scores are based on the total

number of matrices correctly completed.

3.4.4 Home Interview Schedule (HIS)

Information concerning the home background of the pupils
was obtained by means of a structured Home Interview
Schedule containing both open-ended and closed-type ques-
tions. The closed-type was used to obtain information
about home conditions relating to specific categories. The
open-ended questions were directed at bbtaining information

on circumstances unique to the individual and his/her

family.
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Specific questions were asked relating to the following

broad categories:

(a) Parent’s level of education

(b) Analysis of data pertaining to the home and 1living
Conditions of the Families

(c) Parent’s state of physical health

(d) Analysis of data pertaining to general cultural ex-
periences, educational motivations and parental
aspirations

(e) Data pertaining to the child

(f) The interviewer’s general impression of the family

Since the respondents were giving voluntarily of their
time, it was important to collect the data with a minimum
expenditure of time. At the outset it was made clear that
the interview was entirely voluntary and that all data
gathered would be treated as confidential. Every effort
was made to ensure that the stimulus oFfered was similar in
all cases but it was sometimes necessa}y to use explanatory
phg%ses or examples. Care was taken to establish good rap-
port with the parents so that information on sensitive
topics could be elicited. The researcher-interviewer was
also alert to possible defensive and evasive responses by
parents and to detecting the subtle signs of problem situa-

tions in the family. The interviews generally took place
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in a relaxed and informal atmosphere. This made it easy
for the respondents to provide the researcher with the in-

formation she required.

3.4.5 The Socio-Economic Index (SEI)

The sample in this study was categorised into upper and
lower socio-economic groups in order to find out whether
contrasting life styles and family circumstances have a
significant bearing on children’s reaFiness/lack of readi-
ness for school. Relevant to this pant is Woolfolk’s ob-
servation (1984:126) that many envifonmental factors in-
fluence individuals, some beginning before birth. Dif-
ferent experiences are available to people, depending on
income, status, cultural group, sex and education. In ad-
difion, every family creates a different environment for

its members.

Being labelled "lower class'" makes life more difficult.
‘People of higher status generally command a greater portion
of the group’s resources. Children of poverty see that
they cannot easily attain the advantages of their middle-
class peers. Others may respond to them in terms of class

rather than individual worth. Self-esteem may be affected
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adversely. Adjustment to school may be more difficult for
these children, since schools tend to value and expect the

behaviours more often taught in middle-class homes.

For the present study it was considered sufficient to take
the father’s occupation as an approximate indicator of a
child’s social class status. The classification was done
on the basis of the information furnished by the Central
Statistics Service, Standard Classification of Occupation,

Report No. 09-90-01 (1986) p.xxxi.

The occupation of the parents of the 100 preschoolers and
non-preschoolers in the sample was coded and classified
into two basic categories:

(a) highly skilled and skilled: Training for occupations
in this group required a level of education of at
least standard 7 or 8.

(b) semi-skilled and unskilled: Training for occupations
in this group required a 1level of education below
standard 7.

_Tgkle 3.4 shows the distribution of the sample in this

study on the basis of high SES and low SES classifications.
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TABLE 3.4

DISTRIBUTION OF SAMPLE BY SOCIO-ECONOMIC STATUS

SOCIAL CLASS DESCRIPTIONS OF NUMBER PERCENTAGE
CATEGORY SOCIAL CLASS
STRUCTURE
High SES Highly skilled 50 50%
Skilled
Low SES Semi-skilled 50 50%
Unskilled
TOTAL ‘ 100 100
3.4.6 The Parental Attitude Inventor PAI

The purpose of this instrument was to obtain a measure of
each parent’s position on a set of items relating to child
rearing. Broadly, these items can be arranged in terms of

bqfic psychological dimension of authoritarianism/permissi-

‘veness.

With regard to the rationale underlying the Parental
Attitude Questionnaire, West (1973) explains that ex-
cessively authoritarian parents are characterized by

rigidly disciplinarian attitudes and over-strict control.
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Such parents tend to produce children who are altogether
too passive, conventional and rule-bound whereas parents
with a more democratic approach produce children with

better-adjusted personalities.

To find out the extent to which West’s Cambridge Study
questionnaires were suitable for use with Indians, they
were used in their original forms in a pilot study with six
mothers and six fathers. These questionnaires are included

in Appéndices D and E.

The pilot study revealed that certain items were not
suitable for use with Indian parents and had to be either
excluded or modified. The following items were excluded

from the Mother’s Form.

11 "Mother knows best'", is still true today.
22 School dinners make a welcome break for mother.

27 Though he says he’s poorly at scﬁool time he should go
just the same.

.Tﬂ% following items were excluded from the Father’s Form:

22 The saying '"Children should be seen and not heard" is
just silly.

25 The discipline of the army is fine training for boys.

26 Children get more freedom nowdays, and a good thing
too.

The 'following eleven items on the Mother’s Form were
modified:

(The item number refers to the Original Form)
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12

13

Original: Parents should decide the sort of work their
children should do.

Modified: Parents should decide the kind of work their
children should do when they grow up.

Original: A mother needs to get right away from her
children sometimes.

Modified: It is good for a mother to get right away
from her children sometimes.

Original: Bedwetting cannot be cured by punishing the
child.

Modified: If a child wets his bed at night he can be
cured if you punish him.

Original: If a boy has got a bit of spirit he won’t
always do as you say.

Modified: If a boy has got a bit of '"guts" he won’t
always do as you say.

Original: It is not right to worry children at home
about their school lessons.

Modified: It is not right to worry children at home
about their school work.

Original: Too much mothering will make a boy a
"softie".

Modified: Too much mothering will make a boy a

"sissie".

Original: It doesn’t matter if boys get to know about
sex when they are little.

Modified: It doesn’t matter if boys get to know about

~sex when they are still small.

Original: No child is really bad if you take enough
trouble with him.
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14

19

24

Modified: No child is really bad if you take enough
trouble to bring him up properly.

Original: Keep boys down young and they won’t get into
trouble later.

Modified: If you keep boys down when they are young
they won’t get into trouble later.

Original: We needn’t expect our children to look after
us when we are old.

Modified: We shouldn’t expect our children to look
after us when we are old.

Ofiginal: There’s little thanks or pleasure in bring-
ing up children.

Modified: There’s 1little thanks in bringing up
children.

The following seven items in the Father’s Form were
modified:

10

Original: The 11 + exam in school is not fair to
children.

Modified: Exams in schools are not fair to many
children.

Original: It doesn’t matter if boys sit up a bit late
sometimes watching television.

Modified: It doesn’t matter if boys sit up late some-
times listening to the radio.

Original: Children should be able to leave school

before the age of 15.

Modified: There’s no harm in children leaving school

before they have reached Standard vi.
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15 Original: Flats and housing estates should all have
special playgrounds.

Modified: Flats and housihg schemes should have spe-
cial playgrounds.

217 Original: More public money should be spent on provid-
ing children’s playgrounds.
Modified: More of our rates and taxes should be spent
on providing children’s playgrounds.

28 Original: Boys grow up without spirit if they’re kept

down young.

Modified: Boys grow up without guts if they’re kept
down young.

30 Original: Children won’t work at school unless you
keep on at them.

Modified: Children won’t work at school unless you
keep checking on them.

The modified questionnaires - one for fathers and one for
mothers - each containing thirty statements were finally

drawn up. The parents were required to agree or disagree

w&th each of these statements. ]
|

It is reasonable to assume that an important link exists
between a pupil’s overall readiness for school and the

attitudes held by his/her parents towards child rearing.
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Most of these interviews were conducted after school hours,
over weekends and during the vacations. Very often it was
not possible to get both parents at home at the same time.
Generally, it was the father who was not available. In
such cases the forms were left at their homes for them to
complete. The researcher returned to collect the completed

forms. |

3.5 THE PILOT STUDIES

The main study was preceded by pilot studies in which tests
and questionnaires were pre-tested. The pilot study also
alerted the investigator to some of the problems she needed
to solve beforehand and enabled her to gain certain in-
sights and ideas which helped to improve the quality of the
main study. Information was gained about such procedural
matters as the best ways of approaching subjects and
recording responses. The pilot study also enables the
researcher to select, from several others, a readiness
- test, the School Readiness Test B (SRTB), that was most

suitable for her purpose.

The readiness test was first given to a sample of twelve
five-year-olds. It immediately became apparent to the
tester that these pupils were too young to understand what

was required of them. None of these five-year-olds ob-
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tained the twenty-two points which would have enabled them
to be classified as schoolready. The researcher therefore,
could not proceed further with this relatively young group

of children.

She was, therefore, forced to choose another pilot group
comprising older preschoolers. These six children who were
due to turn six years of age within a few months were given
the SRTB. Four of these children scored 22 points, one
scored 20, and another scored 19. These results indicated
that children of a similar age could be used in the main

study.

These six pupils who were given the school readiness test
were also tested on the RCPM and PPVT. These tests were
conducted individually. The examples were explained slowly
and thoroughly to give the pupils a sound understanding of
what was required of them in each test. The pupils reported
that of the three tests they did, they liked the PPVT most.
It proved valuable in establishing rapport. Shy pupils
. felt at ease when they were shown pictures. The PPVT began

at a very simple level and this gave the children con-

fidence.
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Oon the basis of these observations it was decided to ad-
minister the tests individually to each child in the fol-

-lowing order:

(a) SRTB
(b) PPVT
(c) RCPM

It became clear during the pilot study that certain precau-
tions had to be taken during the main study. These will

now be discussed.

3.6 CONTROL PRECAUTIONS

From the pilot study it became apbarént that the school was

the best place in which to test the pupils. Pupils tended
to respond better when placed in a m?re formal situation.
When pupils were tested at home tﬁey tended to behave
poorly and needed to be coaxed both b; the parents as well
.as the researcher. This prolonged the testing session.
Testing over the weekends and during holidays also proved
to be frustrating as visitors to the homes increased the

number of interfering '"spectators" who were present when

the children in the pilot study were being tested.

75



As a precaution against making'iﬁcorrect‘assessments the
researcher postponed testing a child whenever she felt that
disruptive elements were present at an unacceptably high

level.

All the tests were administered individually. Sample items
were often repeated to assist the child in understanding

the requirements. No time limits were placed.

3.7 THE TESTING PROGRAMME

As already indicated, the SRTB was administered first be-
cause it was the basic test and was used to divide pupils

'non-ready" ca[egories. It took an

into the "ready" and '

es per child to ad-

average time of about.fifteen minu
minister this test. The PPVT was administered second and
this took about ten minutes. The child then did the third
test, the RCPM. This took about ten minutes. An interval
of about five minutes was allowed between tests. The home
;;terview schedule took about twenty minutes to complete.

On an average it took about two hours to test each pupil

and interview his parents.

The number of days taken to visit the homes was in excess
of what had been estimated. There were several reasons for

the slow progress. The testing and the interviews could
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only be done after school hours. Sometimes it was very
difficult to find children at home during these times. On
several occasions the researcher had to return to a pupil’s
home three times before finally finding him/her at home.

The time needed for locating and moving from one home to

anothe; caused further delay.

H
!
{

After all the required data were collected, they were sum-

marised and analysed. The results are presented in Chap-

ters Fbur and Five.
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CHAPTER FOUR

RESULTS OF THE PRESENT%STUDY

HOME BACKGROUND FACTORS AND PARENTAL ATTITUDES

As indicated in Chapter One, the first aim of the study was
to identify those factors in the home background that as-
sisted children to become schoolready. Concomitantly, ele-
ments in the children’s home background that militated
against their becoming schoolready were also to be iden-
tified.

In keeping with this aim, the following questions were

posed:

Are there significant differences in the material,
cultural and psychological variables relating to the
homes of children who are ready for school compared to
those who are not? If so, what is the nature of these
differences and how do they operate to the child’s ad-
vantage or disadvantage?
S%?e of the variables which were examined included the
‘material environment of the home, family health, general
cultural experiences, educational motivation and the
aspirations parents had for their children. Information on

these aspects was obtained through the use of a structured

interview schedule.
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The second aim was to obtain some measure of each parent’s
position on a set of items relating to child rearing.
Broadly, these items can be arranged in terms of a basic

psychological dimension of authoritarianism/permissiveness.

Corresponding to this aim the following questions were
posed:

In so far as attitudes towards child rearing is concerned,
do significant differences exist between:

(a) the mothers of children who are schoolready and the
mothers of those who are not?

(b) the fathers of children who are schoolready and the
fathers of those who are not?

Information on this aspect was obtained by means of a

Parental Attitude Inventory.

The results pertaining to home background factors and
parental attitudes will be discussed in the present chap-

ter.
b . b s .
The data relating to the three other variables involved in

i
this study viz., the cognitive, linguistic and school

readiness variables, will be analysed in the next chapter.
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Brief notes on some of the more important statistical tech-
niques used for analysing the data in this report are
presented in Appendix J . NWA Statpak programmes (1986)

were used for computations.

An analysis of the results pertaining to Home Interview

Schedule and the Parental Attitude Inventory follows.

4.1 RESULTS PERTAINING TO HOME BACKGROUND FACTORS

4.1.1 Introduction

An examination of the items in the interview schedule shows
. |

that a number of them relate to the parents and the

children in the sample. The responses to these items are

analysed in the sections that follow.

Healthy parental concern in the preschool years plays an
important part in assisting.a young child to cultivate a
ﬁbsitive attitude to school. Several research studies show
that the influence of the mother is especially important

(Jubber, 1988:291, Chazan, 1973:142, Vernon, 1979:104).

In this study more mothers than fathers were interviewed in
both the ready and non-schoolready groups. This can be

seen from the data given in Table 4.1.
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TABLE 4.1

RELATIONSHIP OF INTERVIEWEE TO CHILD

GROUP MOTHER FATHER TOTAL
READY 36 (86%) 6 (14%) 42
NON-READY 50 (86%) 8 (14%) 58
TOTAL 86 14 100

The fact that very few fathers (14% in each group) availed
themselves for the interview ghould not be seen as being
due to a lack of interest on their part in their
children’s progress. It just happened that many fathers

were at work when the interviewer visited their home.

