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ABSTRACT

The two principal aims of this study were:

(a) to evaluate the effectiveness of existing pre-primary

education for Indiao children and

(b) to determine the relative effectiveness of three

current school reaciness programmes ..

Random samples of pupils, with varying preschool back­

grounds, were drawn from Class i children attending

selected Indian primary schools in the Greater Durban

area. Information relating to the four groups formed in

this way are given below:

Sample A: pupils \<iho had a.ttended registered private pre-

primary schools (N = 50);

Sample B: pupils who had attended departmental bridging

module classes (N = 40);

Sample C: pupils \<iho had attended community-run pre-

primary classes (N = 50) ; and

Sample D: pupils who hac had no formal preschool education

(N = 30).
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To make the four groups comparable, variables such as age,

sex, intelligence and socio-economic status were control­

led. In keeping with the abovementioned aims the follow­

ing sets of comparisons were made:

(a) the performances, on a test of school readiness, of

those pupils who had had some form of formal pre­

school education (Groups A, B and C) were compared

with those who did not receive any such education

(Group D); and

(b) the performances, on a test of school readiness, of

pupils who came from the three different types of

preschool backgrounds (A, B and C) were compared with

one another.

Questionnaires were also completed by a sample of Class i

Junior Primary teachers in the Greater Durban area (N =

35). Teachers were asked to comment and report on issues

relating to pre-primary schools and classes, the extent of

pupil readiness for Class i, the effectiveness of school

readiness tests, and matters relating to the Class i cur­

riculum. The purpose of this part of the study was to

identify problems in subject areas related to preschool

education so that appropriate remedial action could be

suggested.
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There was consensus among Class i teachers that preschool

education promotes school readiness. This was confirmed

by the results of this study. Groups A, Band C which had

received preschool education performed significantly bet­

ter than group D which comprised pupils who had had no

preschool education. The findings also indicated that the

preschool programme offered by the departmental bridging

module classes was more effective in promoting school

readiness than the programme offered by either the regis­

tered private pre-primary schools or community-run pre­

primary classes.

Teachers rated the programme offered by Departmental

bridging module class to be the most effective for prepar­

ing children for formal education. The registered,

private pre-primary schools came second, and the

community-run classes, third. This rating was again con­

firmed by the findings of this study.

When it came to rating the various subjects in the Class i

curriculum in order of dif~iculty, the following rank­

orders were obtained: Engl~sh (most difficult) followed

by Mathematics, Writing, Environmental Studies, Art and

Music. They also identified specific short-comings among

Class i pupils in each subject aree.
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A number of recommendations are made so that the problems

identified by the investigation ca. be addressed. These

relate to pre-primary educational provision, resources and

support services, the environment as a resource, teaching,

testing and the curriculum. Education authorities, pre­

primary teachers, parents and Junior primary teachers are

urged to adopt a team approach in the solution of problems

relating to young children's education.
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CHAPTER 1

NATURE, PURPOSE AND SCOPE OF THE RESEARCH

1.1 INTRODUCTION

The problem of non-readiness for school has received con­

siderable attention in developed countries in recent

decades. Pupils admitted to school on the basis of cer­

tain criteria have been failing in large numbe~s. Bell

and Aftanas (1972:659-667), for instance, 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 children to achieve "the solid foundation

skills necessary for their subsequent education."

Researchers also cite other possible factors. The HSRC

Report (1981 :274) for instance, cites socio-economic dis­

advantage as a major reason for children not being ready

for school. Tissier (1990:12) believes that many of the

difficulties young children have in learning can be traced

to inadequate parenting. Taylor (1984:138-143) asserts

that deficiencies in the home as a learning environment

can have a serious effect on a child's readiness for

school.

South African studies among White children (Coetzee,

1969:23) and among Blacks (Gordon, 1986:70) established

that between 20 % and 30 % of pupils entering school for



the first time, were not school ready. According to the

statistics provided by the Souch African Institute of

Race Relations Survey (1992), the drop-out rate among

Black pupils in 1990 in Class i was 25 %.

Evidence of widespread concern for the problem of non­

readiness for school is found in the Head Start Programme

(1965) in the United States and t~e Plowden Report (1967)

in the United Kingdom. The Plowden Committee was con­

cerned with culturally disadvantaged children. The Head

Start Programme was involved in the provision of compen­

satory education for preschool children from low-income

groups.

Fischer and Lazerson (1984:346-353) note that some of the

most decisive developments in a person's life take place

between the ages of two and six. These include develop­

ments in the cognitive, language, physical and social

parameters.

Verhoef, Kruger and Engelbrecht (i990:507-513) state that

after almost three decades since the renaissance of

preschool education in the sixties, there is clear

evidence of the lasting scholastic, psychological, social

and economic benefits resulting from early childhood

educational intervention. They report that in most coun-

2



tries of the world today, preschool education, to a

greater or lesser extent, has become institutionalized

within the official education system.

As early as 1966 local junior primary educators and ad­

ministrators expressed concern aoout the school readiness

of the pupils admitted to Class i. In Indian education

these children had met the chronological age requirements

of the department, viz.: "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 before 1 July during

any year may be admitted to school only during January and

February of that year" (Department of Indian Affairs,

1966). However, early in their Class i year it was found

that many of the pupils were not ready for formal

work.

Gajadhur (1990:2) notes that the problem of school readi­

ness is now viewed with such concern that professionals in

other disciplines such as medicine and psychology feel

obliged to offer their expertise in trying to find answers

to vexing questions related to school entrants.

Brenner (1968:4) states that under the present system of

using chronological age by itself as an entrance

criterion, no account is taken of the fact that indivi-

3



duals grow, develop and mature at different rates. Conse­

quently, when they begin formal lessons they differ in

school readiness and in their capacity to learn.

The Class i teacher's dilemma can be appreciated when one

considers the following statement by Krech, Cru~chfield

and Livison (1969:64): when a first grade teacher

meets her class of children, all about six years of age

chronologically,

of pupils whose

years.

she is, in fact, confronted with a group

readiness ranges from three to eleven

In such an educational system "school is established: the

child must fit the establishment" (Cooper, 1966:1817).

Garbers (1969:49) and Wills (1958:297-8) rightly c_iticise

such a set-up as being too rigid. Garbers (1969) suggests

that a school system should be flexible enough to absorb

each child in an educationally sound manner. It is unwise

to compel pupils with varying degrees of school readiness

to follow the same programme. A child confronted by tasks

beyond his or her capabilities can, for instance, develop

resistant behaviour caused by a lack of interest and

failure (Frandsen, 1967:119). On the other hand, a

school- ready child deprived of appropriate learn:ng ex­

periences can become demotivated and this, in turn, can

4



lead to underachievement (Edwards, 1968:69).

Socio-economic disadvantage has been cited as a major

reason for a large proportion of South African Class i

children not being ready for formal schooling (HSRC

Report, 1981:274; Singh,1987:25; Gajadhur, 1990:106).

Deutsch (1967:59-75) makes a similar observation in

respect of children in the USA. When the lower-class

child enters Class i, his/her cognitive, sensory and lan­

guage skills are often insufficiently developed to cope

with what, for him/her, are the complex and confusing

stimuli offered by the school. Deutsch (1966:78-83) em­

phasizes that these children are less prepared to meet the

demands of the school and the classroom situation than

their middle-class colleagues for whom the school is, in

many respects, an extension of the home.

According to the National Education Policy Investigation

(NEPI) (1992:34), disadvantaged children benefit more

from early childhood programmes than do children from

homes which provide intellectually stimulating environ­

ments.

Morlan and Ramonda (1963, cited in Tiedt, 1968:9) identify

inadequate language skill development as a factor af­

fecting success at school. Those who come from homes



where another language is spoken must learn very

to use English. However, hurried acquisition

guage is problematic.

rapidly

of lan-

Tiedt (1968:50) states that the listening and speaking

skills are fundamental to the development of reading and

writing skills.

Fischer and Lazerson (1984:342) caution against over­

emphasising grammatical rules during language development.

Preschool children often use telegraphic speech to express

ideas and needs, ie. they use only two or three important

words to convey meaning rather than well-constructed sen­

tences. If children, whose cognitive abilities do not

permit them to speak in full sentences, are forced by

teachers or parents to do so, such children would become

frustrated and their development will suffer (Fischer and

Lazerson, 1984:346-353).

In Britain the concept of being culturally disadvantaged

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 the

security of sufficient emotional or intellectual stimula­

tion, often misses a significant stage in his/her early

development.

6



What he/she often lacks is the opportunity to develop in­

tellectual interests and this generally shows up in

his/her poor command of language. Singh (1987:24) states

that the working class sub-culture is portrayed as a sub­

standard version of the mainstream middle-class culture.

It is deficient in certain important respects which ac­

count for the low educational attainment of members of

these groups.

The degree of contact a child has with his/her parents,

the quality of the language model they provide for

him/her, and their reinforcement of his/her speech ac­

tivities are important determinants of his/her language

and cognitive development. Lower social class and cul­

turally disadvantaged children tend to live in much more

impoverished verbal environments. Therefore, they often

display verbal and cognitive retardation (Gajadhur,

1990:26). Haralambos (1980: 197) states that during

primary socialization, middle-class children receive

greater attention and stimulus from parents. These en­

vironmental influences that operate during preschool years

influence performance at school. Singh (1987:25) states

that these disadvantaged children must be given com­

pensatory education. Several writers including Bernstein

(1971), Midwinter (1972), Friedman (1976), Halsey (1977),

and Lubeck (1985) suggest that compensatory education

should concentrate on preschool years.

7



One major solution to school readiness problems appears to

be appropriate pre-primary education. Follow-up studies

of long-term overseas intervention programmes like Head

start and the Perry Pre-School Project show that quality

preschool programmes can contribute significantly towards

making disadvantaged children school ready in spite of

certain criticisms that have been raised (Feeney, Chris­

tensen and Moravcik, 1987:28). The study of the Wes­

tinghouse Learning Corporation (1969), for instance,

produced evidence that, in so far as cognitive development

and achievement were concerned, the summer programmes of

Head start were not producing the degree of anticipated

effects. White (1977) notes that as the Head Start

programme grew, it became expensive. Also, Head Start in­

tended to provide comprehensive services to very poor

families but numerous problems prevented the realization

of the original plans.

In South Africa the first major investigation into pre­

school education was undertaken by the Human Sciences

Research Council (HSRC, 1981). It accepted school readi­

ness as a pre-requisite for success at school, reviewed

existing ways of providing preschool education, and iden­

tified problem areas that needed attention.
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A recent study by Esterhuyse, Kotze' and Weyers

(1992:131-135) investigated the relationship between nurs­

ery school attendance and the intellectual and emotional

development of the South African adolescent. They found

that nursery school attendance made a positive contribu­

tion to the develo9ment of a person's emotional life and

intellectual abilities.

Although some education departments are presently involved

in providing pre-primary education, many had to scale down

their activities owing to severe budget restrictions. The

Education Ministers in the tricameral parliament decided

in 1987 that the needs of formal school education should

be given priority over pre-primary education. However,

children who showed that they were not yet school ready

were given the opportunity of participating in a special

bridging programme. Such programmes have since been in­

troduced in some schools and are being developed further.

According to the Education Renewal Strategy (ERS) document

prepared for the Committee of Heads of Education Depart­

ment (CHED, 1991) there is no national policy for pre­

primary education in South Africa. The various education

departments determine their own approaches. The ERS docu­

ment recommends that the South African Council for Educa­

tion should develop a national strategy for pre-primary

9



education particularly in view of the high dropout in the

black school population.

1.2 NATURE AND DEFINITION OF SCHOOL READINESS

School readiness is generally cccepted as a pre-requisite

for success at school, especially during the inicial

period of education (Reilly and Hofmeyer, 1983).

Grove' and Hauptfleisch (1981 :3) have defined school

readiness as "a stage in a child's development at which he

or she learns easily and effectively and without emotional

or other disturbances". Brenner (1962:20) expresses a

similar idea when he refers to readiness as a stage of all

round development ie, physical, mental, emotional and so­

cial, at which a child can fulfil the demands of the

school without undue .difficulty.

This readiness, says Haenen (1970:48), occurs without

pressure: it occurs as a result of the child's own voli­

tion. Readiness is a func~ion of development, and

development, in turn, proceeds at different rates in dif­

ferent individuals (De Hirsch i967:309; Hurlock 1964:24­

6). Kephart (1960: 19-20) sta~es that what a child

brings to school is his readiness for present learning.

It is normally a continuous p~ocess, i.e. the culmina-
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tion of a very extensive and rapid period of learning

throughout the preschool years.

One must draw a clear distinction between school readiness

and school maturity. School readiness, according to Hol­

man (1970:13), refers to the will to grow up and undertake

the tasks imposed by the school. It is concerned

with the child's disposition towards the acceptance of the

school situation. School maturity refers to a particular

capability to achieve in relation to the concrete learning

requirements at school. School maturity is an important

condition for school readiness which is a stage of

development that includes school maturity (Garbers,

1969:49; Ausubel, 1967:238-240).

Gajadhur (1990:6) summarizes some of the more important

characteristics of a school ready child as follows:

a) has good powers of linguistic comprehension and ex­

pression;

b) is able to concentrate on a task for a reasonable

period of time;

c) is interested in formal and systematic learning;

d) is physically developed to enable him/her to cope

with the strains and demands of school;
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e) is ready to accept and complEte a task independently

as well as to work with a group;

f) has the intellectual capacity appropriate to his/her

age level to solve problems, to group symbols mean-

ingfully, to remember instructions and to carry them

out in a specified sequence.

1.3 NATURE OF CURRENT PRE-PRIMARY EDUCATIONAL PROGRAMMES

The provision of pre-primary school facilities for w0ite

children in South Africa can be traced back to 1930

(Webber, 1978). Following the Amendment Act of 1969, the

Provinces were empowered to pass Ordinances, enabling them

to open Provincial pre-primary schools and classes

(Webber, 1978:95).

By contrast the development of these facilities for the

other race groups was very slow, mainly because of the

massive backlog in formal education. In 1980 about 16 %

of white children under six-years of age were in preschool

centres. The percentages for the other groups were:

Coloured 3,5 9,..0, Indian 1 % and Black 0,4 % (~eilly and

Hofmeyer, 1983:38-74). In 199 the percenta~es had

increased to white 21%; coloured 10 %; Indian 23 % and

black 3 % (McGregor and McGregor,

12
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This research is confined to issues related to school

readiness and pre-primary education services concerning

the Department of Education and Culture in the House of

Delegates. According to Singh (1987:42) this Department

has three types of preschools namely:

a) registered private pre-primary schools;

b) departmental bridging module classes;

c) community-run pre-primary classes using departmental

premises.

The nature and function of each type of preschool facility

is described below.

1.3.1 REGISTERED PRIVATE PRE-PRlMARY SCHOOLS

Private pre-primary schools are run by individuals or

private organisations and are registered with the

Department of Education and Culture in the House of

Delegates. Presently there are eighteen private pre­

primary schools in the Greater Durban area (Dayanarain,

1992). They cater for children in the age group three to

five years. Provision is made for state subsidization of

certain registered private pre-primary schools. These

operate on a non-profit basis. Teachers from these

schools attend work- shops regularly organised by the As­

sociation for Training and Resources in Early Education
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The recommended approach to teaching is around a theme.

This is a widely accepted way of introducing a child to

his environment (Smith, 1992). A theme is a subject of

interest from the child's world. To make it alive to the

children and to deepen their understanding of it, the

theme becomes the centre of their programme and all the

teacher's activities in the school are linked to it.

These include discussions, ringtime songs, books and

stories, creative activities, puzzles and games.

Programme Guidelines for teachers have been published and

are easily available. Each main or interest theme has two

supporting themes, viz., a nature theme and a cognitive

theme. Activities include discussions, puzzles and ex­

periments. Observation and progress reports are based on

the rate of a child's physical, emotional, social, and

mental development and on his level of school readiness.

Specific activities in the classroom concentrate on body

image, the five senses, colour, mathematics, language,

art-craft and music.

1.3.2 DEPARTMENTAL BRIDGING MODULE READINESS CLASSES

Bridging Module readiness classes are offered in depart-
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mental schools within the regular school context (Joshua,

1986). In 1992 fifty-two schools offered bridging module

classes in the Durban area (Dayanarain, 1992). These

classes cater for five-year olds who are due to enter

Class i in the following year. The main purpose of these

classes is to provide an environment in which physical,

experiential and psychological development can take place

and is especially designed for children of parents from

the lower socio-economic group.

Teachers in charge of the bridging module classes are

qualified for their specific tasks and spend approximately

4 to 5 hours per day at school. Their work is supervised

by the Junior Primary Head of Department and they are

provided with syllabuses and guides by Junior Primary in­

spectresses.

The objectives and curriculum of the bridging module

readiness programme, extracted from the programme guide,

are given below.

The general objectives of the readiness classes are:

(i) to assist the child to become school ready;

(ii) to identify, by means of evaluation, observation,

and exploration, pupils who are relatively less

ready for school;
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(iii)

(iv)

to get to know the school beginner;

to assist the teacher in evaluating a child's

growth and development.

The readiness programme includes:

( i )

(ii)

(iii)

(iv)

(v)

right living and guidance which aim to develop

religious and ethical mouldings;

aesthetic development which is promoted through

listening and observation;

the inculcation of healthy habits;

providing opportunities for self-expression through

various kinds of activities; and

language development exercises.

Specific objectives of the readiness programme are:

(i) to ensure harmonious development of the child;

(ii) to develop physical skills and perceptual motor

co-ordination;

(iii)

(i v)

(v)

to develop emotional stability;

to develop a healthy self-concept, intellectual

habits and language proficiency.

to develop social strengths and good relationships

with others.
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Teaching is aimed at intellectual and social development,

the expression of creative skills, form perception and

musical ability. Other subjects include right living,

writing, reading, and simple mathematics including

serialisation and spctial relations.

1.3.3 COMMUNITY-RUN READINESS CLASSES

These classes are also conducted in departmental schools.

At present there are ninety-one schools offering com­

munity- run readiness classes in the Greater Durban area

(Dayanarain, 1992). They have a daily two-hour programme

normally conducted from 12h30 to 14h30 in classrooms that

have been vacated by Junior primary pupils.

Teachers are employed and paid by community organisations

to conduct readiness classes for five-year olds. Unlike

the teachers in the bridging module classes, these

teachers generally possess little formal, academic or

professional qualifications in the area of pre-primary

education. However, some receive in-service training but

are not guided by Junior Primary teachers or Junior

Primary inspectresses. The curricu_um is the same as that

for private pre-prima~y classes. The teaching approach is

the thematic one used by teachers in private pre-
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school classes.

1.3.4 A COMPARISON OF THE THREE PRESCHOOL PROGRAMMES

Although teachers in pr~vate preschools and community-run

preschool classes U52 the same teaching guide, there are

differences in their teaching approaches. Factors relat­

ing to the functions and how they operate vary. The com­

munity- run preschoo~ teachers are guided by the Junior

Primary Head of Depcrtment. Time is a crucial factor as

these teachers merely have two hours each week day in

which to cover various aspects related to school readi­

ness. Since there are approximately twenty-five to thirty

children in each class the teacher is not able to give

each pupil individua_ attention.

Most of the private preschool teachers are qualified.

They teach for approximately four hours per week. The

teacher-pupil ratio is more favourable with a maximum of

twenty-five pupils in her class. The teacher is, there­

fore, able to give ~ndividual attention to pu?ils. These

schools are also able to provide more aids a~d equipment

because they receive subsidies from the department.

Children are also prcvided with refreshments. Parents pay

a higher fee than parents of children in th2 other two
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types of preschools.

Some of the bridging module class teachers also attend

workshops organised by the Association for Training and

Resources in Early Education. Each of these bridging

module units has a maximum of twenty-five children. All

three types of preschools mentioned above have the same

major goal, i.e. the optimal development of a child's

potential, culminating in school readiness. However, they

differ in terms of the quality of educational services

they provide. This is related to the number of trained

staff and the quality of their training, teacher-pupil

ratio, physical provisions (including equipment), involve­

ment of parents, support services available and the

quality and effectiveness of management and supervision

(Reilly and Hofmeyer, 1983:75). These issues will be ex­

amined more fully in the chapters that follow. Singh

(1987:42) reports that about 50 % of the pupils entering

Class i in Indian schools have had access to one or the

other of the above pre-basic educational programmes.

1.4 AIMS AND OBJECTIVES OF THE STUDY

The main aims of this study are:

a} to evaluate the effectiveness of pre-primary educa-

tion for Indian children;
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b) to determine the relative effectiveness of the more

important current programmes.

A secondary aim is to identify problem areas relaced to

preschool education so that preventive and remedial meas­

sures can be taken.

Specific questions related to the above-mentioned aims in­

clude the following:

a) To what extent are pupils who enter Class i ready

for formal instruction?

b) What are some of the more important subject areas

in which pupils entering Class i experience dif­

ficulties?

c), What are the specific problems in respect of each

subject area?

d) How can pre-primary teachers assist in overcoming

these problems?

e) Are current school readiness programmes effective?

f) If they are effective, are some of them more effec­

tive than others?

what makesg) If some programmes are more effective,

them so?

h) In the opinion of Class i Indian teachers, how ef­

fective are the school readiness tests that are

20



currently used in their schools?

The information required for answering these questions \Vas

obtained from Junior Primary and Class i teachers. A

questionnaire (for teachers), and in the case of

children, a test of general intelligence and c test 0:
school readiness were used as data-gathering instruments.

The pupils who participated in this study had, in the pre­

vious year, attended one of the following types of pre­

school:

a) a registered private pre-primary school;

b) a departmental bridging module class;

c) a community-run pre-primary class.

The fourth group of pupils had had no preschool education.

The testing was done early in the year in which these

children had entered Class i.

'.5 DESIGN OF RESEARCH

This study is essentially descriptive in nature. More

specifically, it is a survey describing existing condi­

tions and comparing these conditions with pre-determined

criteria. In addition, the effectiveness of the prog-
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rammes are evaluated, the relationship between the vari­

ables are determined, and relevant hypotheses are tested.

The samples of pupils were drawn f~om Class 1 children in

Indian primary schools in the Greater Durban area.

Through random sampling, four sub-scmples (30 to 30 pupils

per group) were drawn as follows:-

Sample A: pupils who attended registered private

pre-primary schools (N = 40);

Sample B: pupils who attended departmental bridging

module classes (N = 50);

Sample C: pupils who attended community-run pre-

primary classes (N 50); and

Sample D: pupils who had had no preschool education

(N = 30).

To make the four groups comparable, variables such as

age, sex, intelligence and socio-economic status were con-

trolled.

study, viz.

Two basic sets of comparisons are made in this

a) Those pupils who received some form of preschool

education (Groups A, B and C) are compared with

those who did not receive silch an education (Group

D).

22



This will indicate whether preschooling helps sig­

nificantly to prepare children for formal instruc­

tion.

b) Next, the performances on a test of school readi­

ness of pupils who came from three different types

of preschool backgrounds (i.e. Groups A, B, and C)

are compared with one another to determine whether

some programmes are more effective than others.

Differences in mean achievements were tested for sig­

nificance by using the t-test and the analysis of

variance (in those cases where the data were of the inter­

val or ratio strength). Chi-square was used to analyse

nominal data.

Questionnaires were also completed by a sample of Class i

Junior primary teachers in the Greater Durban area. They

were asked to comment and respond to items relating to the

scholastic progress of their pupils and the kinds of

problems they themselves experience when teaching these

children.

The data were analysed both quantitatively and qualita­

tively and the findings were used to formulate a set of

recommendations for the benefit of designers of school

readiness programmes. This report closes with a discus-
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sion of how Class i teachers and parents can work together

to promote the all-round development of young children.

1.6 CHAPTER ORGANIZATION OF THE RESEARCH

In addition to this first chap~er cn the nature. p~rpose

and scope of the research, this report has five other

chapters. Chapter Two provides ap- overview of llte~ature

related to school readiness and pre-primary education.

Chapter Three describes the research procedures cnd tech­

niques employed in the investigation. Chapters Four, and

Five present and analyse data obtained from the field

work. A discussion of the results as well as the conclu­

sions and recommendations arising from them is given in

Chapter Six.
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CHAPTER TWO

REVIEW OF LITERATURE: SCHOOL READINESS AND SCHOOL READI­

NESS PROGRAMMES

2.1 INTRODUCTION

As pointed out in Chapter One, whether a particular child

is ready for school or not depends on the extent to which

he/she 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/her biological

potential and the conditions he/she has experienced in the

preschool years.

Brierley (1978:32) cautions that we cannot easily quantify

the extent to which a particular characteristic is in­

herited and how much of it is due to environment.

Heredity and environment interact and the proportion of

each is unique to the individual. If the child is to

learn effectively, his or her individual needs must be

catered for.

If the home is deficient as a learning environment the

prognosis for a child's later development is poor. Fac­

tors which may contribute to a deficient learning environ-
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ment in the home are, for example, a low level of educa­

tional development of the parents, poor standard of living

arrangements, lack of essential amenities in the home,

low levels of reading patterns among the parents and a

lack of sufficient interaction between chilcre~ and

parents (Gajadhur, 1991 :166).

2.2

2.2. 1

SCHOOL READINESS

HOME BACKGROUND FACTORS AFFECTING SCHOOL READINESS

The picture of the working class subculture is not an at­

tractive one. It is portrayed as a substandard version of

the mainstream middle-class culture. It is from such a

portrayal

developed.

that the theory

It states that

of

the

cultural deprivation was

culture of low-income

groups is deprived of or deficient in certain important

respects and this accounts for the low educctioncl attain­

ment of members of these groups (Haralambos, 1980:201).

However, this is a contentious issue. This theory argues

that the child, his family, his background and the subcul­

ture of his social group are responsible for the child's

educational failure.

In third world countries a very large pe~centcge of the

population is disadvantaged and the p~oblem of

school readiness is therefore very actute. The ~~oblem of
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non-readiness for school and consequent early dropout

is largely the result of the restrictive influence of an

educationally inadequate environment on the development

of the child into an independent, responsible, functional

adult. School readiness is a pre-requisite for success

at school, and environmental disadvantage is the main

reason for children not being ready for school at the nor­

mal school going age (De Lange, 1981).

There is ample evidence that the environment influences

the behaviour of people (Prescott and David, 1977:118).

It is also believed that the central fact in the growth

and development of children is not hunger satisfaction or

thirst satisfaction but the opportunity for effective. in­

teraction with the environment as manifested in the

child's curiosity and exploratory activities (Getsels,

1975:31). The impact of many of these factors - in­

dividual, family, environmental and cultural - is clearly

considerable (Mortimore, 1983). Literature reveals that

the working class subculture is clearly different from

that of the middle class subculture (White, 1977; Elkin

and Handel, 1984). The prevalence of such a class dif­

ferential has a significant impact on the expectations for

and of th~ child.
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In essence, being environmentally disadvantaged ~efers to

circumstances prevailing in a community where the

economic, social and cultural qualities are inadequate

for the development of the young child's potential.

Biesheuvel (1943:80) says that an inadequate environ­

ment situation reduces the potential for ~ea~ning.

Bereiter and Engelmann (1966:5) found that the environmen­

tally disadvantaged child's characteristic lag 0: ap­

proximately one year at the age of five, increases to a

lag,of four years at secondary-school level, particularly

with regard to language and readiness skills.

Pringle (1975:4) identifies four basic needs for children:

the need for love and security, need for new experiences,

need for praise and recognition, and need for respon­

sibility. Those needs have to be met from the very begin­

ning of life.

The importance of home as a factor influencing school

learning is emphasized by studies such as the Manchester

Survey. Reporting on this survey, which set out ~o inves­

tigate the relationship between the educational a~tainment

of primary school children and environmental factors,

Campbell (1971 :85) summarized the results as :o~lows:

major forces associated w::h

"The most important

demonstration that the

of our findings, perhaps. is the

edu-
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cational attainment are to be found within the home cir­

cumstances of the children. These home variables have,

pro rata, nearly twice the weight of neighbourhood and

school variables put together.

The home plays a vital role in arousing and sustaining

motivation for school learning. Within the home is

created an intellectual climate which at one extreme,

fosters favourable attitudes to school, develops in

children a commitment 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

of the academic endeavours of the child.

Lubeck (1985:13) states that for every child early in life

when the first thought hovers and begins to take form,

others are there (usually family members) to guide its

formation and when expressed to value it or to dismiss it.

It is through this process of early social development, or

primary socialization that the child begins to acquire

norms, values, attitudes and skills in the course of so­

cial interaction with those immediately around him.

This process of social development continues throughout

the process of pre-primary education, hence it constitutes
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the foundations of human development, directly influencing

adult life. The role of the family is fundamental in

that the child's earliest experiences powerfully influence

the way in which he/she ultimately responds to school

(White, 1977:65).

Middle-class children are encouraged from their earliest

years to plan and organise rationally i.e. I their ex­

planation of concepts, giving information, 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 children are handicapped in intellectual and

educational development and tend to be confused and

frustrated at school because they are accustomed to a

restricted mode of discourse and are faced with learning

what is almost a new language (Bernstein, 1961 :288-314).

Gajadhur (1991) in her study found that family social

privilege was a powerful indicator of educational success.

Entwisle and Hayduk (1988) found that better school per­

formance was related not only to cognitive ability, but to

early influences of parents and teachers. Entwisle

and Hayduk's findings suggest that patterns of academic

performance are established early and that the social con­

text within the family and classroom are important in how
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these patterns are established cnd maintained. Singh

(1987:66) states that in order to understand the social

condition of education, one needs to understand that the

educational process, including pre-primary schooling, is

directly related to the conditions of society at large.

Coleman (1966) states that the socrces of inequality of

educational opportunity appear to je first in the home it­

self and the cultural influences surrounding the home;

then they lie in the schools' ineffectiveness to free

achievement from the impact of the home, and in the

schools' cultural homogeneity which perpetuates the social

influences of the home and its environment.

According to Wiseman (1967) what matters is the degree of

literacy within the home and the attitude of parents

towards books and towards school. These characteristics

are seen as more important than mere membership of a par­

ticular social class. There are many "good homes" in

the working class and many "bad" homes in the middle­

class.

Although parental encouragement has an important influence

on school achievement Tizard and Eughes (1984) state that

evidence on parental attitudes ~eeds to be treated with

caution. Lack of interest has c:ten been assumed, but
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direct evidence from parents suggests that most do not

lack interest; rather they are inhibited by a lack of

self-confidence.

Gajadhur's (1990:26) research in the Indian community,

found that the degree of contact a child has with its

parents, the quality of the language model they provide

fo~ the child and their reinforcement of the child's

speech activities are important determinants of his lan­

guage and cognitive development. Children who have a high

degree of contact with their parents generally show better

language development. 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 utilized. Conversation for ex­

ample, is fostered at meal times 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 pat­

tern of life.

In South Africa, environmental disadvantage is prevalent,

particularly among blacks. It is aggravated by more

mo~hers with small children finding it necessary to work.

Statistics provided by the Research Institute for Educa­

tional Planning in July 199 showed that the drop-out rate
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among black pupils in Class i in South Africa in 1990 was

25 percent. A large percentage of these disadvantaged

children are not school ready. They are, therefore, un­

able to cope with school. This leads to failure and early

drop-out. White (1977:27-28) elaborates on the varying

styles of mothering to illustrate the influence of social

class on school readiness.

Many writers stress the importance of play for child

development. The idea that children must play is

also backed by research (Smilansky, 1968). Without play

children do not have the opportunity to develop the

freedom of thought required for living in a democracy

(Bikson, 1978:69). Beaty (1979:98) states that through

play children imitate, explore and create almost anything

and everything they want to see or know about. In some of

his studies Jones (1964) indicates that children who ex­

pressed themselves easily in one area of the arts also ex­

pressed themselves easily in other areas.

Cohen (1977:103) states that play leads to discovering,

reasoning and thought. All of these are crucial for the

intellectual development of the child.

Cass (1977:65) also confirms that as far as young children

are concerned, play is the major motivating force in their
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intellectual learning and its significance is revealed in

every aspect of their development. Gerhart (1973)

stresses the intellectual value of movement by indicating

its importance for the development of body image and con­

ceptual abilities. She writes t~at movement is the foun­

dation of conceptualization.

It has always been obvious to m~ny teache~s 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.

The disadvantaged or economically disadvantaged children

present an acute problem. They are reared in poor condi­

tions, either in rural or urban circumstances. This group

comes to school lacking the requisites for success. Third

World countries should reflect on Hechinger's (1966:10)

conclusions from research findings in the United States

that a number of important considerations must be borne in

mind when dealing with disadvantaged children. These are:

a) a great deal must be known c~out the slum household;

b) giving the disadvantagec child a quick, one shot

pre-school opportunity simp_! is not enough - the ad­

vantages gained from such a programme are quickly

lost;



c) the funds available are impressive only in terms of

pilot projects and not mass ventures;

d) it is vitally important that adults in the slum ­

preferably parents - become involved in the preschool

programme.

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 with regard to size,

shape, time and number is related to the child's

egocentric view of the world. Language ability also im­

proves rapidly, and by the time children are ready for

school they can understand and use it quite well.

Autonomy and initiative are characteristic of the socio­

emotional area in early childhood. The socialization

process takes place in the home and the school. In this

area play, moral development and sex typing are important

components.

2.2.2 PSYCHOLOGICAL AND EDUCATIONAL FACTORS AFFECTING

SCHOOL READINESS

In the 1930's child psychologists spent great amounts of

effort trying to discover the relative contributions of
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heredity and environment to c child's intellectucl

development (Medinnus and Johnsoo, i 969: ';34) . Bloom

(1964:69) states that from cor.ception to age four one

develops 40 percent of mature intelligence; from age four

to eight another 30 percent, and after age eight the

remaining 30 percent.

By the 1940's, interest had 5~ifted f~om lmproving

children's IQ's to the effect of ncrsery school experience

on their social and emotional adjustment. studies found

that a number of personality traits were more clearly

noticable in children with nursery school experience com­

pared to those who did not have such experience. 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 cnd Hattwick,

1939:43-72). Bonney and Nicholson (1958:125-133) for in­

stance, found that elementary school children who had had

nursery school experience were more popular with their

peers.

Mortimore (1983) states that research or. school dif­

ferences and school effectiveness suggests that the educa­

tional system can increase or decrease pupils' chcoces of

achievement and that those withi~ the system a~e in a
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position to exert influence. The progress of all groups

of pupils needs to be monitored carefully so that dif­

ferences in achievement can be identified early and

remedial action taken. Conscious efforts need to be

made to raise teachers' expectations of the achievement of

pupils from working class homes in order to reduce the in­

fluence of negative stereotypes.

There are several approaches to early childhood education

and these differ in concept and procedure (Roopnarine and

Johnson, 1987:15-24). Some of the more basic approaches

are considered below.

The psychoanalytic 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 satisfaction 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.

The developmental or normative approach focuses upon the

sequential stages of growth in children. Teachers and

parents are urged to wait until the child reaches the ap-
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propriate developmental stage before trying to teach cer­

tain tasks. The proponents of this view argue that most

preschoolers are not developmentally ready for formal

reading instruction (Ames, 1968:39-76).

In the behavioural approach, the behavioural psychologists

take the view that a child's environment can be planned

and arranged to bring about predetermined forms of

desirable behaviour in children. Skinner is a pioneer

of the behavioural approach to learning. Reinforcements,

rewards, careful counting of observable behaviour, and the

baseline measurement of skills to be learned, are all im­

portant to this approach. The early childhood programme

developed by Bereiter and Engelmann (1966) is based upon

this style of education.

The cognitive approach is a relatively recent approach.

It concentrates on the child's maturing thinking abilities

and the changing ways in which he/she views and under­

stands the world about him/her. Piaget's theories and

ideas of the intellectual development of children are

widely used in designing early childhood curricula and in­

struction.

There is evidence that suggests that the more carefully a

teacher plans, the more progress children make (Weikart,
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1971). According to Rohawer, Ammon and Cramer (1974:245)

a teacher who endorses the cognitive developmental theory

sees the goals of education as particular ways of thinking

about particular kinds of content. The attainment of such

goals is inferred from different kinds of behaviour in a

variety of situations, not from a restricted set of

specific performances.

2.3 SCHOOL READINESS/PRE-PRIMARY EDUCATIONAL PROGRAMMES

Preschool education is generally accepted as an integral

part of the total education system. The idea of preschool

education is not by any means new and revolutionary. Al­

most every society, in which parents need to be away from

home, has devised some form of preschool care and train­

ing.

The Human Sciences Research Council Report (HSRC, 1981 :27)

states that the scientific objective of pre-primary educa­

tion is to make the child ready for school. According to

Reilly and Hofmeyer (1983:6) the aim of pre-primary educa­

tion is the optimal development of the young child's

potential, culminating in school readiness. Pre-primary

education provides a specific, planned, educationally ac­

countable world of experience for the child younger than

compulsory schoo~-going age, in order to promote optimal
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development of the child.

Reilly and Hofmeyer (1983:18) describe preschool education

as experiential, concerned with providing a specifically

designed, concrete environment, with activities purpose­

fully structured to become p~ogressively more complex as

the child develops. Preschool education directs an appeal

to the child to explore, discover and experiment, and in

so doing promotes his/her all-round development: physi­

cal, sensory, motor, cognitive, language, as well as so­

cial interaction and a positive self-image.

Donaldson (1978) has demonstrated that preschool children

are not only capable of deduction but are also capable of

reflecting on their actions. She also argues that pre­

school children can learn much that was thought to be

beyond them if that learning is put in a human setting

which makes sense to the children. Lloyd (1975) found

that although preschool children do not often ask for ex­

planations or further information when they cannot under­

stand something, nevertheless, when they are encouraged

and shown how to do so, they do ask questions.

Recognition of the facts of being disadvantaged and of the

needs of slum children or their equivalents in under­

developed rural areas has -ogically led to the preschool
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movement. The arguments in favour of preschool education

are compelling. If disadvantaged starts to build up at an

early age and progressively limits and eventually blocks

entry into the mainstream of society, an early start ~ust

be mace to offset the lack of parental teaching, care and

mind Doulding. This is the challenge facing preschool

educa-ion, especially from disadvantaged children. On it

has been based much of today's experimentation (Hechinger,

1966:6) .

Since the end of World War 11 there has been a rapidly

growing interest in the needs of children whose school

progress and life chances 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, in­

cluding an increased value which society placed on educa­

tional achievement, the wastage of talent arising from the

inability of numerous children to take advantage of their

educational opportunities, anc a growing dissatisfaction

with the school system (Chazan, 1973:1-2).

Mialaret (1974:26) says that interest in everything con­

nectec with pre-primary education goes deep, and the needs
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being voiced are very real ones.

children work to improve (he

family, and their children are

schools.

More mothers w'th young

quality of life of the

cared for by nursery

Short (1992:240) stressed Lhat ic is generally accepted

that a child's learning experiences during the lears

before school provide an Essential foundatior. fo~ all

later learning. The nature and adequacy of these early

experiences, the issue of school readiness, and the ex­

tent to which special intervention programmes can improve

later scholastic achievement, are still subject to debate.

These topics all relate to the overriding issue of the

continuity between the preschool learning environment and

early years of schooling. Therefore, early childhood

education is a valuable concept. It encourages educators

to think about the education and developmental needs of

the children from birth until about eight years of age.

2.3.1 SCHOOL READINESS/PRE-PRIMARY EDUCATION PROGRAMMES

OVERSEAS

the

me-

to the degree of state involvement,

facilities available; the aims,types of preschool

In this section a brief overvie~ is given of school readi­

ness programmes in seiected wes:ern countries. Special

reference is made
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thods and curricula relating to the programmes; and

staffing.

2.3.1.1 STATE INVOLVEMENT

The degree of state involvement varies. In France the

vast majority of children attend preschool by law (Vos and

Brits, 1990:124). By contrast, England has less state

provision for preschool education than any other country

in Europe (Nicholas, 1983:38). In the former USSR

(Commonwealth of Independent States) the state en-

courages pre-primary education but industry, collective

and state farms also play an important part (Kashin,

1985:4728). In Germany (Old Federal Republic of Germany)

the state is not directly involved, and the bulk of the

responsibility for pre-primary education is undertaken by

local communities, church groups, industry and commerce

(Hearnden, 1976:75).

2.3.1.2 TYPES OF PRESCHOOL FACILITIES AVAILABLE

or infant school is most popular in the

Four- and five-year-olds attend such in­

about half the public school systems (Vosin

The kindergarten

United states.

stitutions

and Brits, 1990:155).

43



In England many parents resort to u~of=icial and largely

unregulated child-minding centr2s. More recently

another form of self-help callec "play groups" has

proliferated, mainly in affluent ne:ghbourho?ds (Nicholas,

1983: 38) . On a smaller scale, cc-y ..urseries admi t two­

and three-year olds. Children ca~ a~so atcend nurser~

schools and classes attached to ?rimary schools (Dekker

and van Schalkwyk, 1989:134). In the Commonwealth of

Independent states pre-primary ecucetion is provided in

child care centres for children agec three to six years.

Nursery schools are also availabl2 (Szekely, 1986:328).

In France the vast majority of ch:ldren attend nursery

classes. Nursery schools are eiLher independent or at­

tached to primary schools (Vos and ~rits, 1990:124).

2.3.1.3 AIMS OF SCHOOL READINESS PROGRAMMES

In both England and the United Stctes the emphasis is on

developing the child physically, intellectually, socially

and emotionally (Nicholas, 1983:-0; Vos and Brits,

1990:145). In the Commonwealth of =~de~endent states, the

state's intention was to influence :~e child from an ecrly

age with a communist ideology (Dek~2r and van Schalkwyk,

1989:185). The emphasis in cranc~ is to anticipate and

remedy learning problems, to t~ace ?hysical handicaps and

to compensate for inequalities (Vas ~nc Brits, 1990:124).
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2.3.1.4 CURRICULA AND METHODOLOGY

In the USA the key alD is "learning hhile doing". Con-

tents of teaching naterial are cf a practical and ex-

perimental nature (W~n~, de Young ~~d Wynn, 1977:128) .