4.1.2 Parents’ Level of Education

The general educational atmosphere which prevails in the
hqme is likely to affect the attitudes of parents and their
‘children towards education. The educational level of the
parents is a useful indication of the educational climate
in which children are reared. According to Goodacre (1970:
106-107) parents with higher educational levels are more
like;y to inculcate positive attitudes in their children

towards education. She goes on to say that parents with
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little or no formal education often fail to understand the
school’s role in promoting children’s educational ex-

periences.

In another study, Fraser (1959:42) found a correlation of
0,49 between the parents’ educational rating and school
progress, and a correlation of 0,42 between the parents’
educational rating and children’s IQ. This indicates that
the parents’ level of education is related to the éhild’s
scholastic progress quite apart from the influence of in-
telligence. Fraser goes on to elaborate on this finding.
She explains that in a case of two children of equal in-
telligence, having parents of different educational levels,
the child with the better-educated parents is likely to
produce work of a higher standard in school. This may be
due to the fact that his parents are better placed to en-

courage him and help him whenever necessary.

The present study examined separately the educational
levels of mothers and fathers in relation to their

children’s level of schoolreadiness.

The level of education of the fathers of schoolready and

non-schoolready children in the sample is presented in

Table 4.2
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TABLE 4.2

FATHER’S LEVEL OF EDUCATION

GROUP NO SCHOOLING STD.7 AND TOTAL
TO STD.6 ABOVE
READY 9 (21%) 33 (79%) 42
NON-READY 22 (38%) 36 (62%) 58
TOTAL 31 69 100
X% = 10,72 af = 1 p < 0,05

Table 4.2 shows that there is a significant difference be-
tween the educational levels of the fathers of schoolready
and non-schoolready children. Only 62% of the fathers of
the non-schoolready children had an educational level of
matriculation or above compared to 79% of the fathers of

schoolready children. This difference is statistically
|

|

significant (x? = 10,72 df = 1). |

5 :
For most children, it is their mother who is the most im-
portant influence on their intellectual development in the
preschool and early school years. This pre-eminent role is
the result of the close and intense relationship which the
pattern of modern child-rearing encourages. The rise of

the nuclear family has increased the importance of the
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mother as a key determiner of early intellectual develop-
ment. Her intellectual attitudes and abilities as well as
her own stock of knowledge constitute the major ingredient
of the home as an informational environment for the young
child during its early years. It follows, therefore, that
children born to mothers who have the appropriate
cognition-enhancing attitudes, approaches and knowledge and
whose mothers are able to spend a good deal of time with
them, enjoy a distinct advantage over children who are not
so fortunate. |

|
One measure of the quality of a mother (or other primary
socialiiing agent) as a cognition-enhancing agent, is the
level and amount of formal education she herself has
received. Not only is much of the content of this poten-
tially useful to the child, but the knowledge and ex-
perience she possesses of formal learning and schooling is

also of value to him,

A Bnother’s occupation, whether still being pursued or not,
.is another variable which gives some indication of the
quality and quantity of school-relevant information she
has at her disposal and which she is able to transmit to
her child. It also gives some indication ‘of her own

occupational ambitions and those she might have for her

child.
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Her intellectual ability is yet another factor which
presumably plays an important part in helping her child to

become ready for school (Jubber, 1988:291).

Table 4.3 furnishes information on the level of education
of mothers of schoolready and non-schoolready children who
participated in this study.

TABLE 4.3

MOTHER'S LEVEL OF EDUCATION

GROUP NO SCHOOLING STD.7 AND TOTAL
TO STD.6 ABOVE
READY 10 (24%) 32 (76%) 42
NON-READY 28 (48%) 30 (52%) 58
TOTAL 38 62 100
2 _ -
. x? = 8.19 df = 1 p < 0,05

" Table 4.3 shows that 76% of the mothers of schoolready
children had educational levels of matriculation and above
as opposed to only 52% of the mothers of the non-
schoolready children. This shows that there is a sig-

nificant relationship between the mother’s level of educa-
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tion and the readiness variable. The children of better-
educated mothers are more likely to be ready for school

than the children of poorly-educated mothers.

Seen in overall terms, it is evident that parents with
higher levels of education provide their children with the
kind of training that equips them better to meet the educa-
tional demands of the school situation than do parénts

with lower levels of education.

Noteworthy also is the point made by Hunt (1973:103) that
lower educational 1levels lead to less well-paid jobs.
Children from these families are at an obvious disadvantage
since families with adequate financial resources are in a
much better position to maintain an adequate 1level of
functioning than economically deprived ones (Woolfolk,
McCune-Nicolich, 1984:122-123). |

.i
4.1.3 Analysis of data pertaining to the Home and

Living Conditions of the Families

Family income contributes to a child’s cognitive develop-
ment directly and indirectly. 1Its more direct effects re-
late to such things as the relationship between income and
nutrition; health; quality of school attended; preschool

education; the quality of the home as an information
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environment; the value attached to education,and the
ability of the family to supply the kinds of educational
support, equipment and experiences which foster school suc-

cess.

According to Chazan (1973:12) homelessness and bad housing
conditions play an important part in breaking up families
and causing ill-health and strain, with consequent adverse

effects on children’s progress and adjustment in school.

Douglas (1964:65) adds to this by pointing out that parents
who are unskilled workers generally have lower educational
qualifications, show little interest in their children’s
schoolwork, have larger families, and live in houses lack-

ing certain essential amenities.

It is against this background that it was decided to ex-
amine the relationship between children’s schoolreadiness

a%? the comfort that their homes provided.
The distribution of the main types of dwelling occupied by

the schoolready and non-schoolready pupils’ families in the

sample is given in Table 4.4.
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TABLE 4.4

TYPES OF DWELLING OCCUPIED

GROUP SINGLE DOUBLE OTHER TOTAI
COTTAGE STOREY
READY 12 (29%) 5 (12%) 25 (60%) 42
NON-READY 8 (14%) 9 (16%) || 41 (71%) 58
a
TOTAL 20 14 | 66 100

It will be noted that a higher percentage of the non-
schoolready children (71% vs 60%) lived in dwellings clas-
sified as "other'". This category includes outbuildings,
garages, basements and council homes, all of which have
restricted living space. This places children who are
reared in such homes at a disadvantage since, as Wedge and
Prosser (1976:25) point out, the child’s opportunity for
ingestigation and exploration is restricted and so is the

space for indoor activity and play.

At the other end of the scale more than twice the number of
schoolready children’s families 1lived in relatively
spacious single cottages (29% vs 14%).

N
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Although there is no statistically siénificant difference
between the two groups, inspection of Table 4.4 shows that
the non-schoolready children are somewhat worse off than

their schoolready counterparts.

Figure 4.1 gives a pictorial comparison of the distribution

of the types of dwelling of schoolready and non-schoolready

children.

80

60

40 / \\

. /\

g o : | | ] }
SINGLE DOUBLE OTHER
COTTAGE STOREY

FIG.4.1 GRAPH SHOWING THE TYPES OF DWELLING OF SCHOOL-
READY AND NON-SCHOOLREADY CHILDREN
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In order to establish whether the home had certain essen-
tial amenities, the parents were asked whether they had
electricity, cold running water, hot running water, radio,

television and telephone.

It was found that electricity and cold running water were
available in every child’s home in the sample. Since these
two items did not discriminate between the two groups of

children, they were omitted in the final analysis.

Table 4.5 shows the comparative availability of essential

amenities in the homes of the two groups of children.

TABLE 4.5

ESSENTIAL AMENITIES IN THE HOME

AMENITY READY NON-READY
Hot Water .32 (76%) 38 (66%)
¢, Radio 40 (95%) 47 (91%)
Television 40 (95%) 44 (76%)
Telephone 30 (71%) 42 (72%)

From the statistics given above a difference in the level
of material comfort between the homes of the two groups of

pupils will be noted. The pupils who are schoolready
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generally enjoy the convenience of various amenities to a
greater extent. For example, hot running water is available

to 76% of the schoolready pupils.

The child’s general development is also affected by the
availability of living space. Douglas (1964:64) showed that
overcrowding and the lack of space have adverse effects on
children’s test scores. 1In such homes children often have
to share their beds with other pers?ns. In the present
survey 95% of the non~schoolreadyAprils, as opposed to
88% of the schoolready pupils, shared their beds with other
members of the family. Although this difference is not
large, it does not reflect what transpired in the course of
the interviews, viz., that the non-ready children generally
had to share their beds with a greater number of people.
It should be noted that sharing a bed increases the
likelihood of disturbed sleep, cross-infection, and discom-
fort arising out of one child sharing the bed and wetting
himself. Disturbed sleep often causes fatigue and results
. in lack of concentration in school. The home visits also
revealed that in a significant number of these homes a
single room was useé concurrently as a kitchen, a dining
room and a bedroom. The full impact of the finding of the
material environment will only be appreciated when the

various aspects are seen in relationship to each other.
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Overall it is evident that schoolready pupils come £from
homes that enjoy more material comfort than do the non-

schoolready pupils.

4.1.4 Parents’ State of Physical Héalth

Physical illness in parents is another factor which can im-
pede children’s scholastic progress. Children, say Douglas
et al. (1968:72) are adversely affected by an atmosphere
made gloomy or morbid by chronic, mental or physical ill-

health in the parents.

In the present study, the interviewer, using a two point
scale, viz. ’good’ and ’'poor’, recorded each parent’s state

of health.

The distribution of the two sets of mothers and the two
sets of fathers by state of physical health are given in
Tables 4.6 and 4.7 respectively.

) TABLE 4.6

MOTHER’S STATE OF PHYSICAL HEALTH

GROUP GOOD POOR TOTAL
READY 39, (95%) 3 (7%) 42
.NON-READY 53 (91%) 5 (9%) 58
TOTAL 92 8 100
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An examination of the data in the table above reveals that
most of the mothers of both the schoolready and the non-
schoolready groups enjoyed good health. A slightly higher
percentage of the non-schoolready children’s mothers had
poor health as compared to the schoolready children’s
mothers (9% vs 7%). It is reasonable to expect that an
ailing mother will not be in a position to help her child

as well as a healthy mother can.
With respect to the father’s health, the schoolready
children once again had an advantage over their non-ready

peers (10% vs 12%)."

TABLE 4.7

FATHER’S STATE OF PHYSICAL HEALTH

GROUP GOOD POOR TOTAL

READY 38 (90%) 4 (10%) 42
. NON-READY 51 (88%) 7 (12%) 58

TOTAL 89 11 100
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4.1.5 Analysis of data pertaining to General Cultural

Experiences, Educational Motivation and Parental

Aspirations

The general cultural atmosphere which prevails in the home
is likely to affect the attitude of parents and children.
towards education. This variable can, to some extent, be
determined by the parents’ and children’s reading habits
and the time they spend listening to the radio and watching
television programmes. A favourable family environment is
one in which the parents value good reading habits, have a
positive attitude to education, and readily answer their

children’s questions.

The Bullock Report (1975) makes a strong plea for the ac-
tive interest of parents in their children’s preschool
learning, their language development, and their interaction
with books. Parents who read widely have a better
vocabulary and, presumably, assist their children in their
f%nguage development. An unfavourable family environment
on the other hand handicaps child%en’s preparation for
schooling. Deutsch (1963:163-179) foﬁnd that such children
often have poorer auditory and visual discrimination
powers. He points out that these deficits are not due to

physical defects of the eye, ear and brain but to inferior

habits of listening, seeing and thinking. Presumably, the
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family environment of these children did not teach them to
"pay attention" to what was being said around them or to
the visual scene. When these pupils attend school, their
school performance not surprisingly, is poorer than that of
children raised in an environment with higher cultural

standards.

Another criterion sometimes used to determine the cultural
level of a home is purchase of the daily newspaper. The
data concerning this aspect in the present study is given

in Table 4.8 below.

TABLE 4.8

PURCHASE OF DAILY NEWSPAPER

GROUP REGULARLY ] SOMETI&ES/NEVER TOTAL
READY 25 (60%) 17 (40%) 42
NON-READY 24 (41%) 34 (59%) - 58
()

TOTAL 49 51 100
X% = 23.42 df = 1 p < 0,05

Table 4.8 reveals that fewer parents of non-schoolready
pupils purchased a daily newspaper (41% vs 60%). This dif-

ference is significant (X% = 23,42 df = 1).
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The findings of the present study with regard to purchasing

the weekend paper are interesting. These are presented in

Table 4.9.
TABLE 4.9
PURCHASE OF WEEKEND PAPER
GROUP REGULARLY SOMETIMES /NEVER TOTAL
READY 32 (76%) 10 (24%) 42
NON-READY 44 (76%) 14 (24%) 58
TOTAL 76 24 | 100
x2 = 8,26 ac = 1 p < 0,05

Table 4.9 shows that an equal percentage of parents of both
groups of children purchased the weekend paper. This is
different from the finding relating to the purchase of
daily newspapers. Presumably, poorer families can only af-
_fgrd to purchase a single newspaper each week, and they

choose to buy the weekend one.

With respect to the purchase of books and magazines, only
22% of the parents of the non-schoolready group purchased
these as compared to 48% of the parents of the schoolready

children.
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This study also revealed that 76% of the schoolready pupils
as opposed to only 45% of the non-schoolready pupils pos-
sessed books of interest to them. This is a statistically
significant difference (x2 = 26,01, !df = 1). This sug-
gests that books as a means of broaéening one’s general
knowledge are more likely to be found among schoolready

children.

The frequency with which children look at books even before
they can read helps develop a child’s interest in books.
This is important for later reading. Table 4.10 shows the

frequency with which both the groups view books.

TABLE 4.10

FREQUENCY AT WHICH CHILDREN VIEW BOOKS

GROUP OFTEN OCCASSIONALLY TOTAL
' NEVER/HAS NONE

READY 33 (79%) 9 (21%) 42

NON-READY 24 (41%) 34 (59%) 58

TOTAL 57 43 100
x2 = 29,40 af = 1 p < 0,05
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A study of the figures show that almost twice the number of
schoolready children compared to the non-schoolready
children looked at books often (79% vs 41%). This dif-

ference is significant (Xz = 29,40 d4f = 1).