While ln England schcol readiness ~s pur~ued through in-

formal activities, lD the Coa~on~ealth of Independent

States the state prescribes teaching natter. The syl-

labus includes environ.nental studies, speech, mathematics,

drawing, modelling, sewlng, singing, reading and writ-

present varied progrannes:

lng (Kashin, 1985:4728) . French pre-prlInary school s

educative games, modelling,

and self expreSSlon through novernent (Vos and

Brits, 1990:125).

2.3.1.5 TEACHING, SUPERVISORY fu~D SOPPORT STAFF

Training of pre-prlmar~ teachers lS undertaken by the

state ln Germanv <Dekker and van Schalkwyk, 1989:51),

France (Vos and Bri~s, 1990:125) and Russia (Grant,

1979: 8'4) . In the Comnom,eal th of Independent States medi­

cal staff (doctors and nurses) are 2mployed to serve pre­

school pupils while France has specialist inspectresses to

assist preschool teachers (~icholas, 1983:17).
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2.3.2 RESEARCH IN SOUTH AFRICA RELATING TO PRE-PRIMARY

EDUCATION

Research into ?re-p~imary education in South Africa is

Pioneering research on school readiness was un-limited.

dertaken by Rc~phal (~972). In the absence of an ap-

propriate instru~ent :0 measure school readiness among In­

dian children, ~e mocif~ed the National Bureau Group Test

for five- and six-year old white children for this pur­

pose.

The first major study of pre-primary education was con­

ducted by Reilly and Hofmeyer (1983) on behalf of the

Human Sciences Research Council.

Reilly and Hofmeyer (1983:75) investigated the adequacy of

existing pre-primary educational services for children in

South Africa and summarized their findings as follows:

a) The number of trained preschool teachers was found to

be very low. Consequently, school authorities were

compelled to use teacher-aides and other untrained

personnel.

b) Facilities and opportunities for training preschool

teachers were limited.
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c) physical provisions for conducting

classes were generally unsatisfactory.

pre-primary

d) The quality of management cnd supervision at many of

the preschools was of poor ~uality.

Singh (1987:48) made similar obse~vations in relation to

preprimary education for Indian c~ildren. In her view the

following shortcomings needed to be rectified urgently:

a) inadequate funding;

b) a lack of attractive incentive schemes for training

teachers;

c) a general lack of suitable classrooms; and

d) a narrow conception of pre-primary education, as if

the academic aspect was the only important one

Singh (1987:48-49).

In her research into school readiness, Gajadhur (1990:44),

observed that many Indian parents in South Africa are

aware of the value of preschool education. They acknow­

ledge that a child's experiences during the preschool

years are closely related to his/her later development.
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2.3.3 SCHOOL READINESS PROGRAMMES IN SOUTH AFRICA (EXCLU­

DING INDIANS)

Pre-primary education in South Africa has a relatively

short ~istory.

the s~cond half

coloured mothers,

Due to economic pressures, Especially in

of this century, white. Indian and

like their black counter?arts, were

forcea to seek employment.

The large discrepancies between the White ana Black sec­

tors are evident not only in the quality and extent of

state financing, as in other areas of education, but also

in access to any kind of early education programmes

(Short, 1991 :241). The following table gives the dis­

tribution of schools and pupils in government cnd private

pre-primary schools in South Africa as at 1990.
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TABLE 2.1

PRE PRIMARY ENROLMENT IN GOVERNMENT SCHOOLS AND PRIVATE

SCHOOLS IN SOUTH AFRICA IN RACIALLY DESIGNATED AREAS 1990

I I

I I
PUPIL ENROLMENT I NUM8~R I

I I I OF I
GOVERt\MENT I PRIVATE I TOTAL I SCHOOLSI

i I I I I

I
I I I I II

I I I I I
/Black in White I I I I
I I I I I
Idesignated area I 18 482 I 2 424 I 20 906 I 159 I
I I I I I I
IColoured I 6780 I 675 I 7 455 I 251 I
I I I I I I
IIndian I 12 668 I 2 567 I 15 235 I 43 I
I I I I I I
IWhite I 82 877 I 1 145 I 84 022 I 1148 I
I I I

South African Insti~te of Race Relations Survey: 1992

As Table 2.1 indicates 71,7 percent of the schools are for

Whites who make up 65,8 percent of the total preschool en-

rolment. The problem of access to preschool education is

clearly evident.

In June 1991, a government committee investigating an

"Education Renewal Strategy" (ERS) for South Africa stated

in its document that there was no national policy for

pre-primary education (South African Institute of Race

Relation Survey, 1992). Given that pre-primary educa-
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tion assisted in improving performance at ordinary school

level and given the high dropout rates from Black schools l

the ERS document recommended that the South African Coun­

cil for Educatior. "develop a national strategy for pre­

primary education" (CHED I 1991).

None of the present systems of education provides a

programme l accessible to alII spanning the period from

preschool to compulsory education. In general l the State

seems to be withdrawing from preschool provision and one

can fairly safely assume that its contribution is unlikely

to increase in the foreseeable future (Short l 1991 :242).

Table 2.2 shows the number of children (in pre-primary

schools and classes in South Africa) who are subsidised

by education departments (Preliminary Education Statis­

tics l Department of National Education l 1990).
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TABLE 2.2

THE NUMBER OF CHILDREN IN PRE-PRIMARY SCHOOLS AND CLASSES

SUBSIDISED BY EDUCATION DEPARTMENTS IN 1990

~UME~r;. OF CHEDREN

-=-OT_~_=" NU!"13~R IN S:J:35.IDISED PRE-

Or c;.-: I LD:t=::~ PR.L!·~~_::.Y SCHOOLS/

IN ?:t:::SCHOO~S CLASSES

House of Assembly HO 000 53 200 (33%)

House of Delegates 16 000 1~ 7 0 (92%)

House of Represen-

tatives 40 000 24 ~OO (61 %)

DET and self-

governing states 172 500 53 250 ( 31 %)

In 1991 an estimated 32 percent of white children had ac­

cess to some form of pre-primary education provision in

comparison to only 6 percent of blacks, coloureds and

Indian children combined, in the age group, birth to six
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years (South African Race Relation Survey, 1992).

Since 1981, the Department of Education and Training has

insisted that the first 12 to 15 weeks of the school year

be devoted to a school readiness programme in order to

upgrade primary edlcat~on. The result of this effort is

evident in certain schools where the drop out rate in Sub

A (first year of formal schooling) has significantly

decreased (Vos and Brits, 1990:85).

In all communities, parents and community organisations,

including churches, play a major role in initiating pre­

school services of all kinds and financing them (Short,

1991:245).

A network of non-governmental resource agencies, such as

the Early Learning Resource Unit, the Border Early Learn­

ing Centre, and the Grassroots Educare Trust have

developed, in most parts of the country, non-formal train­

ing facilities for teachers and a variety of other support

services for early childhood programmes. Most of these

agencies operate on a non-racial basis, serving mainly the

Black communities where the need is the greatest.

Most of these non-governmental organisations depend almost

entirely on funding from foc~dations, the corportate sec­

tor, foreign aid (Short 199i :247).
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2.3.4 SCHOOL READINESS PROGRAMMES FOR INDIAN CHILDREN

(HOUSE OF DELEGATES)

Pre-primary schools for Indian children in South Africa

developed slowly for two important reasons. Firstly,

there was the Indian tradition of the extended family sys­

tem. In this structure preschool children were often

cared for at home. Secondly, the Department of Education

has limited its assistance to readiness programmes con­

ducted on its school premises (Singh, 1987:34).

Another reason, given by Reilly and Hofmeyer (1985:28), is

that education departments have concentrated on eliminat­

ing backlogs in formal education at the expense of pre­

school education. A system of grants-in-aid for pre­

primary education has been in operation for some time

(Circular from the Director of Indian Education, (A) S1 (A)

1/9/44/2). However, these grants are very limited. At

present the indications are that there is a growing demand

for preschool care and education services within the com­

munity.

The department of Education and Culture in the House of

Delegates has become involved in the provision of pre­

primary education through direct and indirect means in the

following ways:
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a) the registratio~ and subsidisation of private ore­

primary schools;

b) the provision of bridging module readiness classes at

departmental schools; and

c) the provision of school premises for local cO'":".mu .. i ty

organisations ccnd'cting school readiness classes

(Joshua, 1986).

2.3.5 CURRENT PROBLEMS/DILEMMAS RELATING TO PRESCHOOL

EDUCATION

The well documented relationship between scholastic

achievement and socio-economic background, is also evident

in this country. The disadvantages in low-income urban

communities is likely to persist for many years (Short,

1985).

It is not known how many preschool children require day

care services in South Africa, but the figure according to

Short (1991 :151), is probably between 15 percent and

30 percent of the preschool population. L. South

Africa, access to h:gh quality pre-primary educa:ion is

confined largely to the privileged communities. Most

centres in the black communities have full-day prog~ammes,

but many of these do not meet even the most basic reqUire­

ments of acceptable child care (Short and Kawa, 1989).

54



Although there is some controversy over how many black

children drop out of school, a recent calculation sug­

gests that 31 percent repeat Grade One (Taylor, 1989:7).

There are many indications that this situation has not im­

proved significantly in the last fifteen years (Taylor,

1989; Pillay, 1980; Latego.n, 1990; SAIRR, 1989/90).

A bottleneck has been created in Grade One for coloured

children because of a high enrolment rate of more than 31

percent. Such a high percentage is due to re-enrolling

"repeaters" as well as under-age and late school entrants.

This situation requires serious attention (Taylor, 1989).

Early childhood programmes can also play an important

role, especially when linked to the education of women,

community control and empowerment. Their education is

directly associated with health-care quality, family spac­

ing, use of resources and the educational quality of the

home (UNICEF, 1989; Biersteker, 1979). What is required

are effective, low cost programmes that can be implemented

on a scale commensurate with actual need.

An important finding of research to date is the lack of

significant differences in the effects of a variety of

curricula used in early childhoOQ programmes, ranging from

the traditional 'free-play' advocated by Montessori and
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Piaget, to highly didactic pre-acacemic and behaviourist

approaches (Short 1987). Curric~lar problems relate to

the issue of what aspects of preschool prog~ammes are most

helpful when children enter formal school (Tizard and

Hughes, 1984).

As noted in the Government Educatio~ Renewal Strategy dis­

cussion document (CHED, 1991), ther~ is no ~aciona~ policy

regarding pre-primary education. A national educa­

tion policy free of discrimination of any kind and includ­

ing firm proposals for pre-primary education is an urgent

necessity.

Selected pre-primary education literature was closely

scrutinized in order to prepare a theoretical f~amework

for the investigation. A study of relevant licerature

also assisted in the compilation of items for the ques­

tionnaire. Chapter Three describes the research design

used in this study, the procedures involved in the con­

struction and selection of the inst~uments.
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CHAPTER THREE

THE PRESENT STUDY

3.1 INTRODUCTION

This chapter describes the resecrch design used in this

study, the procedures involved in the construction and

selection of the inst~uments used to collec~ essential

data, and sample selection.

Bailey (1982:5-11) notes that all research projects in­

volve essentially the same basic stages, namely:

a) statement of a theoretical issue;

b) formulation of a research problem;

c) selection of an appropriate type of study;

d) measurement of information items;

e) data collection;

f) data processing;

g) interpretation and reporting; and

h) integration of find~ngs in~o theory or pragmatic use.

Helmstadter (1970:83) classifies methods of research along

the following lines:

a) Historical and ccse study cpprocches
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b) Descriptive approaches

c) Experimental approaches

The present investigation falls into the second category.

It is mainly descriptive and empirical. More spe-ifi­

cally, this is a causal-comparative study cnd comp~ises

the following steps:

a) the translation of the problem into the specific

characteristics to be measured;

b) choosing tests and constructing a questionnaire to

measure the variables being studied;

c) gathering data by administering tests and a cuestion­

naire;

d) analysing the data by computing various descriptive

indices and by making appropriate comparisons among

groups.

A survey of schools, teachers and pupils is an integral

part of this study. Surveys permit structured, indirect

observation through questionnaires (Marais, lS90: 22).

Data in this study were collected through the use of

psychological and other tests.
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3.2 DATA COLLECTION INSTRUMENTS

3.2.1 THE QUESTIONNAIRE

The questionnaire is a commonly used technique for gather­

ing data and is used in more than one-half of the total

research studies in education (Good, 1963:271). While

many questionnaires seek factual information, others are

concerned with obtaining opinions, attitudes and inter­

ests. Behr (1973:72) states that the questionnaire con­

tinues to be, if properly constructed and administered,

the best available instrument for obtaining information

from a wide variety of sources.

In this study the main objectives of the questionnaire

were to ascertain from teachers their perceptions and

opinions regarding the following:

enter-a) the specific problems experienced by pupils

ing Class i;

b) the quality and effectiveness of existing school

c)

readiness programmes;

ways and means of improving the quality of

school programmes.

pre-

It was anticipated that data gathered would form the basis
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for recommendations beneficial to teachers, parents, ad­

ministrators, and programme designers involved in pre­

primary education.

Some of the reasons for using a questionnaire in this

study are the following:

a) It provided a relatively quick and convenient means

of obtaining information about current conditions and

practices relating to school readiness. It also

enabled the researcher to guage, in a cost effective

way, the opinions and attitudes of a large number of

Class i teachers on a variety of issues.

b) It provided anonymity to the respondents, thereby

enabling them to respond more openly and honestly to

the questions.

c) It gave the respondents the time they needed to fur­

nish well considered answers. They were not expected

to complete the questionnaire at a time when they

were weighed down by a busy school schedule.

d) The administration and scoring of the questionnaire

was relatively simple and straightforward.
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Although the questionnaire approach has distinct ad­

vantages, it has to be used with caution since it also

has certain shortcomings. There include the following:

a) It is difficult to cover all the aspects of the sub­

ject being inves:igated by means of a single ques­

tionnaire.

b) Analysing and quantifying data obtained from open­

ended questions can become problematic.

c) The Likert-type alternatives in the structured ques­

tions do not always draw, precisely and accurately,

the views of respondents.

d) Often the response rates on postal questionnaires are

low and this works against valid generalisations

(Ary, Jacobs and Razavick, 1972).

The researcher took cognizance of these problems and coun­

tered their effects wherever possible.

Selected pre-primary education literature was closely

scrutinized in order to prepare a theoretical framework

for the investigation (Chapter 2). A study of relevant

literature also assisted in the compilation of item& for
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for the questionnaire.

A review of the literature sugges:ed that both open-ended

and closed questions should be Jsed. Other researchers

found that open-ended questions E~able the respondents to

state their views f~Eely ~nd provide reasons for

their responses. In this way thE! evoke fuller and richer

responses and probe more deeply than closed questions

(Best and Kahn, 1986:167). They frequently go beyond im­

personal statistical data and enter the area of hidden

motivations that lie behind attitudes, interests,

preferences and decisions.

Closed items were of the fixed-alcernative type, mostly on

a five-point scale. The advantages of closed items are

that they facilitate responses a~d make data analysis ef­

ficient and objective (Gay, 1987:i96). However, there is

some doubt as to whether closed, structured questions al­

ways tap the respondents' true feelings. For this reason

the open-ended items form a useful complement and this

fact led to the researcher using ~ combination of closed

and open questions in this scudy (Black and Champion,

1976:185; Popham, 1981 :282).

The questionnaire for this study (Appendix A) was sub­

divided into seven major seccions as follows:
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Section 1:

Section 2:

Section 3:

Section 4:

Section 5:

Respondents' biographical data.

Teachers' estimation of pupils' readiness

for Class i.

Questions on teachin~ problems related to

newcomers in Class i.

Questions on the effectiveness of pre­

primary schools/classes.

Teache~s' assessment of current school

readiness tests.

3.2.2 THE RAVEN'S COLOURED PROGRESSIVE MATRICES (RCPM)

The Raven's Coloured Progressive Matrices (Raven:1947) tests

"observation and clear thinking" among children who are between

five and eleven years of age.

The child is shown a series of 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 and

the child is asked to point to the correct part.

The problems are arranged in order of increasing difficulty

within each set so that the relatively easy solution for the

first item helps to show the subject the way in which the more

difficult problems are to be answered. The score is based on

the total number of matrices correctly completed.
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In fact, as Cronbach (1960:215) points out, the test can be ad­

ministered in pantomime so that verbal ability is entirely

eliminated.

Martin and Weichers (1954:143-4) found that the RCPM correlates

with an r of 0,91 with the Full Scale Wechsler I~telligence

Scale for Children (WISC) when subjects in the norma_ range of

intelligence are involved. With children of limiced intel­

ligence, correlations appear to be considerably lower. Cor­

relations with WISC subtest scores range from 0,74 (Block

Design) to 0,47 (Picture Arrangement).

3.2.3 SCHOOL READINESS TEST A

Readiness tests are designed to determine how well an in­

dividual will profit from a subsequent course of instruction

(Anastasi, 1968:382; Athmann and Glock, 1967:4). School

readiness tests assist the Class i teacher to establish the ex­

tent to which a pupil entering Class i is ready for formal

work.

School readiness tests can be categorized into two specific

types:

(a) General Readiness Tests: These tests, determir.e readiness

for learning by measuring a number of different
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traits and skills which contribute to success in school

work (Hildreth, 1950:69).

(b) Specific Readiness Tests: These tests measure readiness

for specific subjects such cS reading, number work, and so

on (Hildreth, 1950:69).

Both these types of tests are important. However, a Class i

teacher is generally interested :n overall readiness variables.

Tests of school readiness have been constructed by the Depart­

ment of Education (House of Delegates) to enable a teacher to

assess the children individually. Pupils entering Class i in

most Indian primary schools write Readiness Test A. Ideally,

this test is completed by the end of the second school week.

The nature and purpose of each of the six subtests is described

briefly below:

Test 1: "Jig Saw Puzzles"

Pupils are given an envelope containing pieces of a

puzzle. Attached to the envelope is a picture of a par­

ticular shape. The pupils are required to set the pieces

correctly to make the shape.
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Test 2: "Sorting"

Pupils are given different shapes in an envelope. They

have to sort out the shapes into similar sets: squares,

circles and triangles.

Test 3: "Same"

The teacher places her finger on a picture and asks the

child to find another picture that is the similar to it.

Test 4: "Different"

The teacher asks the child to point to a picture that is

different from the other pictures in a set.

Test 5: "Body Awareness"

The child is asked to show the tester various

his/her body and perform certain simple actions.

include the following:

parts of

Examples

"Show me your head", "your eyes",

your ear". "Touch your nose".

"your fingers". "Touch

Test 6: "Head and Eye Co-ordination"

The teacher demonstrates on the chalkboard what is re­

quired. The child observes, listens, and follows the in­

structions to complete the exercise on his/her sheet of

paper.
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The maximum score is 28. Pupils who gain scores of 22 or

higher are considered to be school ready. Those pupils who ob­

tain scores that are below 22 continue with the readiness

programme before taking School Readiness Test B later in the

year. The readiness programme gives those pupils who enter

school with certain deficiencies - such as limited lcnguage

comprehension, perceptual problems, short attention span, and

co-ordination problems - the opportunity of remedying

their weaknesses - so that they can cope with a formal teaching

programme.

In this study the class teacher was requested to provide the

researcher with readiness assessment scores obtained by each

pupil selected for the investigation. These scores were en­

tered on a readiness assessment sheet provided by the

researcher (Appendix C). The distribution of pupils' scores

are shown in Table 3.1:
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TABLE 3.1

DISTRIBUTION OF SCHOOL READINESS SCORES OF SAMPLE

SCHOOL R~ADINESS SCORES NUr·lEER OF PUPILS

(C1ITEGORIES) (FREQUENCI~S)

0 - 10 1 2

1 1 - 15 6

16 - 21 34

22 - 25 74

26 - 28 44

Total 170

, ,
The oata !n Table 3.1 are presenteo grapnlcally In Flg. 3.1
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68



The teachers were requested to enter the scores within two

weeks as the researcher had to return to school after this

period of time. To ensure the anonymity of pupils, of

teachers, and of the schools involved in this study, no names

were required on the questionnaires and the result sheets. In

some cases the researcher had to ~ncrease the number of pupils

selected for testing in certain groups or schools for the fol­

lowing reasons:

a) It was not possible to obtain the required number of

pupils in all four groups at each school;

b) some schools had bridging module classes only;

c) some schools did not have any non-preschoolers.

The principals, Junior Primary heeds of departments, and Class

i teachers gave the researcher their full co-operation. She

visited all the selected schools at a rate of two schools per

day. The purpose and nature of the study as well as the test­

ing procedures were explained to the principals. The prin­

cipals generally introduced the researcher to the Junior

Primary Head of Department who, in turn, introduced the

researcher to the Class i teachers.

The researcher explained the purpose of her visit and her re­

quirements. With the aid of the class register, the teacher­

in-charge and the researcher together selected the pupils who
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pupils who were to be tested. These pupils were approximately

of the same age, ability grouping, and family background.

3.3 THE PILOT STUDY

The basic purpose of a pilot study is to determine how the

design of a proposed study can be improved. Borg (1967:70)

states this in more specific terms as follows:

a) It rermits a preliminary testing of the hypotheses;

these may be refined and stated more precisely in the

main study.

b) It often provides the researcher with ideas, approaches

and insights not noticed earlier.

c) It enables the researcher to check on the effectiveness

of the proposed statistical and analytical procedures.

d) It reduces the number of treatment errors because un­

foreseen problems revealed in the pilot study may be

overcome by redesigning the study.
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e) It could save the researcher major expenditu~e of time

and money on a project that may yield less than ex­

pected.

f) It may provide useful feedback from researc~ subjects

and other persons that may be used to :~prove the

study.

g) The researcher has the opportunity of trying out a num­

ber of alternative measures and procedures and then

selecting those that are likely to produce the best

results.