Educationists are unanimous about the importance of parents
reading regularly to their preschool children. This
promotes language development, stimulates cognitive
development and promotes a positive attitude to books and
reading (Lindberg and Swedlow, 1985:162-163). In a recent
study by Jubber (1988:296) this variable was shown to be
significantly correlated with school achievement. Data
pertaining to this variable in the present study is

reflected in the table below.

TABLE 4.11

FREQUENCY WITH WHICH STORIES ARE READ TO CHILDREN

GROUP YES NO TOTAL
&

READY 42 (100%) - 42
NON-READY 52 (90%) 6 (10%) 58
TOTAL 94 6 100
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Table 4711 illustrates ‘the frequency with which various
members of the family read to children from the schoolready

and non-schoolready groups.

TABLE 4.12

MEMBERS OF A FAMILY WHO READ TO A CHILD

MEMBER | READY NON- READY
MOTHER 33 (79%) 36 (62%)
FATHER 22 (52%) 24 (41%)
GRANDFATHER 6 (14%) 4 (7%)
SIBLING 25 (60%) 20 (34%)
OTHER 1 (2%) -

The overall percentages show that a larger proportion of
the schoolready children were told stories. This gives

j
them an important advantage over their non-ready peers.

The histogram below provides a pictorial representation of
the frequency with which different members are involved in

reading to the child.
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Television and radio play a significant role in providing
entertainment in Indian homes. It is not unreasonable to
suppose that such exposure'helps to supplement children’s

general knowledge and assists their language development.

A recent study by Neuman (1980:15-18) concerning the
relationship between children’s listening behaviour and
_t&levision viewing indicates that the association between
the two variables is more complex than is generally sup-
posed. He found that the total amount of television viewed
was not a significant factor in improving listening skills.
Television will only play a meaningful role if there is
discussion based on the programmes. From a linguistic

point of view,
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"the benefit of children watching television on their

own is not very great. Language learning requires

feedback and this is only possible in life. Televi-

sion produces speech and meaning by various kinds of

pictures, language and sound but television does not

listen, respond or acknowledge a particular viewer'
(Lindberg and Swedlow, 1985:275-278).

Listening to the radio and watchingltelevision can also
provide good opportunities for pareﬁt—child interaction.
The guidance given by parents to tﬁeir children in the
choice of their programme can place a child at an advantage
in his early learning years. Such a child benefits from
the wisdom and experience of his parents. Where a child is
not given this guidance and is left to make his own choices
entirely, he may hurriedly discard programmes with valuable

educational content as having no interest for him.

The average time per day spent by a child watching televi-
sion programmes 1is shown in Table 4.13.

TABLE 4.13

AVERAGE AMOUNT OF TIME PER DAY CHILDREN SPEND

5 WATCHING TELEVISION
GROUP 0 - 2 HRS 3 - 5 HRS TOTAL
READY 30 (71%) 12 (29%) 42
NON-READY 37 (77%) 11 (23%) . 58
‘TOTAL 67 23 100
2 _
X4 = 7,09 df = 1 p < 0,05
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Table 4.13 shows that a major proportion of both groups of
pupils watch television for approximately two hours per
day. Ten pupils from the non-schoolready group had no
television. This places the child at a disadvantage when

programmes viewed are discussed in class.

The study also revealed that 90% of the non-schoolready
children as compared to 86% of the schoolready children
watched video cassette recordings for about two hours per
weekend. It was found that 79% of the schoolready
children’s parents as opposed to 55% of the non-schoolready
children’s parents encouraged their children in the choice
of their programmes. This gave the schoolready children a

greater opportunity of acquiring a sound vocabulary.

A greater percentage of the parents of schoolready children
discussed television programmes with their children (95% vs
72%). This difference is significant (X2 = 9,20 d4df = 1).

&

-Regular discussion that encourages questions and answers
enables a child to develop a good command of language and
promotes schoolreadiness. In this study the schoolready
children and their parents had more frequent discussions

|
(95% vs 71%). This difference was significant (X2 = 13,14

df = 1).
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During the interviews when parents’ opinions were sought
on other aspects relating to television viewing a number of
them stated that, in their opinion their children spent
too many hours watching television. Some were critical of
television claiming that this medium provides world repre-
sentations in only two dimensions. Others felt that every
hour spent in front of a television screen deprived the
child of much needed exercise and pfactice in using his

body at an age when he was growing rapidly.

Listening to the radio together often provides material
which is used as a basis for discussions between parents
and children. Knowledgeable parents are able to help their
children by elaborating on certain interesting points and

removing misconceptions.

Although the popularity of the radio has dropped since the
introduction of television, many people still listen to the
:radio. The present study revealed that 18% of the families
?h the sample had no radio sets; 10% had no television
sets. Both ready and non-ready children listened to.radio
programmes for about two hours per %ay. However, by and
large, the schoolready children and Eheir parents listened

to the radio together more frequently than did the non-
schoolready children (69% vs 60%). |

103



4.1.6 Data pertaining to the Child

In this part of the interview the investigator wished to
find out whether significant differences existed between
schoolready and non-schoolready children in the areas of
dressing, washing, playing with and caring for toys, help-

ing at home, and going on educational or social excursions.

A child’s ability to dress himself is a good indicator of
the extent to which he can attend to his own needs. As he
grows older he should become progressively more independent

in this regard.

In this study, 29% of the parents of schoolready children
as compared to only 15% of the parents of non-schoolready
children reported that their childreq did not require help
when dressing. On the question of wéshing themselves, 31%
of the schoolready and 7% of the non-schoolready children’s
parents stated that their children were able to do this in-
. &%pendently. " The researcher also observed that the parents
of non-schoolready children in particular deprived their
children of opportunities of dressing and washing them-
selves. This led to loss of valuable learning experiences
as well as the opportunity for building up feelings of
confidence which is so vital if a child is to be ready for

school.
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The extent of a child’s level of responsibility, independ-
ence and helpfulness can to some degree be gauged by the
duties he performs in the home. In this study 83% of the
schoolready children and only (62% of the non-schoolready
children put away their toys after playing. Moreover, 20%
of the non-schoolready children were rated as ''destructive"
in the handling of their toys as opposed:to only 5% of the

schoolready children.

As expected schoolready children possessed a greater number
of toys (74% vs 48%) and these toys were more often of the
kind that stimulated thinking. Constructional toys and
building blocks were seen more rarely in the collections
belonging to non-ready children. It is generally acknow-
ledged that children who do not have a sufficient range of
educational toys, puzzles and paints lack an important
source of learning. Parents of children who lacked these
learning aids cited financial hardship as their reason for
failing to make these purchases.

&

A similar reason was given in connection with the limited
number of visits to family members, friends and places of.
educational interest. Twenty-one percent of the school-
ready children as opposed to only 9% of their non-
schoolready counterparts reported that they visited family

or friends frequently. Similarly, schoolready children
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paid more visits to parks and playgrounds (17% vs 3%); to
libraries (53% vs 38%); to the cinema (43% vs 16%); and to

the circus or the zoo (50% vs 38%). Once again, it can be
seen that non;schoolready children were at a disadvantage.
They were less able to benefit from &he invaluable first-

hand experiences that come from visits to such places.

Typical responses of parents of children who were denied
these experiences included the following:
"T am too tired from the long hours at work to take my
children anywhere'.

"I need the time that I am at home to clean up my
house and to have a rest'.

"I don’t have enough money to meet my daily expenses.
So where can I afford to take my children out'.
Home background differences such as the ones discussed in
this section appear to contribute significantly to

children’s readiness or lack of readiness for formal

schooling.

L

4.1.7 The Interviewer’s General Impression of the
Family

The last section in the interview schedule called for an
overall assessment of the interviewer’s general impression

of the family. This included the personal appearance of
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the interviewee and the child as well as the amount of care
that was taken to keep the home in a neat and orderly con-

dition.

At the end of each interview the researcher paused for a
while and considered all the information she had gained
about the family through the discussion as well as through
her observations. She then made a global assessment of the
family using the categories ''clean', 'average', and

"dirty".

In general, higher ratings were gained by families in the
schoolready group. Of course, there were notable excep-
tions. Presumably, more wholesome home environments instil
a feeling of pride and confidence in children which stands

them in good stead in the formal school situation.

4.2 RESULTS PERTAINING TO THE PARENTAL ATTITUDE

INVENTORY

4.2.1 Introduction

It will be recalled that the second aim of this study was
to obtain some measure of each parent's position on a set
of items related to child rearing. These items, with cer-

tain modifications, were used by West and Farrington (1973)
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in a well-known British study on delinquent development.
Their purpose was to obtain some measure of each parent’s
position in respect of the basic dimension
authoritarianism-permissiveness, and, in the case of the
mother, on the dimension of overconcern - under concern as

well.

It is generally acknowledged that the lessons of life and
how they are taught influence the child’s self-concepts and
his characteristic behaviour toward others. Some parents
dominate their children’s lives to an excessive degree and
exercise rigid control over their actions and experiences
through authoritarian methods of child rearing. Other
parents submit to every demand made by an offspring. Still
others allow the child varying degrees of freedom in which
to develop, to explore, and to learn. Consequently homes
and parents are often described in such terms as over-
protective, rejecting, democratic, autocratic, permissive,
accepting, indifferent, and so on (G?rrison, Kingston and
Bgrnard, 1967 : 322-325). Investigatogs have found correla-
tions between certain specific attitﬁdes and practices on
the part of one or both parents and certain kinds of be-
haviour in their children. Lyle and Levitt (1955:42-46),
for example, found a positive relationship between the

punitiveness in parents and that in their children.
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Democratic parents, in general, are emotionally mature and
they work steadily toward the development of independence
in their children. They consider each child as being
unique, as developing personality who needs love, under-
standing, and a reasonable amount of freedom, and en-
couragement, to develop his potential at his own rate

(Garrison, Kingston and Bernard, 1967: 322-325).

4.2.2 Parental Attitude : Mother’s Response

Chi-square analyses of the responses of the mothers of
schoolready children and non-schoolready children on each
of the thirty items in the Parental ﬁttitude Inventory are
given in Table 4.14. Chi-square valués (with Yates correc-

tion for continuity) accompany each item.
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TABLE 4.14

COMPOSITE CHI-SQUARE TABLE : MOTHER’S FORM

df =
X =

x2 -
SPLITS =

10
11
12

13

1 in each case :
significant at 5 percent level

x2 used with Yates correction for continuity
YES/NO throughout

2 Ke | + % oF - 15,76%

Parents should decide the kind of work
their children should do when they %
GTOW UP .« e v vt etasnsesssstorosnsnssnosssssnnnons 13,96

It is good for a mother to get right away
from her children sometimes................ 14,99%

If a child wets his bed at night he can be
cured if you punish him.................... 41,61%

Small children must learn to do without
their mothers sometimes ................... 6,62%

If a boy has got a bit of '"guts'" he won’t
Aalways dO 85 YOU SaY et v vveeeerennnneneonnns 12,00%

It is most important for a mother to see
who her boy plays with ................... 1,23

It is not right to worry children at home
about their school work ................... 6,34%

Too much mothering will make a boy
a MSiSSie! L i e et 13,17%

Troublesome teenagers often come from
harsh homes ........vuiiivnneennmennennnnn. 5,39%

It doesn’t matter if boys get to know
about sex when they are still small........ 20, 04%

No child is really bad if you take enough
trouble to bring him up properly .......... 7,06%

If you keep boys down when they are young
they won’t get into trouble later ......... 6,06%
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14

15

16

17

18

19

20

21

22

23

24

25

26

217

28

29

30

It’s the school’s job to teach the child - <
not the parent’s........... et e e e ce e 16,72

There is no harm in boys playing with
dolls or at girlish games ................. 7,75%

Parents should not let their children
take up all their time ........... ... ... 12,65%

Boys should fight their own battles and not
run to their mother ...........ccoiiununen.. 8,21%

We shouldn’t expect our children to look
after us when we are old .......covvuuun... 14,35%

Children should have a fixed bed-time
and never sit up later ..............cccu... 4,74%

There should be more discipline in
school’s today ......cciiiiiiiiiiiineennnns 0,73

A child should never keep a secret from
hismother...........c.ii i, 3,12

There’s little thanks in bringing up
ChilATen . .ivnintirneennenneennnneneenneenn, 6,34%

Children will respect you more if they are
a bit afraid sometimes .............iuun... 11,57%

It’s sad to see boys grow up because then
they don’t seem to need you........cov..... 8,67%

Mothers must learn to mind their own
business when a boy is growing ............ 11,45%

Strict discipline develops good strong
character in children ..................... 5,35%

Sometimes children are more of a nuisance
than @ bleSSing .......veiiininnneneennnn.. 7,99%

A mother must always know just what her
children are doing .........viviieennneenn. 1,99

If there’s trouble at school, mothers
should always see a teacher............... 2,69

Old-fashioned parents were far too
= o o o 2,64
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Table 4.14 shows that significant differences existed be-
tween the mother’s attitudes of schoolready children and
non-schoolready children in respect of all the items, ex-
cept six. The items on which the mothers differed most

have been highlighted in the brief discussion that follows.

The mothers of schoolready children generally felt that it
was normal for boys to get into fights (62% vs 55%). For
them such experiences are part and parcel of the process of
growing up. Mothers of schoolready children also had less
puritanical attitudes towards children’s knowledge about
sex. They generally did not mind if boys got to know about

sex while they were still young.

It is also interesting to note that 4 larger proportion of
the mothers of non-schoolready childrén (74%) as opposed to
mothers of schoolready children (29%) believed that bedwet-
ting can be cured if a child is punished. These mothers,
unlike the mothers of schoolready children also expected

‘tﬁéir children to take care of them when they were old.

Both sets of mothers tended to agree with the sentiments

expressed in the following items:
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Item No.

20

21

28

29

30

It is important for a mother to see who her boy
plays with

There should be more discipline in schools today

A child should never keep a secret from his

mother !