It was against this background that the researcher decided

to conduct a pilot study. Draft questionnaires were handed

to ten Class i teachers in the Phoenix area. These teachers

were required to complete the questionnaires and make com­

ments where necessary.

Some teachers reported that the questionnaire was too long.

Many suggested that questions relating to Class i teaching

and those concerning parents were not relevant to the main

study. Since these were valid the sections on teaching and

parents were omitted from the questionnaire. Other useful

criticisms related to the relevance of some questions con-

cerning the Class i curriculum.
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(i) What additional subjects (if any) would you like to see

included in the Class i syllabus?

(ii) What subject/subjects (if any) would you like to see

deleted from the Cl2ss i syllabus?

These two items were therefore deleted from the

naire. Certain items were regarded as ambiguous

question­

others

were not clear or precise enough.

given below:

Examples of these are

(i) How would you describe the demand placed on parents by

the school?

(ii) To what extent is the value system of the school

similar to those of pupils' parents?

These constructive criticisms were noted and the necessary

steps were taken to improve the questionnaire. The final

version is included in Appendix A.

3.4 SAMPLING AND SAMPLE SELECTION

Two sets of samples were used in this study:

a) A group of Class i teachers; and
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b) four groups of Class i pupils who came from va~ying

types of preschool background. One of these g~oups

had no formal preschool experience.

3.4.1 SELECTION OF THE SCHOOLS

As socio-economic status is an important factor in eJuca­

tion it was decided to control for ~nis variabie by s€_ec~­

ing pupils with similar home backgrounds. Gajadhur (i990:

164) found that material disadvantage may limit access to

education; or where access is available, material cisad­

vantage may make it more difficult for children to benefit

from it. Hyman (1967, cited in Haralambos, 1980:14) distin­

guishesthe following differences between working class and

middle-class value systems: firstly, members of the

working-class place a lower value o. education; secondly,

they place a lower value on achieving higher occupational

status; and thirdly, they believe that there is less oppor­

tunity for personal advancement compared to their middle­

class counterparts. Sugarman (1970, c~ted in Haralambos,

1980:194) argues that the nature of manual and non-Ganual

occupations largely accounts for these d:fferences.

It was decided that the pupil samp~e in this study shou_d

come from lower socio-economic ~omes. The districts of

Phoenix, Merebank and Chatsworth ~ere chosen because the
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majority of parents residing in these areas are semi-skilled

or unskilled workers. These townships were developed by the

Durban City Council as a housing scheme for masses of

lower-income earners in the Indian community (Gajadhur,

1990:52).

A total of 14 schools drawn from three districts, par­

ticipated in the study. They were distributed as folllows:

(a) Chatsworth:

(b) Merebank

(c) Phoenix

5 schools

3 schools

6 schools

. Figure 3.2 shows the location of the three districts in

the Greater Durban area.
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A pie graph of the distribution of the schools by district

is given in Fig. 3.3.

PHOENIX
(42,9%)

CHATSWORTH
(35,7%)

MERE BANK
(21,4%)

FIG. 3.3 DISTRIBUTION OF THE SCHOOLS SELECTED FOR THE

STUDY ACCORDING TO DISTRICT

The researcher had to visit an additional school in each of

the three areas other than those reflected in Section 3.4.1

because she could not obtain the required number of pupils

at the schools originally selected. As mentioned earlier

(Section 3.2.3), a number of these schools did not have

pupils from all three types of preschools unde~ study;

others did not have any non-preschoolers.
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3.4.2 SELECTION OF TEACHERS AND TEACHER SUB-SAMPLES

Most of the questionnaires were given to teachers of Class i

pupils at the school in which the tests were conducted.

Ten more questionnaires we~e given to other teachers from

schools with Class i units. T~is was done to get as large

a sample as possible. A total of thirty-five questionnaires

were completed by teache~s ~;ho were distributed as follows

according to the districts in w~ich their schools were 10-

cated: Chatsworth (13), Mereoar.k (7), and Phoenix (15).

The distribution of the sample of teachers and the districts

from which they came are presented in Fig. 3.4.

PHOENIXMEREBANK

..._-_._.__ _----12

>-< 10 .-.
u
z 8w
~
01 8w
et:
~ 4

2

0
CHATSWORTH

14 - ..- -..-.--.-..-----..---.--..-.-

16.--------------------------.

SCHOOL DISTRICTS

FIG. 3.4 THE DISTRIBUTION OF T~ACHERS ACCORDING TO THE DIS­

TRICTS IN WHICH THEI~ SCHOOLS WERE SITUATED
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In Section 1 of the questionnaire teachers were asked gues-

tions relating to their sex, age, Darital status, academic

qualifications, professional qualifications and teaching ex­

perience (Appendix Al. These data were collated and an­

alysed 1n order to determine whether subcategories of tea-

chers, based on these variables, differed in their views.

perceptions and judgements relating to school readiness

issues.

All 35 teachers in this sample were females. This 1S not

surpr1s1ng Slnce it is a rarity to find a Junior Primary

teacher 1n Indian schools who is not a female. Those few

who do happen to be males were not on the staffs of the

schools under study.

The majority of the Junior Primary teachers who comprised

the sample were young, 1.e. between the ages of

(57,1~ %). This 1S a positive feature as these

qualified teachers are more likely to be faQiliar

20 and 29

recently

with the

latest theories and practices relating to Junior Primary

teachi~g'than their older colleagues.

~lmost three-quarters (74,29 %) of the teachers 111 the

sample were married. This is also a positive feature since

married women, especially those who themselves are mothers,

are li~ely to have a better understanding of children, their

behaviour and their needs.
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Of the 35 teachers only one was a graduate and a further six

had degree courses to their credit. A negative feature is

that 28 teachers (80 %) had not upgraded their i~itial

qualification of Senior Certificate/Matriculation.

All 35 teachers in the sample were qualified to teach in a

primary school. An educationally sound feature was ttat 32

(91,43 %) of the 35 teachers were qualified to teach :Jnior

Primary classes.

Over 85 % of the sample had Junior Primary teaching ex­

perience in excess of five years. Further, all 35 teachers

had taught Junior Primary classes from the commencement of

their teaching careers.

Overall, the teachers' credentials inspired confidence and

augured well for the quality and reliability of the res­

ponses they had to offer.

3.4.2.1 SEX

All 35 respondents were females.

3.4.2.2 AGE

This variable was included to establish whether there here
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significant differences between the views and perceptions

of younger and older teachers in respect of issues linked

to school readiness. The distribution of the teacher

sample, according to age, is shown in Table 3.2.

TABLE 3.2

DISTRIBUTION OF TEACHERS ACCORDING TO AGE

AGE
(YEARS) 20 - 29 30 - 39 40 - 49 50 - 59 TOTAL

No 20 8 6 1 35

% 57, 14 22,86 17, 14 2,86 100

The disproportionately high percentage of teachers in the 20

to 29 year category is clearly illustrated in Fig. 3.5.

FIG. 3.5 DISTRIBUTION OF TEACHERS ACCORDING TO AGE
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3.4.2.3 MARITAL STATUS

This variable was includec to determine whether there were

significant differences between the views and perceptions of

married and unm2rrie~ teachers in respect of issues relate=

to school ret)uines5.

were single (14,28 %),

The sample comprised 5 teachers who

25 who were married (J4,29 %) and ~

who were divorced (1: ,43 ~). This distribution is presentee

graphically in Figure 3.E.
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FIG. 3.G DISTRIGUTIC: O~ TEj·.CFERS ACCORDING TO r·1ARITAL

STATUS
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3.4.2.4 TEACHER QUALIFICATIONS

ACADEMIC QUALIFICATIONS

The distribution of the teacher sample according to academic

qualifications is shown in Table 3.2. It is generally

believed that better qualified teachers are more knowledge-

able. Table 3.3 shows that all the teachers. in the sample

have at least a diploma qualification. This is a positive

feature and suggests that they would be able to give in-

formed and reliable responses to the questionnaire items in

this study.

TABLE 3.2

DISTRIBUTION OF TEACHERS ACCORDING TO

QUALIFICATIONS

THEIR ACADEMIC

SENIOR CERT DEGREE
MATRIC COURSES B. DEGREE TOTAL

NO 28 6 1 35

9- 80 17 , 14 2,86 1000

PROFESSIONAL QUALIFICATIONS

The distribution of teachers according to their professional
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qualifications is shown in Table 3.4. An encouraging fea-

ture is the fact that 91,43 % of the teachers in the sample

are qualified well enough to teach Junior Primary children.

This feature, based on the researcher's observations, is

typical of Indian education as a whole, i. e. teachers are

generally well qualified for their jobs throughout the

school system.

TABLE 3.4

DISTRIBUTION OF TEACHERS ACCORDING TO THEIR PROFESSIONAL

QUALIFICATIONS

JUNIOR PRIMARY HIGHER EDUCATION
EDUCATION DIP. DIPLOMA: PRIMARY TOTAL

NO 2 30 3 35

% 5,72 85,71 8,57 100

DURATION OF
COURSES IN

YEARS 2 3 3 -

3.4.2.5 TEACHING EXPERIENCE

Teachers were asked to indicate the length of their teaching

experience in years. Presumably, experienced teachers have

better insights into problems and issues relating to school

readiness. The distribution of the teachers according to
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the length of their teaching experience is shown in Table

3.5.

TABLE 3.5

DISTRIBUTION OF TEACHERS ACCORDING TO YEARS OF TEACHING EX­

PERIENCE

YEARS
0-5 6-10 11-15 16-20 21-25 TOTAL

No 5 19 3 6 2 35

% 14,28 54,29 8,57 17 , 14 5,72 100

More than 85 % of the respondents in this study were

teachers with more than five years of teaching experience.

This is a pleasing feature not only from the profession's

point of view but also from that of the researcher. It

gives her confidence to know that her research is based on

the responses of experienced, well-qualified teachers who

have a good insight into problems and issues relating to

education.

Subjects were also required to indicate the length of their

teaching experience specifically as Junior Primary teachers.

Information obtained in relation to this aspect is given in

Figure 3.7.
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One \-JOuld expect that the more experience the respondents

have as Junior Primary teachers, the more efficient cnd ef-

fective they vwuld be in the classroom. It was also more

likely tl at they would give reliable responses since they

are in a position to dra\·/ on the vJisdom of many years of in-

fant class teaching.

3.4.3 SELECTION Of PUPILS

The researcher selected her sample in terms of certain

He~ grou~s included pupils ~ho hed

attended one of the three available types of preschoals
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mentioned earlier, as well as non-preschoolers. A good

balance between males and females minimised the influence of

the sex variable on the test results. This made it possible

for her to examine any differences attributable to the sex

factor. Pupils selected also had to be within a specified

age range and their parents had to be in Lhe same occupa­

tional category, namely, semi-skilled or routine non-manual

workers. To control for socio-economic status pupils were

selected in accordance with the Cass Occupational Categories

(Schlemmer and Stopforth, 1979:9). These categories are

given in Table 3.6.

TABLE 3.6

CLASSIFICATION OF OCCUPATIONAL CATEGORIES (CASS)

1. Professional and Managerial

2. Middle White Collar

3. Manual Foreman, Skilled Artisans, Farmers and Status

Equivalent

4. Routine Non-Manual and Semi-Skilled Manual

5. Unskilled Manual and Menial
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The above categories p~ov~de broad distinctions among

various socio-economic levels. Occupationcl status is a

basic variable in analys~ng survey data, education, and

sometimes, neighbourhood status (Hall and Jones, 1950: 31­

55) .

Schlemmer and Stopforth's intention in producing this guide

is to encourage standardization in the codin~ ~f occupations

in survey research in Socth Africc. Class~fication of oc­

cupational status is simply a way of differentiating sys­

tematically between occupations which represent various

levels of achievement in work-status.

The Cass index is a provisional one because research on oc­

cupational prestige in South Africa is far from complete.

Nevertheless, in the absence of any other comprehensive

framework for the socio-economic assessment of occupations,

the Cass Occupational Categories was used. Only children of

parents falling in group 4, viz., "Routine Non-Manual" and

"Semi-Skilled Manual", were selected for this study. This

category was chosen to control for socio-economic status as

parents in this category fell in the lower socio-economic

class.

The Raven's Progressive Matrices also featured prominently

87



in the selection of pupils for this study. The RCPM Test A

was administered by the researcher to a minimum of six

pupils selected from each of the four groups - equal numbers

of boys and girls. From these at least two pupils per

group, where possible, with scores within the range 8 to 9

in each group, were selected for the study.

In this study the Raven's Coloured Progressive Matrices

(RCPM) was used to select pupils of approximately the same

intellectual ability in each of the four groups. It was

necessary to match the groups on this crucial variable. If

this was not done it would have been difficult to determine

whether any differences that might appear was the result of

mean intelligence dissimilarities or of programme dis­

parities.

In each school a minimum of two boys and two girls were

selected for each of the four groups investigated. A total

of 170 Class i pupils participated in the study and they

were representative of the following groups:

a) pupils who had attended registered private pre­

primary schools;

b) pupils who had attended departmental bridging module

classes;
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c) pupils who had attended community-run p~e-primary

classes; and

d) pupils who had had no pre-primary eCucotion.

As described earlier, in order to minimi5e the con~aminating

effects of other variables, steps were Laken to e~sure that

the pupils were more or less similar in terms of age,

ability grouping, and family background.

A 2 X 2 factorial analysis of variance conducted with ran­

domly selected groups of 30 pupils from each of the pre­

school ano no - preschool categories showed no s~gnificant

differences in respect of the following variables: type of

preschool background, sex, and the interaction between these

two. This indicates that, intellectually, the children from

the four groups registered mean scores that were comparable

and are not significantly different. All the null hypo­

theses, therefore, have to be accepted.

A summary of the ANOVA results are presented Table 3.7.
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TABLE 3.7

ANALYSIS OF VARIANCE OF RAW SCORES ON THE RCPM OF PUPILS FROM

FOUR DIFFERENT TYPES OF PRESCHOOL BACKGROUND

SOURCE OF VARIATION SUM OF SQUARES D.F MEAN SQUARE F.RATIO P

f\ TYPE OF PRESCHOOL

BACKGROUND 11 ,225 3 3,742 9, 11O >0,05

B SEX 0,408 1 0,408 0,994 >0,05

AXB TYPE OF PRESCHOOL

BACKGROUND X SEX 0,358 3 0, 119 0,291 >0,05

ERROR: WITHIN GROUP 46,000 42 0, 411.



Table 3.8 shows the distribut:on of pupils parcicipating in

this study according to gender and the ty~e of preschool ex-

perience they had.

TABLE 3.8

DISTRIBUTION OF PUPIL SAMPLES ACCORDING TO GENDER

50ys
!

G2..:-2..s TotalGroups
;

Registered Private Pre-pr':'mc.ry 1 5 I 15 30!,
I

Departmental Bridging Mocule 26 I 24 50

Community-Run Pre-primary 24 I 26 50

No Pre-primary education 22 I 18 40

Total 87 I 83 170
I

3.5 FIELD WORK

As described in Sections 3.2 and 3.3, three separate instru-

ments were used to gather data for this study.

the following:

(a) Raven's Coloured Progress've Mat:-ices Test A

(b) School Readiness Test ;, and

(c) Questionnaire for Class i teache:-s.

These were

The distribution of the questionnaires, selection of the
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pupils, administration of the Raven's Matrices, and the dis­

tribution of the Assessment score sheets to the teachers

were all done during the same visit. The researcher gave a

minimum of two questionnaires to Class i teachers in each of

the fourteen schools selected for the study. These teachers

were given two weeks in which to complete the questionnaire.

The majority of the questionnaires were completed and

returned timeously. This was the result of the ready co­

operation given by the teachers and management staff of

schools. In a minority of cases the researcher had to visit

some schools a second, and sometimes, a third time, before

the questionnaires and test scores of pupils were ready

for collection.

In a few cases arrangements had to be made to collect the

few questionnaires and test scores from the teachers' homes

since the researcher's period of study leave had expired and

she was, therefore, unable to collect them during school

hours. Eventually 35 completed teacher questionnaires and

170 pupils' test scores were returned for analysis. The

response rate from the teachers was 92 %.

After all the required data were collected, they were tabu­

lated and analysed. These results are presented 1n Chapters

Four and Five.
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CHAPTER FOUR

FINDINGS OF THE PRESENT STUDY:

CLASS i AND THE CURRICULUM

PUPILS' READINESS FOR

As stated in Chapter One, this research has two main aims:

firstly, to evaluate the effectiveness of pre-primary

education for Indian children; and secondly, to assess

the relative effectiveness of some of the more important

types of preschool programmes currently in existence.

These aims, it will be recalled, were restated in the

form of several sub-questions so as to gain clear direc­

tions about the nature of the answers that were required

and to assist in organising the data in a coherent form.

Since the research questions which needed to be answered

broadly match the subdivisions in the Junior Primary Class

i Teacher's Questionnaire (JPCT, Annexure A), the primary

instrument used to gather information for this study, it

would help to summarise the purpose of each subdivision.

In this way the link between a particular research ques­

tion, its location in the Junior Primary Class i Teacher's

Questionnaire, and the relevant findings would become

clearer.
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Part One of the questionnaire is mainly directed towards

obtaining personal details of the teachers' participation

in this study (Questions 1.1 to 1.7). Much of the infor­

mation obtained from this section was presented in Chap­

ter Three.

Part Two comprises a set of twelve items. These seek the

opinons of teachers about the readiness of pupils in

specific areas such as their powers of observation and

memorization, the degree to which they are literate and

numerate, and some differences between the home environ­

ment of the pupils and their school environment (Questions

2. 1 to 2.9).

In Part Three, teachers were asked questions relating to

the Class i curriculum and the changes they would like to

see in this regard.

In Part Four, teachers were asked questions relating to

the need for pre-primary education, the effectiveness of

existing pre-primary programmes and those shortcomings

among Class i pupils which pre-primary teachers can assist

in overcoming.

In Part Five,

fectiveness

teachers were required to evaluate the

of the school readiness test used by
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Depcrtment of Indian Education (House of Delegates). They

were asked questions relating to the overall effectiveness

of tne test, difficulties relating to the sub-tests, their

satisfaction/dissatisfaction with them, c~d changes they

would recommend if the test were to be revised.

Owip.g to the mass of data that hac to be handled it was

decided to present the results of th~s study over two

Chapters, ie. Chapters Four and five. ChaJter four deals

with the results pertaining to two aspects viz., Pupil

Readiness for Class iand the Class i Curriculum. The

data relating to the two remaining variables ie., Pre­

primary schools/classes and School Readiness tests, are

analysed in Chapter Five.

The discussion in Chapter Six is based on the findings of

both Chapters Four and Five taken together. This struc­

ture makes it easier for the researcher to link related

ideas.

Brief notes on some of the more important statistical

tech~iques used for analysing the data a~e presented in

Appendix D. NWA Statpak (1986) was used ~o~ computations.

The findings relating to Pupils' readiness :or Class i and

the Curriculum follow.
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4.1 PUPILS' READINESS FOR CLASS i

A knowledge of the current pre-primary programmes is im­

portant, for without it, the planning and implementation

of measures to remedy problems would be difficult. To

date no extensive or detailed scientific survey on the ef­

fectiveness of pre-primary education for Indian children

has been undertaken. In spite of the lack of such data,

there has been a growing awareness of the need for pre­

school education on the part of Education Departments,

communities and the business sector. There are strong

moral, social, political, and economic arguments for in­

creased support of early childhood care (Myers;

1992:253).

Research data collected in a scientific manner would not

only support these efforts but would also provide the im­

petus for establishing resources to assist those pre­

primary teachers who require assistance.

4.1.1 PUPILS' LEVEL OF DEVELOPMENT IN SELECTED READINESS

PARAMETERS

Teachers were asked to assess, in general terms, various

areas of readiness among pupils entering Class i. The

distribution of their responses are given in Table 4.1.
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CLASS i ENTRANTS'

TABLE 4.1

LEVEL OF READINESS IN SELECTED

PARAMETERS

I I I I I

I I I I I ,

:<EADINESS I VERY I I MODE-I I VERY CAN'- I M~A~ ,

I I I I I I

PARAMETER I HIGH I HIGH I RATE I LOW I LOW SAY TOTAL X R"N< I

I I I
I I I
I I

Social I I I
I I I

Readiness I 0 11 23 0 I 0 35 2,65 I 1

I I I
I I I

I

I I I
Emotional I I

I I
Readiness 4 27 I 0 2 35 2,85 I 3

I I
I I

I I I
I Physical I I
I I I
I Readiness 0 10 22 I 35 2.7~ I 2

I I I I
I I I I I

I

I I I I I
I Aesthetic I I I I
I I I I I
I Readiness I 0 3 20 I 8 I 3 35 3, 72 I l,

I I I I I
I I I I I

To obtain mean scores and mean ranks a widely used J~oce-

dure was employed. The responses were weighted as :01-

lows: very high was given a weighting of 1; high, c.

weighting of 2; moderate, a wei~hting of 3, and se on.

The higher the rating, the lower WcS the degree of rec=i-
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ness.

To obtain the mean, the number of responses in each

category was multiplied by the corresponding numerical

weighting; the products were added and the sum divided by

the total number of persons who responded to that item.

A similar procedure was used in Tables 4;3;

4,6; 4,11 and 4,13.

4 u·, ., 4,5;

An example of the way in which the mean scores and mean

ranks were computed is given in Appendix E.

The weighted mean was computed for each item in Table 4.1.

According to Table 4.1 teachers rated social social readi-

ness as most evident among pupils entering Class i (X

2,68) . This was followed by physical readiness (X

2,79) and emotional readiness (X = 2,85).

Chi-square computations showing the relationship between

the social readiness ratings given to the pupils in the

sample and the ages of the teachers who did the rating

are given in Table 4.2.
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TABLE 4.2

YOUNGER AND OLDER TEACHERS' PERCEPTIONS OF SOCIAL READI-

NESS AMONG CLASS i ENTRANTS

DIFFERENCES DIE"'ERENCES
SEEN AS S:::EN AS
VERY HIGH I MOO:::RATE TO
TO HIGH I V:::RY LOW TOTAL

Younger I
Teachers 6 (30 %) I 14 (70 %) 0 ( 100 %)I

I

Older
Teachers 5 (36 %) 9 (64 %) 14 ( 100 %)

Total 11 I 23 34<a)

0,123 df p>O,05

Table 4.2 shows that the differences in opinions expressed

by younger and older teacners ere not beyond what would

be expected by chance. Thus this study does not provide

conclusive evidence showing a significant relationship

between the variables "teacher's

readiness".

age" and "social

The teachers also felt that most school entrants, ir-

respecti ve of their type of ;>resc:.ool background I rank low

on the variable "aesthetic readiness". This is probably

due to the fact that these children are too young and too

(a): One teache~'s ~esponse had to Je or'~~e: f~om t~ computation since she was not su~e of

her ~esponse.
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inexperienced to differentiate between what is beautiful

and what is not.

Reilly and Hofmeyer (1983) state that readiness is an im­

portant factor in learning. Optimal learning is most

likely to occur when a match is achieved between what the

child already knows and fresh intellectual challenges.

4. 1 .2 DEVELOPMENTAL LEVEL OF SELECTED ABILITIES IN

CLASS i ENTRANTS

Class i teachers were required to indicate the extent to

which certain abilities of pupils entering Class i were

developed. Their responses are shown in Table 4.3.
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TABLE 4.3

CLASS i ENTRANTS' LEVEL OF READINESS IN SELECTED DEVELOP-

MENTAL PARAMETERS

I I

I I
I V::::<Y I MOD:: I VERY CAN'T M::AN I

I I I !
ABILITIES I r:G- I HIGH RATt: I LOW LCW SAY TOTAL X I~':"NK :

I I I
I I
I I

Observation I 8 20 I 4 35 2,88

I I
I I

I I I
I Memorization I 0 7 19 I 8 0 35 2,03 2

I I I I
I I I I
I I I I
I Envi ronmenta 11 I I
I I I I
I Awareness I 5

,
18 I 7 3 35 3,18 I 3

I I I I
I I

Although the teachers ranked observation as the ability

most evident in children entering Class i (X 2,88), the

remaining powers, memorization (X = 2,03) and environmen-

tal awareness (X 3,18) are not far behind. The

responses indicate moderate development in all three

powers.

4.1.3 PUPILS' READINESS FOR ENGLISH

Teachers' respor.ses ~elcting to the degree of readiness in

selected aspects of Lnglish are presented in Table 4.4.
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TABLE 4.4

CLASS i ENTRANTS' LEVEL OF READINESS IN SELECTED ASPECTS

OF ENGLISH

I I I I I I I I I

I I I I I I I ! I
I VERY I I MO~::-I I VERY I CAN'T I ! '1EAN I
I I I I I I I I
I HIGH I HIGH I RAT:: I LOW I LOW SAY i TOTAL I X i <-ANK I
I I I I. I I
I I I
I I I I

S:Jeak I 0 8 23 3 I 0 35 2.85 I 1 I
I I I I
I I

,
II

I I I I I
Read I 0 1 5 15 I 11 3 35 I 4.13 I 4 I

I I I I I
I I I I II

I I I I I
I h'ri te I 0 1 9 14 I 10 2 ,- 3.97 I 3 I_J

I I I I I
I I I

,
II

I I I I I
I Overall I 0 1 13 15 I 2 35 3.69 I 2 I
I I I j I, I I I I

The weighted mean ranking for the four components of

English show a clear superiority in the ability to speak

eX = 2,85) over the pupils' prowess to write (X = 3,97)

and read (X = 4. , 3) .

Speech development begins at home while the abilities to

read and write usually commence at pre-primary schools or

in Class i. The difficulty with reading is acknow-

ledged by Smith (1971) who states that reading is an ac-

tive decision-making process in which the reader must

102



differentiate, categorize and integrate information in or-

der to identify a letter, a word or meaning, and make his

or her own books with his thoughts and words written down.

4.1.4 (a) DIFFERENCE BETWEEN TYPES OF LANGUAGE USED AT

HOME AND IN SCHOOL

This item required teachers to estimate how wide a dif-

ference they felt existed between the language level

generally operational in the childrens' homes and the

level of language required for effective functioning at

the Class i level. The distribution of the teachers'

responses is given in Table 4.5.

TABLE 4.5

TEACHERS' PERCEPTIONS OF THE DIFFERENCES BETWEEN TYPE OF

LANGUAGE USED BY CLASS i ENTRANTS AT HOME AND AT SCHOOL

VERY MODE- CAN'T
LARGE LARGE RATE SMALL NIL SAY TOTAL MEAN

No. 2 8 14 4 0 7 35 2, 71

% 5, 71 22,86 40 11 ,43 0 20 35

The weighted mean score of 2,71 indicates that teachers

generally regarded the difference as being moderate to

large. The mean of 2.71 lies between 2 (large difference)

and 3 (moderate difference).
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Phoenix are residential areas for Indians in the lower

socio-economic levels and this could possibly affect the

quality of English spoken in some homes. Bloom (1980:382

-385) states categorically that the home has the greatest

impact on language development and the child's ability

to learn.

Language instruction has been commonly accepted as an

aspect of the curriculum that should be given priority

when dealing with the disadvantaged child (Parke,

1966:383). Further, many working mothers spend very

little time with their children correcting their spoken

English. For some families English is a replacement lan­

guage and hence poses further difficulties. According to

Wiseman (1967) what matters is the degree of literacy

within the home and the attitude of parents towards books

and towards school.

4.1.4 (b) TEACHERS' COMMENTS ON THE DIFFERENCES BE

TWEEN THE FORMS OF LANGUAGE USED AT HOME

AND AT SCHOOL

Teachers' opinions about why there are differences in the

language used at home and at school are discussed below.
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FAMILY BACKGROUND

A large number of teachers believed that since sJoken

English at home was "incorrect", pupils tended ~o spell

and write incorrectly. They experienced problems with

vocabulary and language. Teachers reportee t~e: pJp~ls

from bridging module remedial classes come fro~ ~ower

socio-economic areas and they are not exposed to an en-

vocabulary range of a

to be limited, causing

the positive side, the

Pupils are inciinee to omit

the

Onproblems in communication.

riched language environment.

prepositions. Moreover,

majority of the pupils tends

family background of some of the pupils from Phoenix and

Chatsworth is favourable. Generally the parents of such

pupils are well educated and this has a beneficial in­

fluence on their children. Many of the children ere ex­

posed at home to media such as television, newspapers and

radio.

GENERAL

Several teachers reported that there are pupils Hho tended

to 'baby talk' and to spell words in the same way as they

are pronounced. They also reported that there is a lack

of s u f f i c i en t " q ua 1 i t y 1an9 uage" i n t erac cian ::> e t \.J e e n

parents and pupils. It is, therefore, not surpr:sing to
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find that a number of these children experience problems

with the pronunciation of words and often speak in incom­

plete sentences.

4.1.5 PUPILS' READINESS FOR MATHEMATICS

Table 4.6 shows the distribution of teachers' estimates of

pupils' maturation for academic work in selected mathe­

matical co~cepts.
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TABLE 4.6

CLASS i ENTRANTS' LEVEL OF READINESS IN SELECTED ASPECTS

OF MATHEMATICS

I I I I I I

I I I I I I II

I I VERY I I MODE-i v~;v (t..\' - I v=". I._ ..... i

I ! I I I !I

I CONC::"T I HIGH I HIGH I RATE I lOl-l lOo- St" I -;-D~':_ I =<..:..\, !
I
I I I

I . I

I I
i um:>e'" I
I I I
I Conce=: I 0 4 23 7 I 35 ! 3. :S 3I

I I I i
I I I I ,

II I I

I I I I , I
I Place Valuel 0 0 3 I 24 I 7 I <- I l,. - 2 5I ~)

I I I I I I
I I I II

I I I I
I Count"-.g 5 25 I 3 I 0 3= I 2.::8 2

I I I I
I I I Ij

I I I I
I Size =.,d I I I
I I I I
I Shape 0 10 20 I 3 I 3: I 2.::5

I I I I
I I I
I I I
I Quant:o-:y 0 6 11 I 15 2 I 3: I 3,,29 4I, I I
I I I
I I I
I Addh;:n/ I I
! I I, Sub;;r:c-:ion! 0 1 4 I 14 12 I 5 3: I 3.~j :;I
I

I II
I

According to the respondents, most ?upils entering Class i

show a moderate to high level of ma:uration .~ the mathe-
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matical concepts of size and shape (X = 2,85), count­

ing (X = 2,88), and number (X = 3,09). Fundamental ideas

related to quantity appear to present them with more

problems (X = 3,29). As expected, the operations of addi­

tion and subtraction are not easily grasped at this stage

(X 3,43). The most difficult concept for Class i pupils

to acquire is that of place value (X = 4,12).

4.1.6 PUPILS' READINESS FOR FORMAL WORK

Respondents were required to estimate the degree of readi­

ness for formal work of children entering Class i. They

had to indicate the percentage of pupils in their classes

who are fully ready, moderately ready, slightly ready or

not ready at all for formal work. The distribution of

their responses are given in Table 4.7.
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TABLE 4.7

TEACHERS' ESTIMATES OF CLASS i ENTRANTS' LEVEL OF READI­

NESS FOR FORMAL WORK

TEACHERS' RESPONSES %

Fully ready 41 17

Moderately ready 33,6

Slightly ready 16,3

Not ready at all 8,4

Total 100

Whilst Table 4.7 indicates that Class i pupils fall into

all four categories it is very encouraging to note that

over 75 % are regarded as either fully ready or moderately

ready for formal work on entry to Class i.

4. 1 . 7 DISTRIBUTION OF SCHOOL ENTRANTS ON IMPULSIVE­

NOT IMPULSIVE DICHOTOMY

Teachers were requested to classify the behaviour of

pupils into two broad categories on the trait

"impulsivity". The majority of the teachers (65,71 %)

considered most pupils to be impulsive in their behaviour.

This is not surprising when one considers that the sample

comprised a group of young children.

109



Seven teachers described their pup~ls as ":-estrained".

They attributed this characteristic to "insufficient com­

mand of language" on the part of so:ne o~ these pupils;

they could not express their ideas easi"y. Others were

inhibited and could not easily :-elate to people and fit

into formal school situations. Te~che:-s also found that

pupils who had had no preschool education were more

restrained compared to those who had attended 8reschool.

Teachers also referred to some pupils as "normal",

"natural", or "hyperactive". They saH hyperactive children

as out-going, very talkative, always moving about, and

unafraid. These children, according to the teachers, of­

ten tend to be in a hurry and hand in their written exer­

cises without giving too much thought to arrangement and

neatness. They also have few inhibicions. Pupils who had

had preschool education generally settled into the formal

classroom situation more easily and presented fewer dis­

ciplinary problems.

4. 1 .8 PERSONS USED AS ROLE MODELS BY PUPILS

Table 4.8 gives the teachers' views abouc whom children

generally use as role models.
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TABLE 4.8

CLASS i ENTRANTS' ROLE MODELS

PARENTS TEACHERS FELLOW PUPILS OTHER I TOTAL

No. 6 19 7 3 I 35

% 17 ,14 54,29 20,00 8,57 I 100

More than 50 % of the respondents replied that pupils

modelled themselves on the teacher. This places a great

responsibility on teachers to ensure that they serve as

good role-models.

Part of the explanation for a large proportion of children

using teachers as role models may be found in the fact

that children spend a great deal of time with teachers.

During this time they observe and listen closely and as

time passes many of them begin to idolise the teacher and

imitate her.

A smaller proportion of teachers felt that children mainly

imitate their fellow pupils. Play and classroom situa-

tions offer them many opportunities for imitating those

peers whom they admire.

Parents form yet another group whom some pupils imitate.

According to teachers who gave this as their response,

children have ample opportunity in their preschool years
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to imitate their parents.

becomes secondary.

The teacher's influence then

Some pupils imitate tele ision characters while a minority

use other relatives as role models.

Singh's (1987:131) research indicates that both teachers

and parents are particulcrly influential in pupil's lives.

Similarly, Mead (193~), and Berger and Luckmann (1967),

state that during primary socialization, individuals who

are closest to the child, influence him/her in a fundamen­

tal way.

4.1.9 (a) TEACHERS' PERCEPTIONS OF DIFFERENCES IN

CHILDREN'S HOME AND SCHOOL ENVIRONMENTS

Teachers were asked if they found the childrens' social

experiences at school notably different from those that

existed in the home environment. Their responses are

reflected in Table 4.9.
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TABLE 4.9

TEACHERS' PERCEPTIONS OF DIFFERENCES IN CHILDREN'S HOME

AND SCHOOL ENVIRONMENT

I I I I I I I

I I I I I I I
I IIN 'OSTI IN MANY I IN sa-1E I IN A FE\oI I CAN'T 1

I I I I I I
I ICASC:S CASES I CASES I CASES I NEVER ! SAY ITO,AL! X-

I I I I I I I ,
I

I I I I I I I,
I I I I I I I
I No·1 1 I 0 I 10 I 18 I 2 I 4 I 35 I 3,65 I
I I I I I I I I I II ,
I I I I I

,
I I ,

I , I

I I I I I I I I,
I

I % I 2,86 0 I 28,57 I 51,43 I 5,71 I 11,43 I 100 I
I I I I I I I !

I I I

The majority of the teachers ( 18) reported that only in a

few cases were the childrens' social experiences at school

so different that they conflicted with those found in the

home environment.

In Table 4.10 the responses of younger and older teachers

are compared in respect of children's social exreriences

at home and at school.
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TABLE 4.10

YOUNGER AND OLDER TEACHERS' PERCEPTIONS OF DIFFERENCES IN

CHILDREN'S SOCIAL EXPERIENCES AT HOME AND AT SCHOOL

DIFFERENCES

DIFFERENCES SEEN AS

SEEN AS VERY MODERATE TO TOTAL

EIGH TO HIGH VERY LOW

YoungerTeachers 6 (33 %) 12 (67 %) 18 ( 100 %)

Older Teachers :> (38 %) 8 (62 %) 13 ( 100 %)

Total 1 1 20 31 (a)

0,087 df: 1 p ) 0,05

Table 4.10 shows that the differences in opinion expressed

by younger and older teachers on the issue of pupils' so­

cial experiences at school and at home, are not beyond

what would be expected by chance. This study does not

produce conclusive evidence that there is a relationship

between the two variables.

Ca) Four ~eachers me--:icned e.:: tro€y --ere nOe s_re of :C1eir responses. ;-hey we'--e lefe OUe of

the c~putat;cns.
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4.1.9 (b) TEACHERS' COMMENTS RELATING TO CHILDREN'S

SOCIAL EXPERIENCES

A large number of teachers (80,00 %) reported that the

school system offers a social environment that is not very

different from the one fou ,0 in pupi_s' homes. Conse­

quently, children have relatively few exoeriences at

school that conflict with those at home. This facilitated

children I s adaptation to the conditions in school. In

some cases pupils who associate freely with "problem"

children from their neighbourhood often reveal similar

kinds of adjustment problems.

Some teachers believed that teachers had a duty to recon­

cile school and home environments wherever there was a

conflict between the two. According to these teachers if

the home provided negative or anti-social experiences, the

teachers needed to remedy the situation. The child had to

be helped to understand in what situations his/her home

language was appropriate or inappropriate. Gajadhur

(1990:165-166) notes that a home that is deficient as a

learning environment will retard the child's

development.
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4.2 THE CLASS i CURRICULUM

This section of the questionnaire was devoted to shortcom-

ings relating to the Class i curriculum, and ways and

means of overcoming them.

expected to:

Responses to questions were

(a) inform education authorities of the problems ex-

perienced by teachers with the Class i curriculum and

(b) make pre-primary teachers aware of the problems ex-

perienced by Class i teachers in relation to the cur-

riculum.

4.2.1 RANKING OF SUBJECTS ACCORDING TO DIFFICULTY

Teachers were required to rank the subjects comprising the

Class i curriculum in order of difficulty, as experienced

by pupils. They had to write for the subject pupils

generally found most difficult; 2 for the next most dif-

ficult one; .. . . , and 6 for the least difficult one. The

distribution of their responses is shown in Table 4.11.
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TABLE 4.11

RANKING OF SUBJECTS ACCORDING TO DIFFICULTY

I I

2

L

5

I
I
I

I I
X iXRA'IKi

I

I

I
I
I
I
I

I

I
I
I

!!. I
I
I

I

I
ii.57 I

I

I
N,Sl I

I

I

I
1., ::': I

I

I

I
5,29 I

I

I

I
I RAN K TOT,lL

I
I I I I I I

1 I 1 I I I

1'12131415!61
1 I I I I
I I:

I I I 1 ! I
120 113 1 I 0 I 0 ~ 1 I --
I I ill I
I I I I

1 I 1 ! I I I

I 1 I 1 I 0 I 6 1.0 l 9 I --
I 1 ! I f I
I 1 I, I

1 lit I
I I I i I
I 1 I I ~ I
I 0 I 1 4 126 I 2 I 2 1 -
I 1 I I ! I
I I I I I
I I I I I 1
111 121 1 I 0 I 1 ! 1 1 --
I I I I ! I
I I I I
I 1 I I I I 1
I 1 I 1 I 1 I 1 111 120 I X,

I I I I I I I
I I I I I

Art

Music

SUBJECTS

Maths

I
I English

I
I
1
I Envi ronmenta 1

I
1 Studies

I
I

Writing
I I I I I ! I
I 1 I 0 126 I 3 1 2 ! 3 I --
I I I I I ~ I
I I'

3 . .!.

The mean rank scores indicate tha: English was found to

be, by far, the most difficult subject (X = 1,5,7), f01-

lowed closely by Mathematics (X = 1,91).

vironmental Studies were consicered as being ~oderately

difficult.
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Art (X = 4,89) and Music (X = S,29) were categorized as

subjects not presenting pupils ~ith much difficulty. The

quality of home life has an imp rtant bearing on a child's

preparation for school. Accorcing to the Child Develop­

ment Programme at Bristol Gnive~sity, (Osborn and Milbank,

1987), many of the difficul:ies young children have in

learni~g can be traced to cO incdeq~ate and ~~stimulating

home background.

4.2.2 MAJOR PROBLEMS RELATING TO THE TEACHING OF VARIOUS

SUBJECTS

Class i teachers were asked to list the major problems

they experienced when teaching various subjects. Their

responses and comments are presented below.

ART

Almost 55 % of the teachers indicated that children

generally fail to make maximum use of space on the sheet

of paper provided. Pupils tend to produce stereotyped

pictures. They lack imag:nation, especially in drawing

animal shapes and figures. Some pupils don't seem to find

enjoyment in their creations. .1any pupils appear to exer­

cise poor choice of colours. ?upils are generally afraid

to experiment with colours. Teachers noted that a

majority of the pupils could oot handle instruments and

paints easily.
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ENGLISH

The majority of teachers (83 %), experienced problems

teaching phonic sounds and flashwords. Children who do

not know single sounds cannot blend and pronounce Hords

properly. Many pupils lack the skills for exprEssive

reading. There are too many rules and exceptions that

have to be applied.

ENVIRONMENTAL STUDIES

Teachers generally agreed that the pupils' general

knowledge in this area is limited due to very little or no

exposure to the environment. Most of the pupils seem

oblivious of even their immediate surroundings.

MATHEMATICS

A large majority of teachers (90 %) emphasized that pupils

experienced problems understanding instructions given to

complete a given exercise. Learning bonds seems to be a

problem area for most of the pupils. Difficulties are ex­

perienced with the recognition and comparison of number

concepts and when doing mental calculations.
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MUSIC

Approximately 50 % of the teachers stated that pupils ex-

perience problems remembering ,~ords and melod~es. They

prefer to listen to 'pop' m s~c and identif~ with adult

tastes. The teacher who is musically .:-nclined or

trained experiences difficulty in teaching mUSlC.