A mother must always know fust what her children
are doing

If there’s trouble at school, mothers should al-
ways see a teacher

Old-fashioned parents were far too strict

Parental Attitude : Father’s Response

Chi-square analyses of the responses of the fathers of

school ready children and non-schoolready children on each

of the thirty items in the Parental Attitude Inventory are

given in Table 4.15.



TABLE 4.15

FATHER’S FORM

COMPOSITE CHI-SQUARE TABLE : FATHER'’S FORM

df = 1 in each case
x = significant at 5 percent level

x2 = x2 used with Yates correction for continuity

SPLITS = YES/NO throughout

NO VARIABLE x2
Older girls and boys should be taught
at the same SChoOl. ... vve i nnnneennnn. 7,99%
Punishing a boy is a father’s job.......... 13,43%
Children have a right to choose their own
0 1) o - 2 3,57
Exams in schools are not fair to many
ChilAren. ..o iiiiienneeeeeneennnneenennnens 18,57%
Boys should just do as they are told
without any argument............. ... ... ..., 3,30
Immunization against polio should be
COMPULSOTY .t v v ittt ttenesensnssosssanoossas 1,44
Strict discipline develops a good strong
character in children...................... 3,21
It doesn’t matter if boys sit up late
sometimes listening to the radio........... 17, 04%

10

11

12

13

Old-fashioned parents were far too strict.. 8,67%¥

There’s no harm in children leaving school

before they have reached Std.vI............ 10,32%
You should never make a child afraid of
YOU . it ittt eeteeennnnneanns Ceeseeieeaaneaa 13,01%
Troublesome teenagers often have parents
who were too soft......cooviiiicnnnnnnnnn.. 10,29%
Caning in schools should be abolished...... 10,82%



14
15
16
17
18
19

20

21
22
23
24
25
26
27
28
29

30

It’s better for a boy to be obedient than
ClEV T e et ettt e eeetaessaasaseanseennneenns 9,62%

Flats and housing schemes should all have

special playgroundsS......ccceeceiieiiiannn 2,22
Most mothers nag at their children too x
MUCH ., &« vttt it e eeeeenossaesonssasessannoennas 8,35
There is no harm in boys playing with dolls «
or at girlish games.........ciiiiiine.. 16,73
You won’t get children to obey unless you

can tell them Why.....ooeeeeeereeennanennn. 6,82%
Most boys need a good thrashing .
SOMELIMES . ¢ vttt ettt ttereaneeaeeeennnnns 10, 30%
In a good home father’s word is law........ 5,71%

Woman schoolteachers are just as good as
men teaChersS vttt ittt teeeneeneennens 4,37%

If parents stand no nonsense bedwetting can
SOON be cUred. ... iv ittt 8,30%

Children should have fixed bedtimes and
never stay up later.......ueeiiiiiiiiennnn. 4,43%

More of our rates and taxes should be
spent on providing children?s playgrounds.. 8,67%

|
Boys grow up without "guts'" | if they are
kept down young............ b 7,96%

There should be more discipline in schools
1ot = 4,06%

Children won’t work at school unless you
keep checking on them.........vuuveennnn.. 8,92%

Children learn to behave best if their
parents are patient with them.............. 4,76%

Children who are made to obey will thank
their parents later............. ... ........ 1,31



Table 4.15 shows that significant differences existed be-
tween the father’s attitudes of schoolreadf children and
non-schoolready children in respect of all the items, ex-
cept six. The items on which the fathers differed most

have been highlighted in the brief discussion that follows.

Fewer fathers of schoolready children felt that punishing a
boy was a father’s job (43% vs 50%). They believed that
both parents should be responsible for disciplining their
children. In marked contrast to the fathers of the non-
schoolready children, these fathers also saw little harm in
boys sitting up late sometimes listening to the radio; nor
did they see the point of children being afraid of them.
Views such as these suggest a more enlightened attitude
toward child rearing. Fathers of non-schoolready children
tended to be more authoritarian in their approach and held
the view that troublesome teenagers were often the product
of parents who were '"too soft" in their dealings with them.
&
Both sets of fathers tended to agree with the sentiments

.expressed in the following items:
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Item No:

3. Children have a right to choose their own jobs

5. Boys should just do as they are told without any
argument

6. Immunization against polio should be compulsory

7. Strict discipline develops a good strong

character in children

15. Flats and housing schemes should all have special
playgrounds
30. Children who are made to obey will thank their

parents later

Overall, the results show that the parents of non-
schoolready children are, by and large, more authoritarian
in their relationship with their children and in their

views about how they should be reared.

More results - those that deal with data pertaining to the
readiness, cognitive and linguistic aspects - will be given

in the next chapter.
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CHAPTER FIVE

RESULTS OF THE PRESENT STUDY (Continued)

COGNITIVE, LINGUISTIC AND SCHOOL READINESS ASPECTS

5.1 INTRODUCTION

The results pertaining to the first two aims of this study,
i.e. those relating to home backgrouné factors and parental
attitudes, were analysed in Chapter four. In the present
chapter the results pertaining to the three remaining aims
will be discussed. These relate to the cognitive, linguis-
tic, and school readiness aspects as well as an assessment
of the level of school readiness of a selected group of
children after they had been in a formal class for six
months.

&

Although the main interest of the present study is on the
ready/non-ready dimension, supplementary data on three
other related dimensions will be presented since they help
to shed further light on the problem under investigation.

These additional dimensions are the following:
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(a) Preschoolers vs Non-Preschoolers
(b) Boys vs Girls

(c) High SES children vs Low SES children

The inclusion of the Peabody Picture Vocabulary Test (PPVT)
and the Raven’s Coloured Progressive Matrices (RCPM), which
are largely verbal and non-verbal mental tests respec-
tively, were administered so as to provide a broader basis
for conclusions. This would not have been possible if the

School Readiness Test B (SRTB) were used on its own.

5.2 RESULTS PERTAINING TO THE COGNITIVE ASPECT (RCPM)

It will be recalled that the third aim was to determine
whether any significant difference existed in the cognitive
aspect between the mean scores of the schoolready and non-
schoolready groups. In keeping with this aim the following

question was posed:

Are there significant differences in the cognitive
development of the children who are ready and their
peers who are not ready for school?

Data relating to this aspect was obtained by means of the

Raven’s Coloured Progressive Matrices.
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5.2.1 Schoolready vs Non-Schoolready Groups

The frequency distributions of the raw scores of the two

groups are presented graphically in Fig.5.1
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Fig.5.1 HISTOGRAM SHOWING THE DISTRIBUTION OF RAW SCORES
OF SCHOOLREADY AND NON-SCHOOLREADY CHILDREN ON

THE RCPM

An analysis of the data presented in ﬁig.5.1 shows that the
schoolready pupils tended to gain higher scores on the RCPM

than the pupils who were not ready for school.
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More detailed statistical comparisons of the two groups are

given in Table 5.1.

TABLE 5.1

COMPARISON OF THE MEANS OF THE RAW SCORES OF SCHOOLREADY
AND NON-SCHOOLREADY CHILLDREN ON THE RCPM

TEST READY (N=42) NON-READY (N=58) t p
, X = 6,93 % = 3,84
RCPM 3,02 |<0,05
SD = 4,79 SD = 3,22

Table 5.1 indicates that the schoolready children as a
group obtained significantly higher scores than non-school
ready children on the RCPM. This result is in the expected

direction.

5.2.2 Boys vs Girls

Far easier visual comparison the frequency distribution of
the raw scores of boys and girls are given in the form of

frequency histograms in Fig.5.2.
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Fig.5.2 HISTOGRAM SHOWING THE DISTRIBUTION OF RAW SCORES

OF BOYS AND GIRLS ON THE RCPM

A more detailed analysis of these scores on the RCPM is

given in Table 5.2.

TABLE 5.2 X
[
COMPARISON OF THE MEANS OF THE RAW SCORES OF
BOYS AND GIRLS ON THE RCPM

TEST BOYS (N=51) GIRLS (N=49) t p

. X = 5,75 X = 5,63
RCPM 0,15 >0,05

SD = 4,31 SD = 2,81
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Table 5.2 shows that boys as a group did not obtain sig-
nificantly higher scores than girls as a group on the RCPM.
This is consistent with the observation made by Sprinthall
and Sprinthall (1987:404) that the full-scale IQ’s of males

and females of a given age are almost identical.

5.2.3 High SES children vs Low SES children

The frequency distributions of the raw scores of the two

groups of children are delineated pictorially in Fig.5.3.
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Fig.5.3 FREQUENCY POLYGONS SHOWING THE DISTRIBUTION OF

RAW SCORES OF CHILDREN FROM HIGH SES AND LOW SES
ON THE RCPM
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A more detailed analysis of these scores on the RCPM is

given in Table 5.3.

TABLE 5.3

COMPARISON OF THE MEANS OF THE RAW SCORES OF HIGH SOCIO-
ECONOMIC STATUS CHILDREN AND LOW SOCIO-ECONOMIC STATUS
CHILDREN ON THE RCPM

TEST HIGH SES (N=50) LOW SES (N=50)| t p
X = 6,48 X = 4,94

RCPM 2,16 |<0,05
SD = 3,33 SpD = 3,78

;

|
Table 5.3 shows children from the higb socio-economic group
obtain significantly higher scores than do the children

from the low socio-economic group.

This finding is consistent with the findings of researchers
such as Douglas (1964), Goldstein (1980), and Wedge and
Prosser (1973).

&

5.2.4 Preschoolers vs Non-preschoolers

The frequency distributions of the raw scores of thevtwo

groups are presented graphically in Fig.5.4.
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Fig. 5.4 FREQUENCY POLYGONS SHOWING THE DISTRIBUTION OF
RAW SCORES OF PRESCHOOLERS AND NON-PRESCHOOLERS
ON THE RCPM

The statistics presented in Fig.5.4 show that the pre-
schoolers tended to gain higher scores on the RCPM than the
non-preschoolers. More detailed statistical comparisons of

the two groups are given in Table 5.4.

)
TABLE 5.4
COMPARISON OF THE MEANS OF THE RAW SCORES OF
PRESCHOOLERS AND NON-PRESCHOOLERS ON THE RCPM
TEST PS (N = 60) N-PS (N = 40) t p
X = 6,32 X = 4,7
RCPM 2,20| <0,05
SD = 4,20 SD = 2,41
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Table 5.4 shows that there is a significant difference in
the mean scores of the preschoolers and the non-
preschoolers on the RCPM. Other researchers such as
Wellman (1932) and Skodak and Skeels (1949) showed that at-
tendance at nursery school or kindergarten before the age
of five or six helps children to gain higher scores on
tests of a cognitive nature. The better performance by the
preschoolers suggests the need for the development of more

preschool facilities.

5.2.5 Interactions among the independent variables:

Readiness/Non-Readiness, Sex and Status (RCPM)

|

In order to determine whether there ?ere any interactions
among the main variables, a 2 x 2 x 2 factorial analysis of
variance was conducted. Since this design calls for equal
N’s in each group, it was decided to equalize the groups,
using the group with the lowest "N" as the base. Scores
»w&re eliminated from the other two groups by a random pro-
cedure as advocated by Sommer and Sommer (1986:230). Each
of the three groups comprised nine children. A summary of

the data used in the analysis is presented in Table 5.5.
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TABLE 5.5

SUMMARY : COMPOSITE MASTER SHEET - RCPM

SCHOOLREADINESS/

NON-READINESS ’/////// \\\\\\ //////// \\\\\\

o / \ / /B

STATUS off Co of C, Cq \\t

N 9 9 9 9 9 9 9
RAVEN’ S £X : 63 81 60 50 55 29 61 29
COLOURED
PROGRESSIVE X : 7 9 6,67 5,56 6,11 3,22 6,78 3,22
MATRICES

STD.ERROR : 2,07 1,44 0,44 0,91 1,06 1,01 1,23 1,12
A, = READY _ A, = NOT READY
Cq = HIGH SES C, = LOW SES

The analysis of variance results is summarized in Table 5.6
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TABLE 5.6

ANALYSTS &¥ VARIANCE OF THE RAW SCORES OF THE SCHOOLREADY/NON-SCHOOLREADY

CHILDREN ON THE RCPM

SOURCE OF VARIATION SUM OF D.F. MEAN F.RATIO SIG. P
SQUARES SQUARE
A : READY/NOT READY 88,889 1 88,889 6,423 0,014 >0,05
B : SEX 10,889 1 10,889 0,787 0,378 >0,05
C : STATUS (SES) 34,722 1 34,722 2,509 0,118 >0,08
A X B : READY/NOT READY X SEX 22,222 1 2,222 1,606 0,210 >0, 0¢
A X C : READY/NOT READY X STATUS 60,50 1 60,50 4,371 0,041 >0, 0%
B X C : SEX X STATUS 16,056 1 16,056 1,160 0,286 >0,0¢
AXB X C : READY/NOT READY X SEX X
STATUS 6,722 1 6,722 0,486 0,488
ERROR : WITHIN GROUP 885,778 64 13,840
TOTAL : 1125,778 71 15,856

See Appendix G for statistical information related to Table 5.6



The data in table 5.6 shows that there were no significant
interactions among the three independent variables :
Ready/Not-Ready, Sex and Socio-economic Status. All six
null hypotheses are, therefore, accepted and the main ef-
fects of factors A, B, and C do not have to be qualified.

The effects of these factors do not depend on each other.

5.3 RESULTS PERTAINING TO THE LINGUISTIC ASPECT (PPVT)

It will be recalled that the fourth aim was to determine
whether significant differences exist in the linguistic
abilities of schoolready and non-schoolready children. In

keeping with this aim the following question was posed:

Are there significant differences in the linguistic
development of the children who are ready for formal
schooling and their peers who are not?
The data relating to this variable was obtained by means of
the Peabody Picture Vocabulary Test.
)

5.3.1 Schoolready vs Non-Schoolready Groups

The distribution of the raw scores of the two groups are

given in the form of frequency histograms in Fig.5.5.