WRITING

As many as 85 % of the teachers indicated that pupils ex-

perience problems with the formation, spacing, and size of

letters and numerals. Children not exposed earlier to

writing materials experience greeter problems. Very often

the teacher is required to undo what the child has learnt

at home or in pre-primary schools. Some of the pupils

move their pencils in a clock-wise direction instead of an

anti-clockwise motion when forming certain letters,

namely: 0; a; d; g; q.

4.3 CONCLUSION

The analysis in this chapter reveals that Class i teachers

in Indian primary schools are ap~ropriately qualified for

their jobs.
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It was also found that pupils entering Class i display a

wide range of differences and deficiencies in their readi­

ness for formal schooling. These, to a great extent, ap­

pear to be derived from the socio-economic levels of the

homes of the pupils. Teachers also identified specific

curricular shortcomings which need to be addressed in

school readiness programmes.

Chi-square computations (2 X 2 tables) were conducted,

wherever appropriate, to test for significant relation­

ships between different sets of variables. All were

found to be "not significant" at the 5 % level of con­

fidence. A summary X2 table relating to these variables

is given in Appendix F.

In order to gain a better insight into the findings of the

present study it will be necessary to proceed to a discus­

sion of the remaining two variables, viz. pre-primary

schools/ classes and school readiness tests. The data

pertaining to these two variables would be analysed in

Chapter Five.
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CHAPTER FIVE

FINDINGS OF THE PRESENT STUDY (CONTINUED)

ASPECTS RELATING TO PRE-PRIMARY SCHOOLS/CLASSES AND THE

EFFECTIVENESS OF SCHOOL READINESS TESTS AS INSTRUMENTS FOR

MEASURING SCHOOL READINESS.

In Chapter Four analyses relating to thE first two vari­

ables appearing in the Jun~or Primary Class i Teachers'

Questionnaire were presented, i.e. Pupil Readiness for

Class i and the Class i Curriculum. Items on Pupil Readi­

nESS for Class i sought thE opinion of teachers about the

readiness of pupils in specific areas, such as their

powers of observation and memorization, the degree to

which they are literate and numerate, and some differences

between the home environment of the pupils and their

school environment. Questions on the Class i Curriculum

asked teachers about pupils' difficulties with the cur­

riculum and how pre-primary teachers could proactively as­

sist.

In Chapter Five, analyses ?ertaining to the two remaining

as?ects of school readiness are considered, viz., aspects

re~ating to Pre-primary Schools/Classes and data pertain­

in; to School Readiness Tes:s. The first of these, viz.,

Pr~-primary schools/classEs, dEals with the neEd for pre-



existing pre­

among Class i

in overcom-

primary education, ~he effectiveness of

primary programmes and the shortcomings

pupils which pre-pri~ary teachers may assist

ing.

The last section of :he questionnaire deals with teachers'

opinions about the effectiveness of School Readiness Test

A as an instrument f~r measuring school readiness. In

addition, this Chap:er has included in it, a~ analysis of

the results relating to School Readiness Test A which was

taken by the four groups of pupils participating in this

study. Here the per:ormance of each of the four groups is

compared on each of the six subtests in the School Readi­

ness Test A. These groups are:

(i) pupils who had attended registered private

pre-schools;

(ii) pupils who had attended a departmental bridg­

ing module classes;

(iii) pupils who had attended a community-run readi­

ness class;

(iv) pupils who had had no preschool education.

The subtests on whic. they are compared are the jig-saw
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puzzle, sorting, similarity, difference, body awareness

and head-eye co-ordination.

5.1 ASPECTS RELATING TO PRE-PRIMARY CLASSES

This part of the questionnaire re ates to the need for

pre-primary education, the effectiveness of existing pre­

primary programmes, and those shortcomings evident among

Class i pupils which pre-primary teachers may assist in

overcoming.

5 . 1 . 1 THE NEED FOR PRE-PRIMARY EDUCATION

Teachers were asked if pre-primary education was necessary

for children before they entered Class i.

All the teachers agreed that preschool education is neces­

sary. Most of them (85,71 %) were emphatic about this.

This position is supported by Donaldson (1978) who, in the

course of substantiating her viewpoint, explains that pre­

school children are capable of deduction and reflection

relating to their actions. They are capable of learning

much more of what is often thought to be beyond them,

provided that the material is presented to them in a way

that makes sense. Pre-primary education exposes children

to a variety of such learning situations.
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The teachers who participated in this study pointed out

that pre-primary classes help children become socially,

physically and emotionally ready for school. This, they

say, is especially true when the child comes from a home

where both parents work. Often these children need addi­

tional opportunities for socialization anc speech train­

ing. They are also given wide-ranging opportunities in

preparing for formal work through mastering readiness con­

cepts and such skills as hand-eye co-ordinacion, muscular

dexterity, practice in concentrating on tasks for a

reasonable length of time, exercising a sense of respon­

sibility, responding to discipline, and interacting with

other children.

In short, a child's pre-primary schooling assists in the

total development of the child. Empirical data supports

this observation made by the teachers in this study.

Goldberg (1963), for instance, reports that black pupils

who had attended preschool gained higher scores at each

grade level than those who had not. Deutsch (1963;

1964), a pioneer of research in this field, believes that

early intervention, using well-structured programmes,

significantly reduces the attenuating influence of a so­

cially marginal environment.
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5. 1 .2 THE VALUE OF PRE-PRIMARY SCHOOLING

Teachers were ~equired to state to what extent they

thought pre-primary schools/classes were fulfilling their

objectives of optimal development of young children's

potential, culmi~ating in school readiness.

A majority of teachers (62,86 %) felt that pre-primary

schools/classes in overall terms, were succeeding only

moderately in getting pupils ready for schooling. Twelve

teachers (34,28 %) adjudged pre-primary schools/classes

as being succcessful or highly successful.

Teachers' comments relating to the efficacy of pre-primary

schools/classes were a mixture of positive and negative

ones. On. the positive side, it was noted that a sig­

nificant proportion of pupils from pre-primary classes go

to school ready to begin formal work. They enter Class i

equipped with the knowledge and skills required for suc­

cess in the formal learning situation. On the negative

side, pupils, mainly from the community-run classes, of:en

lack the basic skills required to facilitate their transi­

tion to a more formal setting.
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Teachers' support for preschool education is endorsed by

Kohlberg (1968) who states that educators are becoming

more aware that early academic achievement among children

is influenced by preschool experiences, including pre­

primary education.

The quality of training given by the various preschool

education agencies, according to the responcents, appear

to vary. Private preschools and bridging module classes

appear to enjoy greater success than the community-run

preschool ones in developing readiness in pupils. One

reason for this difference could be the fact that teachers

in the community-run classes are unqualified while the

private preschools and bridging module classes generally

have qualified staff.

The value of preschool experience as opposed to no such

experience, can be seen from the evidence obtained from

the longitudinal Child Health and Education study at Bris­

tol (Osborn and Milbank, 1987). This study found that

chi~dren who had had nursery education gained higher

sco~es on a range of tests relating to language, numeracy

and verbal reasoning compared to those who had not at­

tended nursery classes.
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5.1.3 EFFICACY OF DIFFERENT TYPES OF PRE-PRIMARY

SCHOOLS/CLASSES

The Class i teachers in this study were requested to rate

the efficacy of the three educational agencies that were

"feeders" to their classes in terms of which one generally

sent in most pupils who were ready for formal instruction.

They had to write " I for the school/class that sent in

the most; '2' for the one that came second; and '3' for

the one that came third.

The distribution of their responses are shown in Table

5 . 1 .

TABLE 5.1

TEACHERS' RATINGS OF SCHOOLS/CLASSES PRODUCING THE HIGHEST

NUMBER OF SCHOOLREADY PUPILS

RAT I N G

1 2 3 TOTAL X X RANK

Registered private
pre-primary schools 15 i 7 3 35 1,66 2

Departmental bridging
module classes 20 14 1 35 1 ,46 1

Community-run readiness
classes 0 4 31 35 2,89 3
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The Departmental Bridging module classes were considered

the best educational agency (X = 1,46). Registered

private pre-primary schools were considered a close second

(X = 1,66). However, the Community-run readiness classes

were ranked a distant third (X = 2,89). While twenty

teachers gave br~dging module classes a fi~st rating

and fifteen gave private schools a first rating, no

teacher gave the community-run school such a rating. This

makes teachers' views self-evident.

5.1.4 SPECIFIC CURRICULAR SHORTCOMINGS THAT PRE-PRIMARY

SCHOOLS/CLASSES CAN ATTEMPT TO RECTIFY

The questionnaire requested respondents to list specific

shortcomings in Class i pupils that pre-primary

schools/classes can concentrate on in order to

enhance school readiness. Their responses are discussed

according to subject categories.

ART

Preschool children should be dissuaded from drawing stick

figures; they should, instead, draw human figures and use

various shapes co create designs. They should also be

given the freedom to experiment with paints and crayons of

different colours. Free expression should be fostered and
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the development of aesthetic ability nurtured. Teachers

should, where possible, not be prescriptive or unduly

critical lest the child's confidence is undermined. Nor

should adult interpretations or representations be forced

on children.

ENGLISH

Teachers felt that there is a need to include more plays,

choral singing and other such team activities in the

curriculum so that children are given increased oppor­

tunities for interacting with others. Correct speech

should be encouraged, especially through the use of full

sentences and the avoidance of "baby talk". Since the

children often come from impoverished linguistic back­

grounds, oral discussions should be used as a means of

widening pupils' vocabulary and improving their expres­

sion. In this connection Bernstein's observations

(1961 :288-314) are interesting. He notes that lower

class chilren tend to be confused and frustrated at

school because they are accustomed to a restricted lan­

guage code. To them the language used in the formal

school situation is almost a new form of communication.
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ENVIRONMENTAL STUDIES

The teachers in this study would like to see pceschool

children undertaking more field trips and eXCJrsions.

This, say Prescott and David (1977: 118) , vJCJld gi ve

pupils a better unde~standing of their surroundi~gs and

provide children w~th the essential link betwee~ the en­

vironment and the behaviour of its inhabitants.

MATHEMATICS

Class i teachers recommend the use of play methods as an

effective way of ~ntroducing children to various mathe­

matical concepts. Opportunities for practical wor~ is es­

sential and should be done on a greater scale. A good

number sense can be inculcated through games, stories,

picture discussions and self-discovery.

MUSIC

Teachers recommended the use of a greater variety ~f musi­

cal instruments in school readiness classes. P-u?~ls

should be taught listening skills,

lacking in most cases.
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WRITING

The respondents stated that it was necessary for children

to concentrate on correct letLer formations. This can be

done by exposing pupils to a variety of writing materials

such as crayons, oencils and chalk. More hand co­

ordination and fine muscle development can be fostered

through the use of tracing cc~ds, templates, left to right

eye-movement activities, and the cutting of pictures.

5.1.5 PUPIL SHORTCOMINGS IN SELECTED ASPECTS OF READINESS

Teachers were requested to list specific shortcomings in

pupils entering Class i. The purpose was to pinpoint

those areas which pre-primary teachers can improve on.

Their responses are discussed below.

SOCIAL AND EMOTIONAL READINESS

Teachers felt that pupils had to be taught how to communi­

cate better with fellow pupils and teachers. Many could

also benefit from further training in co-operative ac­

tivities, independence and self-reliance.
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PHYSICAL READINESS

Teachers suggested that more motor development activities

should be included in school readiness programmes.

During movement, pupils should be introduced to games

specifically designed for muscular development cnd hand­

eye co-ordination.

5.2 COMPARISON OF THE PERFORMANCES OF FOUR GROUPS OF

PUPILS, WITH VARYING PRESCHOOL EXPERIENCES, ON THE

SUBTESTS OF SCHOOL READINESS TEST A

In this section the performance of the pupils in the six

subtests of School Readiness Test A and in the test as a

whole, are analysed. The scores of the four groups of

pupils involved in this study are compared, viz.: those

from registered private pre-primary schools, those from

departmental bridging module classes, those from

community-based readiness classes, and those pupils who

did not have any preschool experience.

The six subtests of the School Readiness Test A are the

following:

(i) Jigsaw puzzle

(ii) Sorting
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(iii)

(iv)

(v)

(vi)

Similarity

Differences

Body Awareness

Head-Eye Co-ordination

These subtests were described in Chapter Three.

Two tables are presented for each group. The first table

displays performance in each of the school readiness sub­

tests and, at the end (Section 2.9), for total test. In

the tables the various groups are designated as follows:

Group A:

Group B:

Group c:

Group D:

registered private pre-primary schools;

departmental bridging module classes;

community-run pre-primary classes and

non-preschoolers.

The second table shows whether the differences between the

mean scores of groups differ significantly from each

other.
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5.2.1 SCHOOL READINESS SUBTEST: JIG-SAW PUZZLE

Table 5.2 (a) shows the performance of the subgroups on

the Jig-Saw Puzzle subtest.

TABLE 5.2 (a)

A COMPARISON OF THE PERFORMANCES OF PUPILS OF VARYING PRE-

SCHOOL EXPERIENCES ON THE JIG-SAW PUZZLE

GROOP

I

I A B C D

I Registered Departmenta1 CoTm..oni ty-4Wn I
I Private Pre- Br;dging I Readiness I Non Pre-

I Primary Schools Module Classes I Classes I SchoolersI

I I I
I I

Nunber of Pupils I 30 50 I 50 I 40

I
Maximum Mark I 6 5 6 6

I
Hi~hest Score I 6 5 6 6

I
Lowest Score I 0 3 0 0

I
I"e:.n Score I 5,33 5,60 5.46 3. 73

I
Sundard I
deviation I 1,47 0,73 i .23 i.78

Only group D, representing pupils with no pre-primary

education, had a relatively low mean score of 3,73 in the

Jig-Saw Puzzle test which carried six marks. The remain-

ing th~ee groups had mean scores exceeding f~ve, with the

departmental bridging module group topping the list with a

mean 0: 5,60.
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A more rigorous statistical comparison of the performances

of the subgroups on the Jig-saw subtest are given in Table

5.2 (b).

TABLE 5.2 (b)

VALUES OF t FOR DIFFERENCES BETWEEN THE MEANS OF GROUPS

A,B,C AND 0 FOR THE JIGSAW PUZZLE SUBTEST

GROUPS
I I I

I A and B I A and C A ar"d D B and C I B and D C and D

I I I I I
f

IMean Scores I 5,33 5,60 I 5.33 5,46 5,33 3,73 5,60 5,46 I 5,60 3,73 f 5.46 3,73

I I I I
,
l

It Values I 1,07 I 1,36 3,05 0,77 I 6,31 5,88

I I I I
ILevel of I I I
ISignifi- I I I
Icance I p>O,05 I p>O,05 p<O,Oi p>O,05 I p<O,OOl p<O,OOl
I I

The mean performance of pupils who had not attended pre-

school (D) was significantly lower than that of every

other group.

There were no significant differences between the mean

performances of the three groups who had attended pre-

school classes before enrolling in Class i.

5.2.2 SCHOOL READINESS SUBTEST: SORTING

The performance of the four groups in the Sorting subtest
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is given in Table 5.3 (a)

TABLE 5.3 (a)

A COMPARISON OF THE PERFORMANCES OF PUPILS OF VARYING PRE­

SCHOOL EXPERIENCES ON THE SORTING SUBTEST

GROUP

I I
A B I C I 0

Registered Departmenta1 I Conm.Jnity-Run I
Private Pre- I Bridging I Readiness Non Pre-

Primry Schools I Module Classes I Classes Schoolers
I I II

Number of ?~='is I 30 I 50 I 50 40
I I II

I Maximum Ma~1: 3 I 3 I 3 3

I I I
I Highest Score 3 I 3 I 3 3

I I I
I Lowest Score I 2 I 0 0

I I I
I Mean Score 2.90 I 3.00 I 2.86 2.35

I I I
I Standard I I
I deviation 0,48 I 0,20 I 0,53 0,85
! I

In the sorting test the departmental bridging module group

again excelled with a mean score of three which is the

maximum mark. The pupils with no preschool experience

again had the lowest mean score of 2,35. The remaining

two groups hac high mean scores approaching the maximum.

A . further statistical analysis of the Sorting subtest

scores is presented in Table 5.3 Cb).
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TABLE 5.3 (b)

VALUES OF t FOR DIFFERENCES BETWEEN THE MEANS OF GROUPS

A,B,C AND D FOR THE SORTING SUBTEST

GROUPS
I I I I

I A and B I A and C :, a-.j 0 Band C I Band 0 I C and 0

I I I I I II

IMean Scores I 2,90 3,00 I 2,90 2,86 I 2,90 2,35 3,00 2,86 I 3,00 2,35 I 2,86 2,35

I I I I .I Ij

I t Values I 1,44 I 0,24 3,2: i,73 I 4,81 I 2,98

I I I I I
I Level of I I I I
I Signifi- I I I I
I cance I p>O,05 I p>0,05 p<O,Ol p>O,05 I p<O,OOl I p<O,Ol

I I

The results of the sorting subtest are similar to those of

the Jig-saw puzzle. The performance of the "no preschool

experience" group was significantly lower than that of

every other group.

5.2.3 SCHOOL READINESS SUBTEST: SIMILARITY

Table 5.4 (a) displays the scores of the four subgroups on

the Similarity subtest.
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TABLE 5.4 (a)

A COMPARISON OF THE PERFORMANCES OF PUPILS OF VARYING

PRESCHOOL EXPERIENCES ON THE SIMILARITY SUBTEST

GROUP

I
A B C I 0

Registered Depart.me<r...a1 I
Private Pre- Bridg i ng Corm..nity-Run I Non Pre-

Primary Schools Module Clcsses I Readiness I Schoolers

I
Number of Pupils I 3C 50 :'>0 I 4C

I I
I Maximum Mark I 5 :> I -
I I I
I Highest Score I 5 5 5 I :>

I I I
I Lowest Score I 2 2 0 I 0

I I I
I Mean Score I 3,80 4,20 3,74 I 2,60

I I I
I Standard I I
I deviation I 1,03 0,81 0,99 I 1,37

This test (Similarity) is apparently more difficult than

the earlier tests as the mean scores ranged from 2,60 (52

%) for pupils with no preschool education to 4,20 (84 %)

for pupils who had attended bridging module classes. The

remaining two groups had mean scores of approximately

75 %. As in the previous test5 the group with no pre-

school education performed relatively poorly while the

bridging module grou? performed bEst.

Table 5.4 (b) contains a morE detailed statistical

cnalysis of the Similarity sco~es.
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The pattern of the previous tests is repeated in the

Similarity test, with the three-groups which had attended

preschool performing significantly better than the group

without this experience. However, there is one addi-

tional feature. The departmental bridging module group's

mean score is significantly greater than that of the

community-run class group.

5.2.4 SCHOOL READINESS SUBTEST: DIFFERENCE

-The distribution of the scores of the subgroups on the

Difference subtest is shown in Table 5.5 (a).
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TABLE 5.5 (a)

A COMPARISON OF THE PERFORMANCES OF PUPILS OF VARYING PRE-

SCHOOL EXPERIENCE ON THE DIFFERENCE SUBTEST

GROJP

I I

I A B C I 0

I Registered DepartDenta1 CorTmJnity-Run I
I Private Pre- Bridging Readiness Non Pre-

I Primary Schools Module Classes Classes Schoolers

I
N~ber of Pupils I 30 5C 50 40

I
t'lax imu;r. Mark I 5 5 5

I
H'ghes~ Score I 5 5 5

I
LOJest Score I 0 G 0

I
t'ean Score I 3,53 4,OE 3,66 2,13

I
S-:andard I
deviation I 1,38 O,9L 1,12 1,51

The tests thus far, appear to become progressively more

difficult. The mean percentage scores of all groups in

this Difference test are lower than in previous subtests.

The highest mean score was again that of the bridging

module group which had 4,08 (81,6 %). The lowest mean

score of 2,13 (42,6 %) was that of the "no preschool"

group. The registered pre-primary school group scored a

mean of 3,53 (70,6 %) and the community-run class group

scored 3,66 (73,2 %).

Results of the t-test on the d~fferences bet~een the mean

scores of the subgroups are given in Table 5.5 (b).
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TABLE 5.5 (b)

VALUES OF t FOR DIFFERENCES BETWEEN THE MEANS OF GROUPS

A,B,C AND D FOR THE DIFFERENCE SUBTEST

GROUPS

I I I

I A and B A anc C I A and D : anc C :; ;o'1d D C C.:-.c D I
I I I I
IMean Scores I 3,53 4.08 i 3.53 3,66 I 3,53 2,13 L. J8 3,5:: I L,OC 2,13 3.55 2,13 I
I I I I II

I t Values I 1,53 I 0.67 I 3,43 2.06 '" ." L,5S I..... ,1_

I I I I
I Level of I I I
I signifi- I I I
I cance I p>O.OS p>0.05 I p<O,Ol p<O,OS p<O,OOl p<O.OOl I
I I

The results of the Difference subtest are similar to those

of the previous tests. All three groups that had attended

pre-school classes performed significantly better than the

group which had not attended such classes. Also, the

departmental bridging module group scored significantly

higher than the community-run class group, as was the case

in the preceding Similarity subtest.

5.2.5 SCHOOL READINESS SUBTEST: BODY AWARENESS

Table 5.6 (a) shows the performance of the subgroups on

the Body Awareness subtest.
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TABLE 5.6 (a)

A COMPARISON OF THE PERFORMANCES OF PUPILS OF VARYING PRE-

SCHOOL EXPERIENCES ON THE BODY AWARENESS SUBTEST

GRru?