129



25

20 Z
-
/
Z
% 156 - - é
/
=Z
=Z

a 10 R A — Z -
a Z Z
w Z Z
/ %

6 |- -
Z Z
éé =z
Z =
* - Z
2z =Z ==

0 1-8 9-16 17-24 25-32 33-40 41-48 490-56 67-64
B READY

Y2 NON-READY

Fig.5.5 HISTOGRAM SHOWING THE DISTRIBUTION OF RAW SCORES
OF SCHOOLREADY AND NON-SCHOOLREADY CHILDREN ON
THE PPVT

The data presented in Fig.5.5 shows that the schoolready
pupils tended to gain higher scores on the PPVT than the

non-schoolready pupils.

More detailed statistical comparisons of the two groups are

given in Table 5.7.

TABLE 5.7

4
COMPARISON OF THE MEANS OF THE RAW SCORES OF SCHOOLREADY

AND NON-SCHOOLREADY CHILDREN ON THE PPVT

TEST READY (N = 42) NON-READY (N = 58) t P
X = 44,62 X = 35,62

PPVT ) 4,81 |<0,05
SD = 7,59 SD = 10,27
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Table 5.7 shows there is a significant difference between
the mean scores of those who are ready and those who are
not on the PPVT. This indicates that the ready pupils as a
group obtain higher scores than the non-ready group on the
PPVT test. This suggests that the schoolready children
have a distinct advantage over the non-ready children in

the area of vocabulary.

5.3.2 Boys vs Girls

For easier visual comparison the frequency distribution of
the raw scores of the boys and girls are given in the form

of frequency histograms in Fig.5.6.
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OF BOYS AND GIRLS ON THE PPVT
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A more detailed analysis of these scores on the PPVT is
given in Table 5.8.

TABLE 5.8

COMPARISON OF THE MEANS OF THE RAW SCORES OF BOYS
: AND GIRLS ON THE PPVT

TEST READY (N = 42) | NON-READY (N = 58) t p
X = 39,29 X = 39,51

PPVT 0,11 <0,05
SD = 10,28 SD = 10,26

Table 5.8 shows that boys as a group did not obtain sig-
nificantly higher scores than girls as a group on the PPVT.

5.3.3 High SES children vs Low SES children

The frequency distributions of the raw scores of the two

groups of children are delineated pictorially in Fig.5.7.
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Fig.5.7 FREQUENCY POLYGONS SHOWING THE DISTRIBUTION OF

RAW SCORES OF CHILDREN FROM HIGH SES AND LOW SES
ON THE PPVT
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A more detailed analysis of these scores on the PPVT is

given in Table 5.9.

TABLE 5.9

COMPARISON OF THE MEANS OF THE RAW SCORES OF HIGH SOCIO-
ECONOMIC STATUS CHILDREN AND LOW SOCIO-ECONOMIC STATUS
CHILDREN ON THE PPVT

TEST HIGH SES (N=42) LOW SES (N = 58) t P
_ X = 43 X = 35,4
PPVT 3,93 |<0,05
SD = 8,14 SD = 11

Table 5.9 shows that children from the high socio-economic
group obtain significantly higher scores than do the
children from the low socio-economic group. This result can
be seen as a reflection of the parents’ role in language
development : upper class parents serve as better linguis-
tic models for their growing children and equip them more

adequately to understand the kind of language used in the

c}assroom.
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5.3.4 Preschoolers vs Non-preschoolers

The frequency distributions of the raw scores of the two

groups are presented pictorially in Fig.5.8.
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Fég.5.8 FREQUENCY POLYGONS SHOWING THE DISTRIBUTION OF
' RAW SCORES OF PRESCHOOLERS AND NON-PRESCHOOLERS
ON THE PPVT

The data represented in Fig.5.8 show that the preschoolers
gained higher scores on the PPVT than the non-preschoolers.
A more detailed statistical comparison of the two groups is

given in Table 5.10.
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TABLE 5.10

COMPARISON OF THE MEANS OF THE RAW SCORES OF PRESCHOOLERS

AND NON-PRESCHOOLERS ON THE PPVT

TEST PS (N = 60) N-PS (N = 40) t p
X = 41,18 X = 36,68

PPVT 2,17| <0,05
SD = 9,07 sp = 11,71

Table 5.10 shows a significant difference between the mean
raw scores of preschoolers and non-preschoolers on the
PPVT. This finding indicates that interaction with
teachers and other children at preschool gives children the
opportunity to extend their vocabularies and exercise lan-

guage skills on a scale not possible at home.

5.3.5 Interactions among the independent variables:

Readiness/Non-Readiness, Sex and Status (PPVT)

AIr':’ order to determine whether there were any interactions
among the main variables, a 2 x 2 x 2 factorial analysis of
variance was conducted. The procedure described in Section
5.2.5 was used to form three groups, each comprising nine
children.

A summary of the data used in the analysis is presented in

Table 5.11 i
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TABLE _5.11

-~ SUMMARY : COMPOSITE MASTER SHEET — PPVT
SCHOOLREADINESS/ A4 A,
NON-READINESS / \
SEX B
1 2 1 2
N 9 9 9 9 9 9 9 9
PEABODY £X : 420 409 428 335 351 317 381 256
PICTURE _
VOCABULARY X : 46,67 45,44 47,56 37,22 39 35,22 42,33 28,44
TEST
STD.ERROR : 3,07 1,6 1,71 3,24 2,29 3,23 1,81 3,75
A, = READY | A, = NOT READY
Cq; = HIGH SES ... C; = LOW SES

The analysis of variance results are summarized in Table 5.12



TABLE 5.12

ANALYSIS OF VARIANCE OF THE RAW SCORES OF THE SCHOOLREADY/NON-SCHOOLREADY

[ 4

CHILDREN ON THE PPVT

SOURCE OF VARIATION SUM OF D.F. MEAN F.RATIO SIG. E
SQUARES SQUARE

A : READY/NOT READY 1144,014 1 1144,014 17,409 0,0001 >0,

B : SEX 130,681 1 130,681 1,989 1,1633 >0,

C : STATUS (SES) 960, 681 1 960, 681 14,619 0,0003 >0,

A X B : READY/NOT READY X SEX 17,014 1 17,014 0,259 0,6126 >0,

A X C : READY/NOT READY X STATUS 42,014 1 42,014 0,639 0,4269 >0,

B X C : SEX X STATUS 415,681 1 415,681 6,326 0,0144 >0,

B X C : READY/NOT READY X SEX X
STATUS 1,125 1 1,125 0,017 0,8963

ERROR : WITHIN GROUP 4205,777 64 65,715
TOTAL : 6916,986 71 97,422

See Appendix H'for statistical information related to Table 5.12
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i
The data in table 5.12 shows that the%e were no significant

interactions among the three indépendent variables :
Ready/Not-Ready, Sex and Socio-economic Status. Conse-
quently, none of the six null hypotheses can be rejected.
Had the interactions been significant it would have become
necessary to qualify the main effects of Factors A, B, and
C since one level of Factor A would not always have
produced the "best" results. The same would have held true
for one particular level of Factor B and of Factor C. The
effects of Factors A, B, and C would have depended on one

another.

5.4 RESULTS PERTAINING TO THE READINESS ASPECT (SRTB)

In order to determine whether children in the present study

were ready or not for formal schooling, a schoolreadiness

test was administered.

Data relating to this aspect was obtained by the School

Readiness Test B.

5;4.1 Schoolready vs Non-schoolready Groups

The frequency distributions of the raw scores of the two

groups are presented graphically in Fig.5.9.
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More detailed statistical comparisons of the two groups are

given in Table 5.13.

TABLE 5.13

&
COMPARISON OF THE MEANS OF THE RAW SCORES OF SCHOOLREADY
AND NON-SCHOOLREADY CHILDREN ON THE SETB

TEST READY (N = 42) NON-READY (N = 58) t P
X = 23,90 X = 16,19 .

SRTB 11,28(<0,05
SD = 1,76 SD = 4,17
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Table 5.13 indicates that which was expected, viz., the
schoolready children as a group obtained significantly
higher scores than non-schoolready children on the SRTB.
The statistical data provided in the table provides a quan-

tative assessment of these differences.

5.4.2 Boys vs Girls

The frequency distributions of the raw scores of the two

groups are presented graphically in Fig.5.10.
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A more detailed analysis of these scores on the SRTB is

given in Table 5.14

TABLE 5.14

COMPARISON OF THE MEANS OF THE RAW SCORES OF BOYS AND GIRLS
ON THE SRTB

TEST BOYS (N = 51) GIRLS (N = 49) t P
X = 19,06 X = 19,98

SRTB 0,93(>0,05
SD = 5,60 SD = 4,22

Table 5.14 indicates that boys as a group did not obtain
significantly higher scores than girls as a group on the
SRTB. For practical purposes the boys and girls could be
considered as belonging to the same population in respect

of the variable schoolreadiness.

5.4.3 High SES children vs Low SES children on the SRTB

L

‘The frequency distributions of the raw scores of the two

groups are presented graphically in Fig.5.11.
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A more detailed analysis of these scores on the SRTB is

given in Table 5.15.

TABLE 5.15

COMPARISON QOF THE MEANS OF THE RAW SCORES OF HIGH SOCIO-
ECONOMIC STATUS CHILDREN AND LOW SOCIO-ECONOMIC STATUS
CHILDREN ON THE SRTB

i

TEST HIGH SES (N=50) LOW SES (N=50) t p
X = 20,94 X = 17,88

SRTB 3,13|<0,05
SpD = 3,78 SD = 5,79

Table 5.15 shows that children from high socio-economic
group obtain significantly higher scores than do the
children from the low socio-economic group. Ramphal

(1972:167) in his study of schoolreadiness came to a
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similar conclusion. This finding indicates that the ad-
vantages enjoyed by children who come from high socio-

economic homes help them to become schoolready compared to

their less fortunate peers.

5.4.4 Preschoolers vs Non-Preschoolers

The frequency distributions of the raw scores of these two

groups of children are delineated pictorially in Fig.5.12.

25 [

20

15

| /AR

. 0 } = 1 ] 1 1 | Y
& 0 1-4 5-8  ©9-12 13-16 17-20 21-24 25-28 20-32

FREQUENCY

—#%—  PRESCHOCLERS
—}—  NON-PRESCHOOLERS

Fig.5.12 FREQUENCY POLYGONS SHOWING THE DISTRIBUTION OF
THE RAW SCORES OF PRESCHOOLERS AND NON-
PRESCHOOLERS ON THE STRB

143



The data presented in Fig.5.12 shows that the preschoolers
tended to gain higher scores on the SRTB than the non-

preschoolers.

A more detailed statistical comparison of the two groups is

given in Table 5.16.

TABLE 5.16 f

COMPARISON OF THE MEANS OF THE RAW SCORES OF PRESCHOOLERS
AND NON-PRESCHOOLERS ON THE SRTB

TEST PS (N = 60) N-PS (N = 40) t p
X = 20,33 X = 18,08

SRTB 2,22(<0,05
SD = 4,60 SD = 5,54

Table 5.16 shows that the preschoolers as a group obtained
significantly higher scores than the non—preschqolers.
This finding suggests that preschooling assists children to
become schoolready by providing them with certain physical,
mental, social and emotional experiences unique to the pre-
scg%ol situation. In the 1light of this conclusion
- strenuous efforts should be made to extend provisions for
preschool education. Such provisions would be especially
beneficial to children who come from disadvantaged homes.
Here preschooling would, to some extent, compensate for
loss incurred as a result of coming ffbm a relatively less

stimulating home.
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5.4.5 Interaction among the independent variables:

Readiness/Non-Readiness, Sex and Status (SRTB)

In order to determine whether there were any interactions
among the maiﬁ variables, a 2 x 2 x 2 factorial design
analysis of variance was conducted. The procedure described
in Section 5.2.5 was used to form three groups each com-

prising nine children.

A summary of the data used in the analysis is presented in

Table 5.17.
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SUMMARY

TABLE 5.17

COMPOSITE MASTER

SHEET - SRTB

SCHOOLREADINESS/
NON-READINESS

TN

o ///31 ///BZ\\ N RN

STATUS SES oS c, of C, of o of C,

N 9 9 9 9 9 9 9 9
SCHOOL £X 220 206 217 213 164__.. 135 155 136
READINESS
TEST X : 24,4 22,89 24,11 23,67 18,22 15,0 17,22 15,11
B

STD.ERROR : o,80 0,980 0,510 0,50 0,66 1,72 1,22 1,31

A = READY A, = NOT READY

B, = BOYS B, = GIRLS

C; = HIGH SES c5 = LOW SES

The analysis of variance results are summarized in Table 5.18 below.
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TABLE 5.18

ANALYSIS,OF VARTIANCE OF THE RAW SCORES OF THE SCHOOLREADY/NON-SCHOOLREADY

CHILDREN ON THE SRTB

SOURCE OF VARIATION SUM OF D.F. MEAN F.RATIO SI1G. 1
SQUARES SQUARE

A : READY/NOT READY 982,722 1 982,722 103,105 0,0 >0, 0!

B : SEX _ 0,222 1 0,222 0,023 0,879 >0, 0!

C : STATUS (SES) 60,50 1 60,50 6,348 0,014 >0, 0!
A X B : READY/NOT READY X SEX 2,0 R 2,0 0,210 0,648 >0, 0!
A X C : READY/NOT READY X STATUS 12,5 1 12,5 1,312 0,256 >0, 0!
B XC : SEX X STATUS 5,556 1 5,556 0,583 0,448 >0, 0!
B X C : READY/NOT READY X SEX X '

STATUS 5,63E-12 1 5,63E-12 5,90E-13 1,0
ERROR : WITHIN GROUP 610 64 9,531
TOTAL : 1673,5 71
See Appendix I for statistical information related to Table 5.18
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The data in Table 5.18 show that there were no significant
interactions among the three independent variables :
Ready/Not-Ready, Sex and Socioeconomic Status. All six
null hypotheses are, therefore, accepted and the main ef-
fects of factors A, B, and C do not have to be qualified.

The effects of these factors do not depend on each other.