I I

I A B C I 0

I Registered DepartneTta1 Comunity-Run I
I Private Pre- Bridgin; Readiness Non Pre-

I Primary Schools Module Classes I Classes Schoolers

I
Number of Pupils I 30 52 50 40

I
Maxi:num Mark I 5 :; 5

I
Highest Score I 5 ~ 5 5

I
Lowest Score I 0 t- O

I
Mean Score I 4,35 4,78 4,30 3,58

I
Standard I
deviation I 0,79 0,39 0,97 1,27

Body awareness is a high scoring test Hith all groups, ex-

cept the "no preschool" experience group, scoring over

85 9-o. The pupils with no preschool experience scored a

mean of 3,58 (71,6 %). The top group was, again, the

departmental bridging module group with a mean of 4,78

A more stringent statistical anal~sis of the scores is

given in Table 5.6 (b).
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TABLE 5.6 (b)

VALUES OF t FOR DIFFERENCES BETWEEN THE MEANS OF GROUPS

A,B,C AND D FOR THE BODY AWARENESS SUBTEST

GROUPS
I I

A an: C I A and D Band C :: a-c D C and D I
I I I II I

4,35 L.30 I 4,35 3,58 4,78 l,,30 I 4.72 3,58 I L,30 3.58 I
I I 1 II

0,45 I 2,48 3,48 I S,7e 3.L.0 !

I I

I A and B I
I I I
IMean Scores I 4,35 4,78 I
I I I
I t Values I 2,48 I
I I I
I Level of I I
I Signifi- I I
I cance I p<O,05 I
I I I

p>O,O: p<O,05 p<O,OOl p<O.OOl p<O,01

Two distinct features are revealed. Firstly, the previous

regular pattern of pupils with no preschool experience

performing significantly worse than the three groups with

preschool experience, is maintained. Secondly, the

departmental bridging module group's mean score is sig-

nificantly higher than those of the registered pre-primary

pupils and the community-run class group.

5.2.6 SCHOOL READINESS SUBTEST: HEAD-EYE CO-ORDINATION

The distribution of the scores of the four subgroups on

the Head Eye Co-ordination subtest is displayed in Table

5.7 (a).
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TABLE 5.7 (a)

A COMPARISON OF THE PERFORMANCES OF PUPILS OF VARYING PRE-

SCHOOL EXPERIENCES ON THE HEAD-EYE CO-ORDINATION SUBTEST

GROOP

I

I A B 1 c I D

I Registered Oepartrnerr...a 1 I COllm.mit)-Run I
I Private Pre- ="" idgir.; I Readiness 1 Non Pre-

I Primary Schools !"odu le Classes I Classes I Schoolers

I I
Number of Pupils I 30 50 I Se: 40

I
Maximum Mark I 4 t. L 4

I
Highest Score I 4 4 L 4

I
Lowest Score I 0,5 0 0 0

I
Mean Score I 3,31 3,23 2,81 1,94

I
Standard I
deviation I 0,81 0,86 1,02 1,25

For the first time the departmental bridging module group

failed to obtain the highest mean score. The group that

excelled in the Head-Eye co-ordination subtest was the

registered pre-primary group with a mean score of 3,31

(83 %). The departmental bridging module group scored

3,23 (81 %), followed by the community-run group with 70

%, and the group with no preschool education a low 48,5 %.

Significance levels based o. the t-test for mean dif-

ferences of the four subgro ps appear in Table 5.7 (b).
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TABLE 5.7 (b)

VALUES OF t FOR DIFFERENCES BETWEEN THE MEANS OF GROUPS

A,B,C AND D FOR THE HEAD-EYE CO-ORDINATION SUBTEST

GROUPS
I I I

I A and B t., and C A and D Band C Band D I C and 0 I
I I I I II

IMean ScoresI 3,31 3,23 I 3.31 2,5- 3.31 1,94 3,23 2,81 3,23 1,94 I 2.81 ·.9L I
I I I I
I t Values I 0,01 2,83 6,30 2,36 5,80 I 3,15 I
I I I I
I Level of I I I
I Sign;ri- I I I
I cance I p>O,05 ;)<0,01 :><0,001 p<D,05 p<O,OOl I o<O,Cli I

I

Rather familiar patterns are revealed by the t-tests.

(a) The groups with preschool experience have per-

formed significantly better than the "no pre-

school" group.

(b) Of the three groups with preschool education,

both the registered pre-primary group and the

bridging module group had significantly higher

scores than the pupils from the community-

run classes.

5.2.7 SCHOOL READINESS TEST A: TOTAL SCORES

The performances of the four groups of pupils on the

School Readiness Test A as a whole are analysed next.
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TABLE 5.8 (a)

A COMPARISON OF THE PERFORMANCES OF PUPILS OF VARYING PRE­

SCHOOL EXPERIENCES ON THE TOTAL SCORES FOR SCHOOL READI-

NESS TEST A

GROOP

I
A I B C D

Registered I Departmenta1 Corrmm i ty-Run I
Private Pre- I Bridgirg I Readiness I Non Pre-

Primary Schools I Module Classes I Classes I Schoolers

I
Number of ~Jpi1s I 30 I 50 SO "-0

I
Maximum Mar" I 28 28 28 28

I
Highest Score I 28 28 28 28

I
Lowest Score I 16 16 7 4

I
Mean Score I 23,47 24,93 22,71 16,31

I
Standard I
deviation I 3,60 2,39 4.14 6.43

As expected the departmental bridging module group ob-

tained the highest mean score of 24,93 (89,0 %). The

registered pre-primary group scored 23,47 (83,8 %). The

pattern of scores in the previous tests was maintained by

those pupils with no pre-school education.

finished with the lowest mean score of 16,31

This group

(58,3 %).

A more rigorous statistical analysis of the scores of the

subgroups for the School Readiness subtest A is given in

Table 5.8 (b).
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TABLE 5.8 (b)

VALUES OF t FOR DIFFERENCES BETWEEN THE MEANS OF GROUPS

A,B,C AND D FOR THE TOTAL SCORES ON SCHOOL READINESS TEST

A

GROUPS
I

A and B I A and C A and ~ Band C Band D C ana D

I I I
IMean ScoresI23,47 24,93 I 23,4722,71 23,47 16,31 24,93 16,31 24,93 16,31 22,71 16,31

I I I
I

I t Values I 1,76 I 0,70 5, i8 3,33 7,79 S,u.

I I I
I Level of I I
I Si.9nif i- I I
I cance I p>O,05 I p>O,05 0,001 0,01 0,001 0,001
I I

The performances of the four groups on the total for the

School Readiness Test A confirm the hypothesis that the

earlier sub-tests had indicated. The three groups with

preschool education performed significantly better than

the group with no preschool education. The mean perfor-

mance of the bridging module group is significantly supe-

rior to that of the community-run group and superior, but

not significantly so, to that of the registered pre-

primary group.
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5.2.8 INTERACTION BETWEEN INDEPENDENT VARIABLES:

TYPE OF PRESCHOOL BACKGROUND AND SEX

(SCHOOL READINESS TEST A)

In order to determine whether there were any :nteractlons

between the variables, Type of preschool and Sex, a 2 X 2

factorial analysis of variance was conducted. Since

this design calls for equal numbers in eich grcup, it was

decided to equalize the groups, using the group with the

lowest number as the base. Scores were elim:nated from

the other groups by a random procedure advocated by Sommer

and Sommer (1986:230). Each of the groups compared had

thirty children. A summary of the data used in the

analysis is presented in Table 5.9 and the analysis of

variance results are summarised in Table 5.10.
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TABLE 5.9

SUMMARY: COMPOSITE MASTER SHEET - SCHOOL READINESS TEST A

TYPE or SCHOOLING

sr.x

A1

/\
131 132

/\
131 132

A3

/~
131 1\7.

A4

/\
n1 1\ 2

V1
o

N 1 5 1 5 15 1 5 1 5 1 5 15 1 5

---------_._-------------------------------------------------------------------------------

x 23,33 23,67 25,47 25,13 22,87 23,67 16,6 17,53

------------------------------------------------------------------_._---------------------

A 1 :

A2 :

registered private pre-primary schools

departmental bridging module classes

B1: Boys

B2: Girls

AJ: community-run pre-primary clases

/\11: rllriJs who hfJc1 hFlc1 no rreschool nc1lJCFltioll



'l'AI3LE 5. 1 0

ANALYSIS or VARIANCE BASED ON 'rIlE SCHOOL READINESS TEST A SCORES

UI" I'LJI'.1 1-.:3 I"IWM J"OUI~ 1)J.l"I'·I::I~I~N'J' 'J'YPI~:j ai" PI~E~CllaaL UACKl;IWUNIJ

11

I SOURCE OF VARIATION SUM or SQUARES D.r MEAN SQUA[\E IF. RATIO P

v,

lA

1'13

IAXR

I L::IWOH:

TYPE OF PRESCHOOL

BACKGROUND

SEX

'I'YPI~ OF 1'1([::;'\.1-1001"

13ACKGIWUND X SEX

Wl'I'1I1N l;IWUI'

1162,833

5,633

7,367

IUY2,5JJ

I

3 I

I

1 I

I

I

3 I

I
1 I 2 I

387,611

5,633

2,456

16,U9/3

22,939

0,333

0, 145

>0,05

>0,05

>0,05

I I I I J I !

The data in Table 10 shows that there are nO,significant interactions between the two in­

dependent variables: type of preschool background and sex. All the null hypotheses are,

therefore, accepted and the main effects of factors A and B do not have to be qualified.

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



5.2.9 SUMMARY OF PUPIL PERFORMANCE IN SCHOOL

READINESS TEST A

The researcher analysed the performance of Class i pupils

in the six subtests of the School Readiness Test A and in

the test as a whole.

In five of the six subtests, the departmental bridging

module group scored the highest marks. The exception was

the Head-eye co-ordination test where the registered

private pre-primary group performed best. In every sub­

test the group with no pre-primary education scored sig­

nificantly lower marks than other groups. Further,

amongst the agencies engaged in pre-primary education, the

departmental bridging module group scored significantly

higher than the community-run readiness group in three of

the six subtests. For the school readiness tests as a

whole, the mean scores, in descending order, for the four

groups were departmental bridging module group 89,0 %;

registered private pre-primary group 83,8 %; community­

run readiness group 81,1 %, and those with no preschool

education 58,3 %.

The results in this Chapter reveal a consensus among Class

i teachers that pre-primary education be made available on

a much larger scale. They believe that existing school
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departmental bridging module classes are relatively most

successful, followed by the private pre-primary schools,

and community-run classes.

Results of School Readiness Test A taken by pupils enter­

ing Class i indicate clearly that pupils who had cttended

school readiness classes performed significantly better

than those who had not. The analysis of the test results

confirm the teachers' rating of the relative effectiveness

of the current pre-primary education programmes.

5.3 TEACHERS' OPINIONS ABOUT THE EFFECTIVENESS OF

SCHOOL READINESS TEST A AS AN INSTRUMENT FOR MEASUR­

ING SCHOOL READINESS

In this section of the questionnaire teachers were re­

quired to evaluate the effectiveness of the School Readi­

ness Test A used by the Education Department. Questions

related to the effectiveness of the test, the degree of

difficulty of the subtests, teachers' overall satisfaction

with the test, and changes they feel are necessary for im­

proving the test.

Teachers, many of whom have known and used the test for

several years, gave their views about the ef-ectiveness

of the following subtests in School Readiness Test A for
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measuring school readiness:

(i) Jig-saw puzzles

(ii) Sorting

(iii) Similarity

(iv) Difference

(v) Body Awareness

(vi) Head-Eye Co-ordination

These subtests were described in Chapter Three. In the

tables that follow, viz., Table 5.11; Table 5.18 and

Table 5.19, the ratings were weighted as follows:

Very high, 1 ., High, 2 ., Moderate, 3; and so on. The

calculations of the weighted means and mean ranks are

shown in Appendix E. A distribution of the responses of

the teachers in the sample is given in Table 5.11.
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TABLE 5.11

RATINGS OF THE EFFECTIVENESS OF THE SIX SUBTESTS IN

MEASURING SCHOOL READINESS

I VERY /'ODE- VERY CAN'T MEAN

SUB-TESTS HIGH HIGH RATE LGI LGI SAY TOTAL X RANK

Jig-sa.....

p~zzles 4 1= 13 2 0 1 35 2,38 2

Sorting I 3 17 11 3 0 1 35 2,Li 3

Similarity 1 li 20 2 0 1 35 2,68 5

Difference 1 5 21 3 0 1 35 2,76 6

Body

Awareness 1 1L 17 1 1 1 35 2,62 /:.

Head-Eye Co-
ordination 2 13 16 2 1 1 35 2,35 1

Class i teachers generally appeared to have confidence in

the effectiveness of the sub-tests comprising the School

Readiness Test A. A very small percentage of teachers

rated one or the other test as "low" or "very low". On

the other hand, a small number rated the tests as very ef-

fective.

Subtests which the teachers regarded as having high effec-

tiveness were the Head-Eye Co-ordination (rank 1); Jig-

saw puzzles (rank 2); and Sorting (rank 3). The remain-

ing three, namely, Body Awareness (rank 4), Similarity
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(ran~ 5) and Difference (rank 6) ~ere considered to have

mainly moderate to high effectiven~ss.

Chi-square computations showing th~ relatic~st~~ between

teachers' subtest ratings and thei~ age cat~gory are given

i~ t~e tables below:

TABLE 5.12

JIG-SAW PUZZLES

VERY HIGH MODERATE TO TOTAL
AGE CATEGORY TO HIGH VERY LOW

Younger Teachers 12 (63 %) 7 (37 %) 19 ( 100 %)
Older Teachers 7 (47 %) 8 (53 %) 1 5 ( 100 %)
Total 19 15 34

x2 = 0,925 df = i

TABLE 5.13

SORTING

p > 0,05

VERY HIGH MODERATE TO TOTAL
AGE CATEGORY TO HIGH VERY LOW

Younger Teachers 12 (60 %) 8 (40 %) 20 ( 100 %)

O_der Teachers 8 (57 %) ;) (43 %) i 4 ( 100 %)
I

Total 20 14 I
34I

I

0,028 df

156
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TABLE 5.14

SIMILARITY

VERY HIGH MODERATE TO TOTAL
AGE CATEGORY TO HIGH VERY LOW

Younger Teachers 7 (37 %) 12 (63 %) 19 ( 100 %)

Older Teachers 5 (33 %) 10 (67 %) 1 S ( 100 %)

Total 12 22 34

0,045 df = 1

TABLE 5. 15

DIFFERENCE

p > 0,05

VERY HIGH MODERATE TO TOTAL
AGE CATEGORY TO HIGH VERY LOW

Tgg8H~fs 5 (25 %) 15 (75 %) 20 ( 1 00 %)

Older Teachers 5 (33 %) 10 (67 %) 1 S ( 1 00 %)

Total 10 25 35

0,292 df = 1

TABLE 5.16

BODY AWARENESS

p > 0,05

VERY HIGH MODERATE TO TOTAL
AGE CATEGORY TO HIGH VERY LOW

Younger Teachers 9 (47 %) 10 (53 %) 19 ( 1 00 %)

Older Teachers 6 (40 %) 9 (60 %) 1 S ( 1 00 %)

Total 15 19 34

0,185 df
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TABLE 5.17

HEAD-EYE CO-ORDINATION

VERY HIGH MODERATE TO TOTAL
AGE CATEGORY TO HIGH VERY LOW

I

Younger I
i

Teachers 7 ( 37 %) 1 2 (63 %) I 19 ( i 00 %)

Older Teachers 8 (53 %) 7 ( 47 %: ) I 1 5 ( i 00 ': )
I
!
I

19 i 34Total 15
i

indicated that they were no: sure of

X2 = 0,925

Teachers who

df = 1 p > 0,05

response were left out of the compucations. I t "I i ~ 1 be

noticed that none of the results are significant, indicat-

ing that there is insufficient evidence in each case to

reject the null hypothesis of independence.

5.3.1 TEACHERS' RATINGS OF SUBTESTS OF SCHOOL READINESS

TEST A IN TERMS OF DIFFICULTY EXPERIENCED BY PUPILS

Teachers were asked to rate, from their experience, the

degree of difficulty pupils generally experience with

each of the subtests of School Readiness Test A. The

distribution of their responses is given in Table 5.18.
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TABLE 5.18

TEACHERS' RATINGS OF SUBTESTS OF SCHOOL READINESS TEST A

IN TERMS OF DIFFICULTY EXPERIENCED BY PUPILS

VERY K>DE- V&Y CAN'T MEAN

SUB-TESTS HI~ HI~ RATE LGI lOoi SAY TOTAL X RANK

Jig-saw
puzzles 0 2 16 11 L 2 35 3,52 6

I
I

Sort i ng 0 5 14 iO I L C- I 35 3,39 4

I
I

ISimilarity 0 9 19 3 I 3 35 2,88 2

I
Difference 3 11 11 5 1 4 I 35 2,68 1

1

Body
Awareness 0 5 11 13 L 2 35 3,48 5

Head-Eye Co-
ordination 0 7 18 7 j 2 35 3,06 3

Two subtests in which pupils encountered greater dif-

ficulty than others, were 'Difference' (X = 2,68) and

ranked 1 and 'Similarity' (X = 2,88) ranked 2. Head-Eye

Coordination was assessed as being moderately difficult

(X = 3,06) and ranked 3 while the remaining subtests were

regarded as being moderate to low in difficulty.

Generally, no subtest was evaluated as "very high" or

"very low" in difficulty.
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5.3.2 EXTENT OF TEACHERS' SATISFACTION WITH SCHOOL

READINESS TEST A

The extent to which teachers were satisfied overall

with School Readiness Test A for m~asuring school readi-

ness is given in Table 5.19.

TABLE 5.19

TEACHERS' OVERALL SATISFACTION WITH SCHOOL READINESS TEST

A FOR MEASURING SCHOOL READINESS

VERY KX>E- VERY CAN'T
HIGH HIGH RATE L()./ L()./ SAY TOTAL X

No 1 I 4 21 5 1 3 35 3,03
!

% 2,86 11,43 60 14,28 2,86 8,57 100

A mean overall satisfaction rating of 3,03 indicates that

teachers were moderately satisfied with School Readiness

Test A as an instrument for measuring school readiness.

This was also the considered opinion of 21

%) •

teachers (60

Five of the respondents rated the test as "highly" or

"very highly" satisfactory. Six :eachers did not have

confidence in the test and ra:ed it as "low" or "very

low".
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5.3.3 PASS RATES OF PUPILS ON SCHOOL READINESS TEST A

Class i teachers were required to state the nu~ber of

pupils who passed School Readiness Test A at the first at-

t t 1 the n.umbR_r of failing students who passed School.emp ane 1:

Readiness Test B, subsequently.

Of the 9SS DOYs and girls 1n the 35 classes in the

population, 805 (84,3 %) passed School Readiness Test A at

the first attenpt. The pass rate was 83,9 % (390 out of

~65) for boys, and 84,7 % (415 out of 490) for girls. In

individual schools the pass rate for boys ranged from 38 %

to 100 %, for girls from 37 % to 100 %, and for the total

from 38 % to 100 %.

Of the failing students attempting School Readiness Test

B, 58 boys and 64 girls passed, giving a total of 122 ad-

ditional pupils passing the readiness test and increasing

the total pass rate to 97,1 %. The failure rates for

the entrance test, l • e. I School ~eadi~ess Tests A and B

for the sample in the study are 2,9 % for the total, 3,7 %

for boys and ~,2 % for girls.

The final pass rates for all pupils taking the readiness

test is very high (97,1 %). While the girls (97,8 %) have

a slightly higher pass rate than boys (96,3 %), the dif-
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ference is not significant.

5.3.4 CHANGES RECOMMENDED TO SCHOOL READINESS TEST A

Teachers were asked if they would recommend changes to the

School Readiness Test A.

Eleven teachers (31,43 %) recommenc2d some change or other

while twenty-four (68,57 %) d~d noe recommend any change.

The difference in the responses beeween those answering

"yes" to changes and those ansHering "no", is significant

(X 2 = 4,85; df = 1; p<O,OS).

Some of the changes that were suggested included the fol­

lowing:

(1) The test should be broadened in scope to include more

examples of a concrete nature. Some examples in the

Similarity and Difference subtests in particular were

somewhat abstract and diff~cult to follow. Table

4.19 shows that pupils found these subtests rela­

tively more projlematic.

(2) There is a need to i~cluc2 items that are more

relevant to the ch:ldren's eX~2riences and ones that

they would find mo~e stimulat:~g. More items relat-
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ing to the conceptualization of numbers, differen­

tiation between numbers, and more hand and eye co­

ordination activities need to be brought in.

(3) The tests should be reviewed periodically to ensure

that they remain relevant and up to date.

Although these tests are used to group pupils initially,

it needs to be noted that in many cases teachers reported

that they sometimes had to change the composition of these

groups fairly soon because of the pupils' subsequent per­

formances.