5.5 RESULTS PERTAINING TO THE SCHOOL READINESS TEST AFTER

SIX MONTHS OF SCHOOLING

The fifth aim of this study as indicated in Chapter One was
to determine whether children, intially classified as non-
schoolready, become schoolready six months later, i.e.
after spending six months in the formal classroom situation
- thereby giving them additional time in which to mature

physically and develop experientially.

In keeping with this aim the following question was posed:

() Are there significant differences in the development
of pupils in terms of maturation and experience after
an additional period of six months at school?

Data for this aspect comprised the scores obtained by 58
low scorers on the School Readiness Test B on the first

testing, and the scores of the same children on the same

test after they had spent six months in Class i.
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The results indicate that an overwhelming number of
children (53 out of 58) who were not schoolready on the
first testing became schoolready by the time the second
test was administered. This supports the view of those who
believe that schooling as well as greater maturation as-

sists children to become school ready.

5.6 INTER-CORRELATIONS AMONG TESTS ON READY//NON—READY
VARIABLE
5.6.1 Ready and Non-Ready Children

In order to determine the degree of relationship that ex-
isted among the three tests that were used in this study,
the scores that were obtained on each of them by the
schoolready and non-schoolready groups were correlated by

means of the Pearson r. The results are presented in Table

5.19.
L
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TABLE 5.19

INTER-CORRELATIONS AMONG TESTS BASED ON RAW SCORES OF
SCHOOLREADY AND NON-SCHOOLREADY CHILDREN

READY P* NON-READY P
N = 42 N = 58
SRTB/PPVT 0,35 <0,05 -0,04 >0,05
STRB/RAVENS 0,22 >0,05 0,36 <0, 05
PPVT/RAVENS 0,24 »>0,05 0,24 >0,05
* cut-off point for significance for 42 pairs at 0,05

level = .304

* % cut-off point for significant for 58 pairs at 0,05
level = .25

The results are self-explanatory.

5.6.2 Preschoolers and Non-Preschoolers

Pearson r coefficients were computed to determine the de-
gree of association the three tests used in this study and
based on the raw scores obtained b; the preschoolers and

the non-preschoolers. The results are presented in Table

5.20.
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TABLE 5.20

INTER-CORRELATIONS AMONG TESTS BASED ON RAW SCORES OF PRE-
SCHOOLERS AND NON-PRESCHOOLERS

PS (N=60) P* N-PS (N=40) PXx*
SRTB/PPVT 0,58 <0,05 0,54 <0,05
|
STRB/RAVENS 0,42 <0,05 | 0,36 <0,05
{
1
PPVT/RAVENS 0,58 <0,05 0,22 >0,05
* cut-off point for significance for 60 pairs at

0,05 = .25
*k cut-off point for significance for 40 pairs at

0,05 = .304

The results are self-explanatory.

5.7 CONCLUSIONS

Considered overall, the results show that children who come
from the high socio-economic homes, by and large, have a
gpetter chance of becoming schoolready. The same is true of
children who attend preschool. In contrast, being male or
female, plays no part in determining the child’s readiness

for formal instruction.
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CHAPTER SIX

DISCUSSION, RECOMMENDATIONS AND CONCLUSIONS

6.1 INTRODUCTION

The findings of this study have particular relevance for

education at the preschool and junior primary levels.

At the outset mention was made of the fact that the home is
perhaps the single most important educational agency in a
child’s early years and the provision of a stimulating home
environment plays an important part in helping the child
become schoolready. This study showed that the following
aspects are particularly influential in this process: low
educational level of parents, poor housing, low income and
poor reading habits of parents.
&

A second major finding of this study relates to the benefi-
cial effects of preschooling. By and large, children who
had had preschool experience were found to be better
equipped to meet the demands of the formal school situa-

tion.
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In the light of these two basic findings, recommendations
are made later in this chapter on what specific steps need
to be taken‘to ensure that an even greater proportion of
children seeking admission to Class i would be ready for

formal instruction.

As a point of departure, the researcher will examine and
evaluate the existing practices, facilities, and functions
with a view to determining their effectiveness in preparing
preschool children for formal education. Where existing
systems are ineffective it may be necessary to modify them
or even terminate them. Where essential provisions or
practices do not exist, suggestions will be made about what

needs to be instituted and how this can be done.

The section that follows is an amalgam of the study of the
relevant literature, personal experiences'and research, in-
terviews and discussions with parents, teachers, ad-

ﬁ&nistrators and educationists.

6.2 DISCUSSION

Education is a continuous process which begins at birth and
finishes at death. A person is educating himself or being

educated during this whole period. The main agencies
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through which education is gained are the home, the family,
the school and the peer group. Much dgprivation is evident
when children enter a school situatién because of inade-
quate home or family background. Some of the characteris-
tics of this deprivation are a sense of low status, lack of
power, cultural alienation, ecdnomic deprivation and
limited opportunity. It is this situation which faces the
school when children present themselves for education.
When teachers in the present study were asked the questioh,
"What, in your opinion, are the characteristics of a disad-
vantaged child?", their replies included the following

statements:

(a) He lacks proper self-image. He feels alienated from
the larger social structure.

(b) He expects little from life and has little academic
drive.

(c) He tends to have more health and physical dif-
ficulties.

(d) His language development is poor. He has a limited

vocabulary. Even though he uses short sentences,

& these are sprinkled with grammatical errors. His sen-
tence structure is often faulty.

(e) He has more perceptual difficulties. He recognizes
fewer objects than most children. He is generally
poor in auditory attention and interpretation skills
and experiences great difficulty in blending sounds.

(f) He is unaware of the ground rules for success in
school.

(g) He learns more readily through a physical and concrete
approach.
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(h) His attention span is short, and he is not motivated
by long-range goals.

(i) His experiential background is limited.

The schools themselves have value systems. These value
systems tend to favour the middle-class child from a home
in which there is sufficient financial support for the pur-
chase of books, study facilities and other physical at-
tributes, and in which a varied and interesting social life
is pfovided. Many working-class pupils feel left out of
the system in school because they lack one or more of the
above facilities. These pupils are in some danger of fail-
ing to benefit from the positive aspects of education. If
children enter the system from a social or cultural back-
ground which is different from that of the school, they are
at an immediate disadvantage. As they progress through the
system from infant school to primary school and then to
secondary school, their disadvantage tends to worsen, owing
to the greater emphasis which is placed on intellectual
learning and the acquisition of academic knowledge as
ghpils ascend the ladder of formal schooling. It is not
surprising, therefore, to find that educators often greet
the emphasis on nursery education with relief. This is
seen as a small, inadequate but perceptible step in the:
direction of redressing the disadvantage which many

children suffer from being born into a deprived home back-

ground.
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In the present study a significant difference was found be-
tween preschoolers and non-preschoolers: a greater percent-
age of preschoolers were ready for formal instruction at
school. This finding supports Deutsch’s observation (1964:
249-263) that children with preschool experience are more
likely to cope with the demands of school than are children
who have not had this experience. However, there is no
certainty that the increased nursery provision will attract
the child from the deprived home. There is a definite
danger that the alert mother from the adequate or more than
adequate home will take further advantage of these in-
creased facilities to the detriment of the deprived in
times of financial stringency. Far too often, families
from deprived backgrounds are unable or unwilling to seek
the advantages which nursery education can provide for
their children. Steps can be taken to try to alleviate
deprivation in the early stages before children enter for-
mal schooling. Social and welfare wo:kers could add disad-
.vantage or deprivation to their list of danger signals to
be detected and use their persuasive powers to have
children placed in nursery schools with an environment

which will help them to adjust easily to formal schooling.

156



Bereiter and Engleman (1966:185) have written controver-
sially about their view on how the curriculum of preschools
should be structured for children from deprived home back-
grounds. They advocate formal teaching and lesson or-
ganisation as being ﬁore effective on the grounds that this
is what such children have missed at home. There are
numerous studies showing that children who enter school
after having made a start on the basic skills of reading
have less trouble in settling into formal schooling and
also achieve better than those who do not possess such
skills on entry. One such study is that by Pringle et al.
(1966). It is possible, though, that an imposed solution
by officials such as social or welfare workers is less ef-
fective than that of re-educating the home into adopting

the mores of non-deprived homes.

The typical child from a middle class home, although his
parents may well have made no conscious attempt to teach
him, begins school with a learning history of considerable
richness and variety. He can follow simple instructions,
recognise the relevant aspects of a learning situation,
concentrate his attention upon them and resist minor dis-
tractions. He lives in the expectation of reward for good
performance or correct behaviour, and has the ability to
postpone gratification, a characteristic encouraged by the

family with ambitions for its children. From the outset,
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the skills of orienting and attending are already estab-
lished. These skills are essential for success in school
and the development of higher-order skills and concepts.
He has acquired a wide rénge of sensory discrimination and
a grasp of rﬁdimentary concepts of space and time. Fur-
thermore, the endeavours of his parents ’shape’ the pat-
terns of his speech and make them conform to their own.
This provides him with training in auditory discrimination
which will facilitate still further his acquisition of lan-
guage. Verbal exchanges betweenichild and parent,
moreover, are more frequent and spoétaneous in his home

than they are in the working class home.

An important factor in promoting his superior verbal skills
is the relatively undivided attention of his mother, or
significant adult, between the ages of one and four years,
a condition more frequently met in the middle class family
where births are more widely spaced and where children
spend relatively less time in the company of their verbal
pegrs. Language development is retarded unless the child
is compelled to ’'reach’ for higher levels set by the adults
and older children with whom he interacts. He 1is en-
couraged to experiment and explore, and to create his own
world in his own way and on his own terms. 1In addition,
positive encouragement is given to his questioning. This

is an essential component of the ability to solve problems
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unaided later at school. His curiosity is not extinguished

by lack of reinforcement from parents who are too pre-
~ !

occupied to answer, extend and K elaborate on their

children’s questions or to engage in bonversation with them

or who may actually discourage their ’chatter’.

Several researchers have observed mothers as they try to
help their children perforﬁ a task to see if there are dif-
ferences among socio-economic status (SES) groups. Studies
have shown that higher SES mothers talk more; give more
verbal guidance; help their children see reasons for ac-
tions; make plans and anticipate consequences, direct their
children’s attention to the relevant details in a problem;
and generally encourage the child to solve the problem on
his own. These interactional styles may account for some
of the cognitive and linguistic differences found among

children from various SES groups.

Hess and Shipman (1967 : 103) studied the teaching styles
& mothers from different social classes and found that
mothers of one culturally different group controlled the
child’s behaviour by imperatives. This method did not
provide an opportunity for mediation of behaviour by verbal
cues nor the use of language to bring meaning to the ex-
perience encountered. Such a cognitive environment, they

concluded "produces a child who related to authority rather
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than to rationale... and for whom the consequences of an
act are largely considered in terms of immediate punishment
or reward rather than future effects and long-range goals.
This, of course, 1is in direct contrast to the future-
oriented long-range élanning goals of middle-class
families. As a consequence, schools of middle-class
orientation do not provide for the needs of children from
lower-income families in a way that enables them to cope

with the schools’ expectations and demands.

The child may come from a home in which he or she has
learned to expect physical punishment, threats, and abuse.
This child may have difficulty in adjusting to a teacher
who does not shout, threaten, or hit. This child may need
help in learning to make decisions, having been told at
home quite firmly how to behave. Since our society leans
towards independent decision making and choice of be-
haviour, such a child may have ambivalent feelings and ex-

perience difficulty in adjusting to the expected behaviour

for school and peers.
Other children, having received much attention and constant

direction, may have become overly-dependent upon what the

parents think is correct behaviour. étill other children
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are insecure and appear shy and withdrawn. They need ac-
tivities to help them develop a feeling of security and

self-confidence.

Young children, moreover, need to move towards independent
thinking for, as they mature, they move away from the
parental home to the school, to peers, and to a larger
society. They will no longer have an adult always beside
them to make choices. It will be easi%r to know which path
to take as they approach adolescence énd adulthood if they

have begun to make appropriate decisions in their early

years.

A number of studies (inter alia. Plowden (1967), Wiseman
(1968) show that there is a strong relationship between
poor educational performance and material deprivation. As
Banks (1968:74) pointed out, poverty, malnutrition and poor
living conditions are bound to affect school attainment.
Such adverse circumstances are likely to result in impaired
health and so impaired ability to learn, and lead to a num-

ber of undesirable consequences for the child:

"Poverty can make a parent less willing to keep a
child at school, can make it difficult for him to af-
ford books and toys, or expeditions which help a child
- to learn, can enforce housing conditions which make
the whole family strained and unhappy or make it al-
most impossible for parents and child to talk or play
together. Moreover, even when these conditions are no
longer present, the fact that they have existed in the
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recent past, or were a feature of the parents’ own
childhood, may exert an influence on attltudes, values
and aspirations for a generation or even more'
From the analysis of the relevant data it was found that a
greater number of the homes of non-schoolready children
fell into the category "less neat" than did the homes of
schoolready children. Moreover, many of the parents of
non-schoolready children did not own their place of abode.

Invariably they lived in rented outbuildings, garages and

basements.

The interview material in the present study showed that low
income parents have to spend more time at their jobs or on
household tasks and this leaves them with little time to
spend with their children. They have little money to spend
on books, crayons, puzzles, outings and other such means of
helping children’s development towards acquiring the skills

which schools reward.

Poor conditions at work can also have an indirect effect on
employees’ children and their educational experience. Long
hours and short holidays reduce the amount of time parents
have available for their children. Heavy physical work,
which gives rise to severe fatigue means they are fre-
quently too tired to meet some of their children’s needs.

More indirectly it is possible that a sense of powerless-

162



ness at the work place carries over into other aspects of
1ife. When this happens parents may passively accept low

standards of educational provision for their children at

school.

Research evidence on parental attitudes should be treated
with caution. Lack of interest has often been assumed from
teacher;s assessments of parents but direct evidence from
parents suggests that most do not lack interest but are in-
hibited by lack of self-confidence or insufficient

knowledge (Mortimore and Blackstone, 1982:48-49).

Another notable finding of this study was the fact that the
non-ready children’s homes often had very few magazines and
newspapers. 1t is reasonable to assume that the general
reading habits of the parents are likely to influence the
language development of their children and hence their
readiness for school. Parents who are better-read are
likely to have a wider vocabulary wbich should benefit
their children in their language deveiopment. Better-read
. parents are also likely to encourage their children to read
widely. Parents who have not had the benefit of extended
education themselves are generally less well-equipped to
help their children with school work than are those who
have.had this advantage. This inadequacy puts an even

greater responsibility on the school. The trouble is that
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it is the very group of parents who appear to need help
most that have the least contact with the school throughout
the children’s time there. The consistent differences in
favour of the schoolready group reflect the more adequate
preparation of these children for the demands of schooling
by their parents. The fact that their gain is maintained is
probably due in some measure to relatively greater parental
support and interest in their educational achievement. At
this point it is important to stress that educational dis-
advantage is not simply dependent on social status but
represents a whole syndrome of family characteristics.
Parents who aspire to the goals schools set for their
children, and who actively involve themselves in the educa-
tional process, substantially improve their children'’s
prospects. Other parents who reject these goals and,
perhaps Ehrough no fault of their own, provide 1little
educational support for their children, lay.the foundations

of educational failure.

This section has reviewed the findings and implications of
this study for early education. In essence the findings
indicate that material disadvantage may both limit access
to education and make it more difficult for children to
benefit from it. Poverty increases the possibility of
family stress. The research also indicates that cognitive

development is highly dependent upon the kind of verbal
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interactions between parent and child. The particular pat-
terning of cognitive abilities which the child develops is
a function of his home environment, and it will, in its

turn, help determine his academic future.

While acknowledging that home backgrounds cannot be changed
overnight, nor indeed in some respects in a generation
(particularly where the problem is cultural poverty, paren-
tal attitudes or poverty of language), some steps can be
taken éarly on to compensate children who are handicapped

by them.

b

—

6.3 EUMMARY OF RECOMMENDATIONS_{

6.3.1 More school social workers should be appointed.
These workers should be readily available to teachers and
should assist them in securing prompt assistance from spe-

cialized social services.

6.3.2 Teacher training courses should take'greater
cognisance of the social factors that affect school pexr-
formance and of the structure and functions of the social
Services. Faculties of education and colleges need to
widen their curricula to include the %tudy of child growth
and development. More desirable chil% rearing environmen-

tal conditions can be identified ana'created. It is
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possible in the future that the task of being a mother or
father will require far more training and preparation than
has been the case so far. If children of the future are to
profit from knowledge about the influence of environment on

development, then parents of the future must be given this

knowledge.

6.3.3 Efforts should be made to improve the general
living conditions and circumstances of disadvantaged
families through broad social reforms so that parents and
children can live more satisfactory lives. Such improve-
ments will also help to break the vicious cycle of poverty
and deprivation, thereby reducing the problems of the next

generation.

If a home is deficient as a learning environment the prog-
nosis for a child’s later development is very poor. Fac-
tors which may contribute to a deficient learning environ-
ment in the home, are for example, a low level of educa-
tional development of the parents, a poor standard of
. living arrangements, lack of essential amenities in the
home, a low level of reading pattern among the parents and
the lack of sufficient interaction between children and

parents.
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6.3.4 There is a need to improve and extend existing
educational programmes through literacy programmes and
plans incorporating appropriate child-rearing practices.
In this way parents can become better equipped to raise

their children.

Community libraries should play a more active role in help-
ing raise the literacy level of parents and encouraging

children to become members.

|
6.3.5 Community-based centres staffed by professionals
such as social workers, psychologists, educationists, and

medical personnel should be established to offer guidance

to parents at crisis points in the child-rearing process.

6.3.6 Efforts must be made to involve parents more
fully in preschool programmes so that they can aﬁéuire a
better understanding of the aims and procedures of these
early education centres and extend their activities to the

home environment.

Parents are the earliest and most influential teachers of
their children. Their effectiveness, however, depends on
their knowledge, their experience, and their interest in

helping their children realize their educational potential.
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Good nutrition, nurturing relationships and stimulating en-
vironments lay the essential foundations which enable later

relationships and learning to develop positively.

6.3.7 The value of laying a sound educational founda-
tion for future academic progress and, later, for suitable
employment and upward mobility, must be impressed on

parents.

6.3.8 Financial allocations should be increased so that
more and better facilities can be established to care for
the children of working mothers. More nursery schools and
recreational centres should also be established. Benefits
flowing out of such investments will help promote school
readiness in children, especially among those who come from

deprived home backgrounds.

6.3.9 Resources similar to those found in secondary
schools should be extended to infant schools. At present
in Indian schools, there is a markéd disparity between
resources and research efforts direcied at the secondary
school and at the infant school. The presence in secondary
schools of counsellors and specialized teachers provides

evidence of the attention that has been given to the needs

of the adolescent and the school leaver. These provisions
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may be overstretched and inadequate, but they are generous

indeed in comparison with those available for the infant

school pupil and the school entrant.

Some children are disadvantaged in school because of inade-
quacies in the emotional climate of their homes. These in-
adequacies often stem from the personality characteristics
of their parents. In such cases it becomes the task of the
school and community mental health services to bring about
a change. The schools have many functions to serve and
among these is the fostering of healthy personalities. 1If,
in the academic programme itself, the teachers'and the
counsellors can promote the mental health of children by
undertaking a remedial role, these children, when they be-
come parents, are more likely to establish satisfactory
relationships with their own childre% and create within the
home a climate conducive to prope} cognitive and per-

sonality development.

6.3.10 Preschool educational services should be extended
to include children from the age of three. At present
these services are available to five- and six-year olds

only. In this connection it is important to heed

Pringle’'s warning:
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"Failure to provide the necessary programmes for
children and their families merely postpones the day
when the community has to pay a much higher price for
not being willing to meet the needs earlier. The cost
in the long run is extremely high - not only in terms
of human misery and wasted potentialities, but also in
terms of unemployability, mental ill-health, crime and
a renewed cycle of inadequate parenting. Even in the
short run, it is by no means economical to do too
little and to do it too late'. (Pringle, 1975:154).

It is acknowledged that a number of tasks mentioned above
cannot be easily performed by the state or any other social
agency. The origins of the underlying problems often lie
in family and in social history and they are sustained and
reproduced by prevailing social condiéions and structures.
If basic improvements in education are to take place in
South Africa, there will need to be a trangformation of
many aspects beyond the schooling system. Podr housing,
low income, uncertain health, insecure employmeﬁt, and poor
parenting skills will almost certainly lead to a rise in
the number of low achieving, poorly behaved, disenchanted

or alienated young people.

-For a start, parents need to be informed of the vital role
they can play in their children’s education. The results
of the present inquiry also serve as a reminder that the
child is part of a larger environment and that his school

progress is vitally affected by this environment: through
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the attitudes which it encourages, by the motivation it
provides, and by the stability and security which he can

derive from it.
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APPENDIX A

HOME INTERVIEW SCHEDULE

NOTE: ’N’ STANDS FOR NAME OF CHILD

Code ]
1. PRELIMINARY DETAILS
1.1 Name of child :
1.2 Home address :
1.3 Age of child : Years Months
1.4 Sex of child : MALE [ ]
FEMALE ]
1.5 Relationship of interviewee to 'N’
MOTHER [ ]
FATHER ]
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3.

3.1

3.3

CRITERIA FOR SOCIAL CLASS DIVISION

Father’s occupation:

Mother’s occupation :

Father’s level of education:

No schooling to Std.é6
Std. 7 and above

Mother’s level of education:

No schooling to Std.é6

std. 7 and above

MATRIAL ENVIRONMENT OF THE HOME

Type of house:

Single cottage
Double storey
Other

Does the house have
Cold water?
Hot water?
Radio?
Television?

Telephone?

Does "N’ share his bedroom?
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5.

5.1

Yes
No
FAMILY HEALTH
Is mother’s health good?
Yes
No
Is father’s health good?
Yes
No
Is child’s health good
Yes
No

(A) GENERAL CULTURAL EXPERIENCES

g o b

00 U

IN THE HOME

Do you buy the daily newspaper?

Regularly

Sometimes

Never

. Do you buy the weekend paper?

Regularly
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(B)
5.3

Sometimes

Never

RADIO AND TELEVISION PROGRAMMES PREFERRED
How many hburs per day does ’'N’ spend watching

television?
0 - 2 Hrs

3 - 5 Hrs

How many hours does N’ spend watching video
recordings. during the weekend?

0 - 2 Hrs

3 - 5 Hrs

Do you as a parent tell ’'N’ about the types of programme he

must watch’

Yes

No

How many hours per day does ’'N’ spend listening to the

radio?
0 - 2 Hrs

3 - 4 Hrs

What type of radio programmes does ’'N’ listen to?

Music

Drama stories/Quiz
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General Category ]

No Radio |:|

6. EDUCATIONAL MOTIVATIONS, AWARENESS AND ASPIRATIONS OF
PARENTS

6.1 How often do you watch T.V. with ’N’?

Everyday/Once/Twice a week ]
Seldom ]
Never [:]

6.2 Do you explain things which ’N’ has seen but did not under-
stand?

Yes ]
No [:j

6.3 If yes, how often?

Always/most times ]
]

Seldom

6.4 How often do you listen to the radio with ’N’?

Everyday/Once/Twice a day ]

Seldom/Never
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Do you explain things ’'N’ has listened but did not under-

stand?

Yes

No

If yes, how often?

Always/most times
Seldom
How often do you help "N" with the following?

(a) dressing himself

Usually
Occasionally
Never

(b) washing himself

Usually
Occasionally

Never

DISCIPLINE
Do you expect ’N’ to:
(a) put away his toys?

Always
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8.

8.1

8.3

Never

(b) help in the home?

Always

Never

Does "N’ have books at home to look at?

A few
None

Does ’N’ like looking at books?

Yes
No
Do other people read to him?
Yes

No

If yes, who reads to him?

Mother
Father
Grandfather

1
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EXPERIENTIAL OPPORTUNITIES AVATLABLE TO THE CHILD

]
]
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8.5 Does

(a)
(b)
(c)
(d)
(e)
(£)
(g)

Sibling ]
Other I:]
'N’ ever play with
Often Occ. Has
None
building blocks [ L | |
jig-saw puzzles | | | | [ |
toy cars | | L] L
pencil and paper )
N e I e

paints

N

—J

plasticine or clay

|

sand

L]

8.6 How well does ’'N’ look after his toys and books?

Well

Average

Destructive

8.7 Do you take your child

(a)

shopping?

Frequently

Occasionally

Never
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(b) visiting families and friends?

Frequently

Occasionally

Never

(c) parks or playgrounds?

Frequently
Occasionally
Never

(d) beach?
Frequently

Occasionally
Never

(e) library?

Frequently
Occasionally
Never

(f) cinema/theatre?

Frequently
Occasionally

Never
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(g) =zoo/circus?

More than once

Once

0 U L

Never

(h) swimming pool?

More than once [
Once [:]
Never [:j

9. OBSERVATIONS

9.1 Were other people present when the interview was being con-
ducted?

Yes
No
9.2 Did the interviewee appear

Clean?
Average?
Dirty?

9.3 Did the children appear

Clean?

00 oddodd o0

Average?
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Was the interviewee

pid the home appear

Time taken for interview

Comments

Dirty?

Co-operative?

Not co-operative?

Clean?

Dirty?

L]

]
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APPENDIX B

PARENTAL _CONSENT FORM

12 Duffy Crescent
Avoca

DURBAN

4051

Dear Sir/Madam

I am a Junior Primary Teacher at the REDFERN PRIMARY SCHOOL ii
Phoenix and I am engaged in a research project on school readi-
ness among Indian children. The study will form part of my dis-
sertation for a Master’s Degree at the University of Durban-
Westville.

The children who will be seeking admission to Class i at th
beginning of 1990 will form my sample. Since your child falls i
this category, I shall be grateful if you could grant me permis-
sion to administer three short tests which will help us to deter-
mine his/her readiness for formal instruction.

Information pertaining to the tests and the pupils will b«
treated confidentially and used for academic purposes only.

Thanking you and 1ooking'forward to meeting you.

Yours faithfully

R.D. GAJADHUR
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APPENDIX C

PEABODY PICTURE VOCABULARY TEST

195

FORM A FORM B ADAPTED FORM
(used in Present
Investigation)

1 car 1 table 1 car

2 cow 2 bus 2 cow

3 baby 3 horse 3 baby

4 girl 4 dog 4 girl

5 ball 5 shoe 5 ball

6 block 6 finger 6 block

7 clown 7 boat 7 clown

8 key 8 children 8 key

9 - can 9 bell 9 bell

10 chicken 10 turtle 10 chicken
11 blowing 11 climbing 11 blowing
12 fan 12 lamp 12 fan

13 digging 13 sitting 13 digging
14 skirt 14 jacket 14 skirt

15 catching 15 pulling 15 catching
16 drum 16 ring 16 drum

17 leaf 17 nail 17 leaf

18 tying 18 hitting 18 tying

19 fence 19 tire 19 fence

20 bat 20 ladder 20 ladder
21 bee 21 snake 21 bee

22 bush 22 river 22 river

23 pouring 23 ringing 23 pouring
24 sewing 24 baking 24 sewing
25 wiener 25 cone 25 cone

26 teacher 26 engineer 26 teacher
27 building 27 peeping 27 peeping
28 arrow 28 kite 28 arrow

29 kangaroo 29 rat 29 kangaroo
- 30 accident 30 time 30 accident
31 nest 31 sail 31 nest

32 caboose 32 ambulance 32 ambulance
33 envelope 33 trunk 33 ‘envelope
34 picking 34 skiing 34 skiing
35 badge 35 hook 35 badge

36 goggles 36 tweezers 36 goggles
37 peacock: 37 wasp 37 peacock
38 queen 38 barber 38 queen

39 coach 39 parachute 39 parachute
40 ° whip 40 saddle 40 saddle
41 net 41 temperature 41 net

42 freckle 42 captain 42 captain



43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60

eagle
twist
shining
dial
yawning
tumble
signal
capsule
submarine
thermos
projector
group
tackling
transportation
counter
ceremony

pod

bronco

43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60

whale
catch
balancing
cobweb
pledging
argument
hydrant
binocular
locomotive
hive

reel
insect
gnawing
weapon
bannister
idol
globe
walrus
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APPENDIX D

WEST, D.J. : PRESENT CONDUCT AND FUTURE DELINQUENCY
(FIRST REPORT OF THE CAMBRIDGE STUDY IN DELINQUENT
DEVELOPMENT )

LONDON, HEINEMAN, 1969
(ORIGINAL FORM)

PARENTAL ATTITUDE INVENTORIES USED FOR MOTHERS AND FATHERS
RESPECTIVELY

(1) MOTHERS FORM

Please read each item and: if you agree put a ring round Agree or
if you don’t agree put a ring round Disagree. Don’t miss any
please: Your opinion is wanted on all these questions.

1. You must expect a real boy to get into fights Agree  Disagree
2. Parents should decide the sort of work their children are to do . MAgree Disagree
3. A mother needs to get right away from her children sometimes Agree Disagree
4, Bedwetting cannot be cured by punishing the child Agree Disagree
5. Small children must learn to do without their mothers sometimes Agree  Disagree
6. If a boy has got a bit of spirit he won't always do as you say Agree Disagree
7. It is most important for a mother to see who her boy plays with Agree Disagree
8. It 1s not right to worry children at home about their school lessons MAgree Disagree
9. Too much mothering will make a boy "softie" Agree  Disagree
10. Troublesome teenagers often come from harsh homes : Agree Disagree
n. "Mother knows best", 1s sti11 true today Agree Disagree
12. It doesn’t matter if boys get to know about sex when they are little Agree  Disagree
13. No child 1s really bad if you take enough trouble with him Agree  Disagree
14. Keep boys down yéung and theywon’t get into trouble later Agree  Disagree
15. It's the school’s job to teach the child - not the parents MAgree  Disagree
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16.

17.

18.

19.

23.

4.

25.

26.

27.

There is no harm in boys playing with dolls or at girlish games
Parents should not let their children take up all their time
Boys should fight their own battles and not run to mother

We needn’t expect our children to look after us when we are old
Children should have a fixed bed-time and never sit up later
School dinners make a welcome break for mother

There should be more discipline in schools today

A child should never keep a secret from his mother

There's Tittle ﬁnks or pleasure in bringing up children

Children will respect you more if they are a bit afraid sometimes

It's sad to see boys grow up because then they don’t seem to need you

Though he says he's poorly at schooltime he should go just the same

Mothers must learn to mind their own business when a boy is growing up

Strict discipline develops a good strong character in children
Sometimes children are more of a nuisance than a blessing

A mother must always know just what her children are doing

If there’s trouble at school, mothers should always see the teacher

01d-fashioned parents were far too strict
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APPENDIX E

WEST,.D.J. : PRESENT CONDUCT AND FUTURE DELINQUENCY

(FIRST REPORT OF THE CAMBRIDGE STUDY IN DELINQUENT

DEVELOPMENT)

LONDON, HEINEMAN, 1969

(ORIGINAL FORM)

PARENTAL ATTITUDE INVENTORIES USED FOR MOTHERS AND FATHERS

RESPECTIVELY

(2) FATHERS FORM

Please read each item and: if you agree put a ring round Agree or if you don’t agree put a
ring round Disagree. Dont miss any please: Your opinion is wanted on all these questions.

1. 0Older boys and g:lr]s should be taught together at school

2. Punishing a boy is a father’s job

3. Children have a right to choose their own jobs

4. The 11+ exam 4in school is not fair to many children

5. Boys should do just as they are told without any argument

6. Immunization against polio should be compulsory

7. Strict d*Isc1p'Hnerdevelops a good strong character in children

8. It doesn’t matter if boys sit up a bait late sometimes watching TV
9. 01d-fashioned parents were far too strict

10. Children should be able to leave school before the age of 15

1. You should never make a child afraid of you

12. Troublesome teenagers often have parents who were too soft

13. Caning in schools should be abolished

14 " It's better for a boy to be obedient than clever
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15.

16.

17.

18.

19.

23.

24,

25.

26.

27.

Flats and housing schemes should all have special playgrounds

Most mothers nag at their children too much

There is no harm in boys playing with dolls or at girlish games

You won't get children to obey unless you can tell them why

Most boys need a good hiding sometimes

In a good home father’s word is law

Homen schoolteachers are just as good for boys as men are

The saying "Children should be seen and not heard”, is just silly

If parents stand no nonsense, bedwetting can soon be cured

Children should have a fixed bedtime and never stay up later

The discipline of the army is a fine training for boys

Children get more freedom nowadays, and a good thing too

More public money should be spent on providing children’s playground
Boys grow up without spirit if they’re kept down young

There should be more discipline in schools today

Children learn to behave best if their parents are patient with them
Children won't work at school unless you keep on at them

Mothers are generally too soft with their sons

Children who are made to obey will thank their parents later
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APPENDIX F

HOME INTERVIEW SCHEDULE

COMPOSITE X

HOME BACKGROUND VARIABLES

TABLE OF SIGNIFICANT RESULTS
SCHOOLREADY VS

NON-SCHOOLREADY GROUPS

df = 1 in each case
x = significant at 5 percent level
x2 is used with Yates correction for continuity
ITEM NO VARIABLE X% SPLIT X2
2. Father’s level education No schooling to 10,72%
std.6/std.7 and
above
2. Mother’s level of edu- No.schooling to 8,19%
cation std.6/std.7 and
above
5. Purchase of daily news- Regularly/Some- 23,42%
paper times; Never
5.2 Purchase of weekend Regularly/Some-  8,26%
paper times; Never
8. Possession of books by Many/few; none  26,01%
children
8.2 Frequency with which Often/occasion- 29,40%
' children view books ally; never
5.3 Amount of time per day 0-2 hrs/ 7,09%
children spend watching 3-5 hrs
television
6. Parents’ discussion of Yes/No 9,20%
television programmes
with their children
6.4 Frequency with which Once/twice a 14,56%

parents and children
listen to radio pro-
grammes together.
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APPENDIX G

DATA FOR THE COMPUTATION OF THE ANALYSIS OF

VARIANCE OF THE RAW SCORES OF 72 SCHOOLREADY/
NON-SCHOOLREADY CHILDREN ON THE RCPM

N
TANVAN

5 7 6
12 6 5
8 6 8
18 8 5
11 4 5
4 8 4
10 6 5
6 8 11
7 7 1
81 60 50
9 6,67 5,55
1,44 0,44 0,91
READY A2 =
BOYS B2 =
HIGH C2 =

202

AN

/31
(ok| Cc2

4

55

6,11

1,06

NON-READY

GIRLS
LOW

[\

0 8 2
5 6 11
1 6 0
10 14 2
4 9 1
2 7 6
4 5 2
2 0 3
1 6 2
29 61 29



44
47
54
46
53
51
27

58

£X 220

X 46,67

S.E.3,07

Al

B1

C1

DATA FOR THE COMPUTATION OF THE ANALYSIS OF
VARIANCE OF THE RAW SCORES OF 72 SCHOOLREADY/

APPENDIX H

NON-SCHOOLREADY CHIL.DREN ON THE PPVT

43 46 39 43 28 43 34
52 51 46 45 37 46 41
43 54 41 48 51 49 7
40 49 28 41 36 49 19
48 42 40 31 17 43 27
42 45 43 44 43 42 42
53 46 40 38 31 36 33
47 40 15 32 41 33 32
41 55 43 29 33 40 21
409 428 335 351 317 381 256
45,44 47,56 37,22 39 35,22 42,33 28,44
1,60 1,71 3,24 2,29 3,23 1,8t 3,75
READY A2 = NON-READY
BOYS B2 = GIRLS
C2 = LOW

HIGH
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APPENDIX I

DATA FOR THE COMPUTATION OF THE ANALYSIS OF
VARIANCE OF THE RAW SCORES OF 72 SCHOOLREADY/
NON-SCHOOLREADY CHILDREN ON THE SRTB

/\ VAN
I\ JANIVAN

27 25 26 25 21 12 21 17
25 23 22 25 18 14 12 14
22 22 25 22 18 20 20 11
27 26 24 22 16 18 21 15
28 22 25 22 21 4 14 8
23 25 22 26 18 21 20 21
22 24 . 24 24 18 18 16 15
24 23 23 23 15 13 15 16
22 26 26 24 19 15 16 19
£X 220 216 217 213 164 135 155 136
X 24,44 24 24,11 23,67 18,22 15 17,22 15,11
S.E.0,80 0,98 0,51 0,50 0,66 1,72 1,12 1,31
A1 = READY A2 = NON-READY
B1 = BOYS | B2 = GIRLS
C1 = HIGH C2 = LOW
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APPENDIX J

BRIEF NOTES ON SOME STATISTICAL TESTS USED IN THIS REPORT

a. The 2 x 2 Chi-square test

The 2 x 2 chi-square test is a statistical test with one
degree of freedom: (r-1)(c-1) = (2-1)(2-1) = 1. Whenever
the theoretical sampling distribution of chi-square is used
with 1 df, Yates’s correction for continuity should be used
(Shavelson, 1981 : 540). This can be accomplished by sub-
tracting 0,5 from the observed frequency whenever it ex-
ceeds the expected frequency, and adding 0,5 to the ob-
served frequency whenever it is less than the expected fre-

quency.
b. Pearson r

A measure of correlation which uses interval data. It is

thus a parametric test.

In a positive correlation, when one variable increases, the
other increases. If two variables show a negative correla-
tion, then as one increases the other decreases. A perfect
positive or negative correlation will show changes in the
two variables which are exactly proportional to one

another, a weaker correlation will show more variability in
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the extent to which the two measurements match up. In
situations where there’s little or no relationship between
the two measurements, the coefficient correlation will be

close to zero.

C. The t-test

The t-test is a parametric test which is obtained by com-
paring the means of two data samples in order to determine
whether any differences which occur between them are
statistically significant. The null hypothesis of any
given study will predict that any differences which have
occurred between two sets of data have happened simply by
chance. In other words, all the scores have come from the
same population, and differences between the means are
simply due to random variation. On the other hand, if the
means of the two sets of data are very different, it is un-
likely that they have come from the same population, they
are more likely to have resulted from two different popula-
tions. 1In that case the null hypothesis would be refuted.
The t-test looks at the mean of each set of data, bearing
in mind the standard deviation of each one. By giving a
final statistic which expresses how strong the differences
between the two samples are, it allows the user to judge
just how likely it is that these differences have arisen by

chance.
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d. Analysis of Variance (ANOVA)

A statistical procedure to test whether groups of scores
differ from each other. The principle is that if the
scores are not being influenced in different ways, the
variation (variance) of scores within each group will allow
us to predict how much variation there will be between the
means of the groups. If it turns out that the group means
vary more than expected, we conclude Lhat the groups differ
(and have therefore been influenced in different ways).
Several different sources of influence can be tested within
a single ANOVA design, and the complex relationship or in-
teractions between them can be analysed. (Shavelson, 1981;

Dayton, 1970; and Winer 1971).
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' APPENDIX K

SOME NOTEWORTHY OBSERVATIONS RELATING TO THE

HOME ENVIRONMENT OF SCHOOLREADY CHILDREN

The parents, by and large, consiétentlv provide warmth

i

and love. Parents express delight with the child’s

new achievements.

The child is brovided with ample opportunity to try

out things for himself and help is given when needed.

The parents are willing to foster the child’s inde-
pendence as he explores his world. They adopt an in-
terested and enthusiastic attitude and compliment the

child’s adventurous pursuits.

The parents recognise and accept the child’s in-
dividuality in terms of his needs to develop his own
interests. They provide him with tasks relating to

his individual tastes.
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5. The parents accept the child’s individual abilities,
limited though they may be; and they also acknowledge
with respect his achievements. They do not put undue

pressure on him to accomplish things for which he is

not ready.
While these traits are also found in the homes of non-

schoolready children, the researcher-interviewer found them

less frequently and to a less warked degree.
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APPENDIX L

CASE STUDIES

1. A SCHOOLREADY CHILD

|
Reneal (aged 6 years and 2 months),‘a schoolready child,
comes from a home where his parents provide him with

favourable conditions for his development.

The circumstances relating to his birth were normal. His
father is a plumber and his mother is a housewife. His
parents have been married for sixteen years and they still
have a very good relationship. Reneal is the youngest of
three children. The difference in age between Reneal and

his elder brother is five years.

His test scores were as follows:

(a) SRTB : 24/28
(b) PPVT : 58/60
(c) RCPM : 5/11

His parents place great value on education and are very in-

terested in Reneal’s progress at school. They visit the

school regularly to monitor his progress.
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2. A NON-SCHOOLREADY CHILD

Serosha (6 years old) is a non-schoolready child. She
comes from a home where her widowed mother cannot provide

her with favourable conditions for her development.

The circumstances relating to her birth were normal. Her
father died when she was four years old. Her mother is a
housewife and is a member of an extended family consist-
ing of ten members. The family lives in overcrowded and

noisy conditions.

Her test scores were as follows:

(a) SRTB : 14/28
(b) PPVT : 28/58
(c) RCPM : 6/11

Her mother, is fully occupied with household chores and

does not find the time to monitor her progress at school.

The researcher asked each of the mothers of the children
mentioned above about how she prepared her child for
school, i.e., What did she tell him/her on the eve of

his/her enrolment at school?
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Reneal’s mother replied: "I made him aware that school is
a place for learning and that there is no need for him to
be afraid. Since he will be in a classroom and his teacher
will be in charge, he must ask his teacher permission if he
wiéhes to leave the classroom to visit the toilet. The
lunch break is time for him to have his sandwiches. There

will be lots of things for him to do which he will enjoy."

Serosha’s mother replied: "I told her that at school she
cannot behave as she wishes. She will have to listen to

her teacher and not walk around the classroom and get up to

mischief."

An examination of the two sets of replies réveals that the
mother of the schoolready child viewed school as a place
where learning is the important activity; the mother of
the non-ready child on the other hand was more concerned
with the child’s behaviour rather than with the learning

aspect.
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