The implications of the results, presented in Chapters

Four and Five, form are discussed matter of the next chap­

ter.
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CHAPTER SIX

DISCUSSION, CONCLUSIONS AND RECOMMENDATIONS

6.1 INTRODUCTION

This chapter eiscusses the fi~e:ngs of this s~udy,

presents the conclus~ons that were drawn, and offers a set

of recommendations that could ~el? :mprove existing situa­

tions and conditions relatin~ to children's readiness for

formal instruction.

Research efforts in the secone half of this century have

added considerably to our knowledge of the nature of child

development. Moreover, increasingly,psychologists and

educators are pooling their resources and expertise in

their search for effective presc.ool programmes for .oung

children. Such programmes have considerable potential for

ameliorating a variety of later academic, health, and so­

cial problems experienced by children. Adequate child

care also enables teenage mothers to complete their educa­

tion and provides relief to pc~ents under intense stress.

As for the children themselves, they benefit from the

physical care, the enriched o~portlnities for play both

indoors and out, the companionshi~ of other children and

the presence of understand~~g aeults which preschool
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education often provides. Children need oppotunities 0

get to know people outside their own family circle and to

form some relationships which are less close and emotion­

ally charged.

The reader will recall that the intention of this study

was to evaluate the effectiveness of current school readi­

ness programmes :or Indian children. Concurrently, the

research attempted to identify problem areas in preschool

education so that preventive and remedial measures could

be taken.

Specific objectives of the research included establishing

the extent to which pupils who enter Class i are ready for

formal instruction; the subject areas in which

pupils entering Class i experience difficulty; the

specific problems in respect of each subject area; the

ways in which pre-primary teachers can assist in over­

coming these problems; the effectiveness of available

school readiness programmes; the effectiveness of school

readiness tests in current use; the pass rates of pupils

entering Class i on these tests; significant differences

(if any) in the pass rates; and the correlation between

teachers' perceptions and empirical evidence of the effec­

tiveness of the different school readiness programmes.
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Teachers' perceptions were obtained through a question­

naire which was completed by Class i teachers in Indian

schools. The School Readiness Test A yielded informa­

tion relating to the four sets of pupils who participated

in this study, viz., those who, in the previous year, had

either attended a registered private pre-primcry school,

or a Departmental bridging module class, or c community­

run readiness class. The fourth group of pup:ls had not

attended any formal preschool centre.

The material presented in this chapter is a synthesis of

data obtained from the present research, a review of the

relevant literature, discussions with educators, col­

leagues and other knowledgeable people, as well as per­

sonal experiences and first-hand observations.

6.2 DISCUSSION AND CONCLUSIONS

6.2.1 DATA PERTAINING TO TEACHERS IN THE SAMPLE

A large majority of Junior Primary Indian teachers are

young and have quali:ie' recently. The~ are, therefore,

likely to be more conversant with recent theory and prac­

tice relating to Junior Primary teaching compared to their

166



older colleagues. Almost three-quarters (74,29 %) of the

teachers in the sample are married and most of them,

presumably, are mothers. It would, therefore, not be un­

reasonable to assume that they have a good understanding

of children, including their behaviour and needs. All

these are positive features in any educational context.

In addition, all the teachers in the sample were profes­

sionally qualified a characteristic typical of Indian

education - and over 85 % of them were experienced

Junior Primary teachers. Factors such as these inspire

confidence in one and, consequently, the responses given

by-these teachers merit serious consideration.

6.2.2 PUPIL READINESS

Class i teachers generally agreed that there were con­

siderable differences in pupil readiness among the

children entering Class i. These differences which relate

to preparation, attitudes, language skills and thinking

processes, make heavy demands on a teacher's resources.

She has to cope with an entire class of chilcren who are

at different stages of maturation and readiness. Many of

them are subjected to pressures to learn mcterial for

which they are not ready. This initial failure in school

is often the beginning of a long series of school

failures.
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Pre-primary teachers point out that a great deal of their

efforts are directed towards countering the adverse ef­

fects of homes with low levels of parent education, un­

satisfactory living arrangemen~s, lack of essential

amenities and poor interactior. between parents and

children. Ramphal (1972:176) in his study on school

readiness found that a significancly greater proportion of

children from midd~e class homes were ready for school

than children from lower class or.es.

It is worth not~ng at this point that a good readiness

programme is not aimed at removing individual differences

among pupils, but at seeing that each child has ex­

periences that will remove blocks to learning. Thus, a

good readiness programme woulc not involve all the

children doing the same things for equal periods of time.

This would be ignoring the known facts about individual

differences. When planning a readiness.programme, schools

and teachers must be preparec to adjust to the child's

needs and meet him/her where he/she is. It may be neces­

sary to make adjustments in met~odology and syllabus con­

tent. Schools and teachers must not expect the child to

adjust to a programme that is fo~eign to his present needs

and past experiences.
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6.2.3 CURRICULUM

The earlier a child's educational needs are identified the

greater is the chance for effecti -e intervention. This is

probably one important reason ~hy progressive educators

and philosophers have spoken and written about the

benefits of preschool education for many years.

Research has shown that cognitive and language s~ills as­

sume special importance in the school readiness curriculum

(Singh 1987:160). Bloom (1964) has suggested that 17 % of

educational growth takes place between four and six years

of age and therefore, preschooling can have far reaching

consequences on the child's general learning pattern.

During this period children also generally develop con­

structive attitudes towards tasks and integrate these with

a sense of personal value and feelings of security in so­

cial relationships.

It is not suprising that pupils in this study experienced

more difficulties with English and mathematics than in

other subjects. What aggravates pupils' problems is the

low educational level of their parents, whose influence on

school performance is significant (Entwistle and Hayduk,

1988).

Specific shortcomings in Class i pupils that pre-primary
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teachers can concentrate on to improve school readiness,

were suggested by the Class i teachers participating in

this study. In the area of A:-t education pupils should be

discouraged from drc.wing "stick figures". Instead, they

should draw human figures and use shapes in creating

designs.

All preschool progrc.mmes should a~so emphasize language

development since poor language usc.ge has often been iden­

tified as a major cause of poor achievement in Class i.

This is particularly important in the infant school where

reading and writing are beginning to be established.

Children from disadvantaged home backgrounds particularly

are relatively slow in developing language skills neces­

sary for effective performance in the formal learning set-

ting. Teachers report that language problems of children

entering Class i include poor speech articulation, defi-

cient listening skills and an impoverished background of

stories and nursery rhymes. Researchers such as Bernstein

(1961) and Deutsch (1966) argue that thought is dependent

on language. The: state thc.t some working class children

have insufficient encouragement, example, and stimulus in

the situations of ~heir daily lives to build up a language

which is rich and wide-rangi~g in vocabulary, is a tool

for categorisation and generalisation

no
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develops concepts of time, space and contingency. The ar­

gument leads to the conclusion chat since development in

communication begins in the earliest years, one way in

which the consequences of socicl deprivaton can be over­

come is to provide richer experiE~ce as soon as children

are ready for preschool ecucatior..

Comments from teachers indicate tjat they consider reading

to be a very important subject that needs to be emphasized

in school readiness programmes. Much of the young child's

future progress is dependent on reading ability.

Pringle, Butler and Davie (1966) found that children who

acquired basic reading skills before coming to formal

school, performed better than children who had not.

More plays and sketches should bE included so that the

children learn to converse freely and confidently.

Stimulating oral discussions assist vocabulary develop­

ment. This is important since oral language is the main

teaching medium. During this preschool period the child

is highly motivated by his desire to learn to become him­

self, to express himself, and to develop an interest in

others. Children who are emotionally immature or dis­

turbed in the reception class may make such a poor start

in the mastery of basic scholastic skills that they find

it difficult to recover, while those who, for reasons of
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intellectual or physical immaturity or disadvantaged back­

ground, find school learning a burden even in the early

stages, may develop adjustment problems as a consequence.

There is justification, therefore, for attaching increas­

ing importance to the prevention of emo~ional and be­

havioural problems through early detection, careful diag­

nosis and appropriate action through the collaboration of

home and school.

As far as'Environmental Studies is concerned the potential

of the environment to inform pupils is neglected during

preschool years. Pre-primary teachers and parents

need to teach children to appreciate and protect natural

resources. For their growth and development, preschoolers

must be given opportunities to interact with the environ­

ment. This provides them with exploratory learning ac­

tivities that compensate for the restrictive influence of

disadvantaged homes (Getzels, 1975:9).

Preschool years also present children with an ideal oppor­

tunity to develop basic concepts of number and class which

form the basis for mathematical and logical thinking.

Class i teachers emphasise that mathematics should be

presented inductively using practical methods to introduce

various concepts. Preschool teachers need to become

more aware of this.
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Class i teachers also criticise their preschool col­

leagues who use formal teaching methods. Preschool

educators, on the other hand, point out that often there

is too abrupt a transition to rigid and formal teaching

methods when children enter Class i. It is important to

find an appropriate compromise in this regard.

It is essential for education officials, pre-primary

teachers, and parents to heed the observations made by in­

fant teachers if the quality of preschool education is to

be improved and the transition from informal to formal

learning is to be a relatively smooth one. Society

benefits economically and otherwise by investing in

healthy child development. Preschool learning experiences

provide an important foundation for much of later learning

(Short, 1992:240).

6.2.4 PRE-PRIMARY EDUCATION

Teachers generally agree that preschool provision on a

substantial scale is highly desirable especially where it

is needed to compensate for social deprivation. Gajadhur

(1990:152) notes that factors effecting school readiness

include poor housing, low income and low educational level

of parents. This is the environment with which the child

is most closely and continuously in contact, particularly
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during the early formative years. The personality of the

parents, their views and practices on how children should

be reared, the principles by which they themselves live,

the stability of the home and its cultural and ethical

standards, the bonds of affection between the members of

the family, are all of decisive importance in the way

children develop. The modern family with ics restricted

living space is often unable to give children all they

need for adequate physical and psychological development.

There was also consensus among the teachers in the sample

that preschool education is necessary for the child to be­

come socially, physically and emotionally ready for

school. Despite the overriding importance of the home and

cultural milieu, the school also has a role to play in

personality development. The child's personality is still

in a very formative state when he/she enters primary

school. His/her relationship with teachers and fellow­

pupils can do much to build up or destroy confidence,

create an interest or a distaste for learning, develop or

smother potentialities, make or mar ethical standards of

conduct, and correct or aggravate temperamental and other

disabilities. While the main role of the school is to

foster cognitive growth, its contribution to personality

development is by no means negligible. Programmes and

curricula for countering deprivation must take account of
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this aspect. The child is prepared in pre-primcry classes

for formal work and also learns readiness concepts,

developing hand-eye co-ordination, muscular dexcerity, and

social skills. Hence a basis is laid for the total

development of the child.

According to the teachers an effective school readiness

programme must not only help the child physicaL.y and in-

tellectually but should also cater for indi;,ridual dif-

ferences and the growth of a healthy self-concept.

Research has shown that there is a correlation between

self-concept and scholastic performance. Rayborn

(1993:56) found that self concept was a good predictor of

academic achievement in children.

Research also shows that the earliest periods of develop-

ment are rapid and intensive (Bloom, 1981 :71-72). The

challenge facing Class i teachers is one of reconciling

this potential for development with the many individual

differences children bring to school.

As for the extent to which pre-primary schools/classes

fulfill their objective of optimal development of the

young childrens' potential, the majority of the teachers

felt that this was being achieved to a mode~ate degree

among the children they teach. Relative superiority was
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reported in the performance of these pupils who had had

preschool experience compared \~:~h those who had not.

Ramphal (1972:176) drew a similar conclus:on from his

research, namely, that Indian c~ildren \~h~ had been ex­

posec to preschool education cisp:~yed ~:eate: school

read:ness than others. In her s~Jdy Gajac~ur (1990:156)

also concluded that Indian childre~ who had attended pre­

primary classes performed sign:fica~tly beLLer than pupils

with no preschool education.

Of the various agencies preparin~ preschoo_ chi_dren for

Class i, Junior primary teachers in this study considered

the Departmental Bridging module classes as being the most

effective. Registered private pre-primary schools came

second, and community-run classes were rated third.

6.2.5 SCHOOL READINESS TEST A

Teachers generally appeared to have confidence in the

validity of the six subtests comprising the school readi­

ness test administered to Class i p:..rpils on entn-. "Jig­

-saH Puzzles", "Sorting", and "Eeaa-Eye Co-orcination"

were three subtests regarded as being par:icularly suc­

cessful indicators of readi:1ess. The "Sim:larity",

"Difference", and "Body AHa:eness" subtes:s were con-

sidered to have moderate to high Effectiveness.
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Teacher satisfaction with the school readiness test lS

vindicated by the results. The pass rate in Test A was

high. Of the 955 boys and girls in the 35 classes in the

population 794 (85 %) passed test A at the first attempt

and a further 122 at the second attempt, giving 2 final

pass rate of 96 %.

The considerable advantages of pre-primary ed~cation are

clearly evident from the school readiness test results.

All three groups of pupils who had had S08e form of

preschool education gained higher mean scores on the

readiness test than did the group which had had no such

exper1ence.

The school readiness tests revealed that among those

pupils who had attended pre-primary classes. the

departmental bridging module group was superior to the

others. In fact the results of this group were Slg­

nificantly better than those of the community-run classes.

Teachers' ratings of the efficacy of the three educational

agencies offering pre-primary education are departmental

bridging nodule classes first IX 1,46), registered

private pre-primary school a close second (X = 1,661, and

conmunity-run readiness classes a distant third ex =

2(89). The measured scores of pupils fron the three
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school readiness class groups on the School Readiness Test

A yield ranks which are identical to those of the

teachers' ratings above. First, came the bridging module

class (X 24,47), second the registerec pre-primary

school (X 23,47) and third, the community-run readi­

ness classes (X = 22,71). Test eVldence L~US confirms

teachers' perceptions.

There are many possible reasons for the superiority of the

bridging module programme (BMC) over the other two, and

for the greater success of private pre-primary schools

(PPS) compared to the community-run classes (CRC). Some

of these are discussed below.

One important factor appears to be teacher qualification.

All BMC's have qualified Junior Primary teachers while

only principals of PPS's have some teaching

qualification. CRC teachers are generally unqualified.

Knowledge of theory and practice related to teaching

children appears to be a crucial ingredient.

The quality of

factor. BMC

buildings and classrooms used is another

pupils have their own classrooms in

Departmental schools while PPS operate in co~uunity halls,
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old school buildings or warehouses, and churches. CRC's

use classrooms in Departmental schools vacated by Junior

Primary classes.

Teaching times and the number of teaching hours per week

are different for different groups. Both the BMC and PPS

have approximately four-hour sessions during the first

half of the day while the CRC have a two-hour session

after midday. Children, presumably, are mentally and

physically more alert and receptive in the morning ses­

sion.

Class size is another important variable. BMC's have a

maximum enrolment of 25 while the other two often exceed

this number.

The programmes followed by each group also differ. The

BMC programmes are designed by the Education Department

while the PPS and CRe use programmes designed by private,

non-governmental organisations.

Administration of BMC is undertaken by the House of

Delegates. The organisation and administration of the PPS

and CRC fall under private/communityorganisations and

religious bodies.
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It is clear from the above that the BMC's have distinct

advantages over both the PPS and CRC and these make it

possible for them to provide a superior environmental and

educational programme for promoting school readiness. The

PPS, while not being able to match the BMC, are however,

measurably superior to the CRC.

There is a general consensus among formal class teachers

that bridging module classes should be made compulsory for

all pupils. Some of the teachers also felt that to mini­

mise or eradicate some of the problems in Class i, pre­

primary teachers should work closely with Class i

teachers, exchanging ideas, sharing problems, and working

out possible solutions.

Perhaps the main challenge facing formal education is to

develop in disadvantaged children both the ability and

motivation to use elaborated language to facilitate learn­

ing and thinking. However, any educational programme with

such aims should take into account the language patterns

that characterise sub-cultures of deprived children.

Linguists stress that the language forms used by children

from disadvantaged backgrounds a~e often adequate for nor­

mal communication purposes within their sub-cultures and

should not be denigrated by the school.
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6.3 RECOMMENDATIONS

Out of this research project several issues calling for

attention have become apparent. Some recommendations fol­

low.

6.3.1 PRE-PRIMARY EDUCATIONAL PROVISION

(a) The state and educationcl authorities should make

pre-primary education facilities readily available

to all children in South Africa. This is par­

ticularly important in the case of those who come

from disadvantaged communities. Material disad­

vantages limit access to education and also make it

more difficult for children to benefit from it.

(b) Since the Departmental bridging module classes appear

to offer the most effective school readiness

programme, these classes should be established more

extensively.

(c) Steps should be taken to formulate a comprehensive,

well-considered public educational policy relating to

preschool education in South Africa. There is a need

to halt the development of c hap~azard array of rela­

tively ineffective services in t~is field. The time
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has come to stop viewing p~eschool merely as a

downward extension of the Class i programme. This

period of schooling is important in its own right.

(d) Preschools need well trained a~d properly qualified

staff who have a good unders~anding of the develop­

ment and needs of young children.

(e) This study shows that preschool education benefits

children. It is, therefore, recommended that pre­

primary education should become an integral part of

our education system. Our present four-phase system

of school education would then become a five-phase

system. Good readiness programmes help children,

especially those from disadvantaged backgrounds, to

develop those skills and abilities that are of fun­

damental importance in formal learning. Teachers in

the study sample reported that preschools also

prepare children for primary education physically,

socially and emotionally.

(f) To cater for young children whose mothers are i~

employment, pre-primary education should be extended

to include children ranging in age from three to six

years.
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(g) There is an urgent need for state intervention,

through broad social and economic reforms, so that

the quality of life amongst those in the lower

socio-economic levels can be improved. It is neces­

sary to break the vicious cycle of poverty and

deprivation that threatens one generation after

another. The quality of home background experiences

plays a crucial role in a child's all-round develop­

ment, especially during the preschool years. In the

first few years of life, the family climate has a

strong influence on emotional, social, and cognitive

development and may, to some extent, counteract the

disadvantages of poverty. Early childcare services

combined with health, nutrition and education are es­

sential for several million pre-school children in

South Africa who are at risk. Many of these children

are beginning their lives at a time of rapid social

change and widespread poverty.

(h) More research is required in the area of childhood

education. Key issues, relating to variables to be

measured and the construction of reliable measuring

instruments for children, have to be addressed within

the South African context.
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6.3.2 RESOURCES AND SUPPORT SERVICES

(a) The private sector has an important role to play in

early child care, especially if it is the employer of

mothers. Creches, with trained personnel to cater

for the children's needs, should be established on

business and factory premises on a wide scale.

(b) Community organizations should assume greater respon­

sibility for the provision and organization of pre­

primary education. They need to pool their resources

and work together in a more co-ordinated way, both

amongst themselves and when liaising with pre-primary

schools, social workers, education departments,

parents, medical clinics and others, to improve the

quality of preschool education and services.

(c) Since children are a nation's most important resource

it is incumbent upon the State, in particular, to

assist parents in the education and raising of young

children. Resources need to be increased and faci­

lities improved at existing pre-primary education

agencies. Both state and non-governmental funding

should be available for this purpose.
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(d) The emphasis in proposed new educational plans for

South Africa is on non-formal education. This should

be seen as an opportunity for improving literacy,

numeracy, child rearing skills and health practices,

especially in disadvantaged families and communities.

In this way the educational potential of these homes

can be enhanced.

(e) The presence of counsellors in secondary schools and

of remedial teachers is commendable as it addresses

the needs of pupils in the formal school setting.

Similar resources, appropriate for younger children,

should be made available in preschools.

6.3.3 THE ENVIRONMENT AS RESOURCE

(a) Many teachers point out that the potential of the en­

vironment as an educational resource for young

children is not being fully exploited. Pre-primary

schools can do more to compensate for deprivations in

the home by taking children out on excursions and

guided tours to places of interest, and by providing

new opportunities for the observation of natural

and 'man-made' phenomena in the neighbourhood.
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Children learn a great deal about the world around

them when they are encouraged to touch, to listen, to

construct, to choose, to feel, to talk and to explore

in the company of other children.

(b) It is importa~t for the preschool to maintain con­

tinuity with the home to facilitate the educational

process. One way of doing this is by ensuring that

preschool programmes are drawn from the child's ex­

periences in his/her home and in the district.

6.3.4 TEACHING, TESTING AND THE CURRICULUM

(a) Colleges of education and universities should offer

appropriate teacher training programmes for preschool

teachers. These programmes should be based on the

most recent research findings relating to early child

development and elementary education.

(b) Inservice courses, seminars and workshops jointly in­

volving education officials, junior primary and pre­

primary teachers should be organised regularly so

that all of them can keep abreast of the most recent

research findings and innovative teaching methods and

curricula. Such meetings would also provide oppor­

tunities for discussing and solving common problems.
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There should be a smooth transition from the pre­

school to the formal school setting.

(c) The Departmental School Readiness Test A for Class i

entrants is generally acceptable to junior primary

teachers. However, like all other psychological

tests, it needs to be revised and restandardised pe­

riodically so that its reliability and validity

remain acceptably high.

6.4 CONCLUDING REMARKS

Preschool research projects, provided they are well

designed and executed, give one a good insight into the

needs of children within the context of a particular com­

munity. Such an understanding should lead to appropriate

educational and social action, especially in the case of

children who are considered "at risk". This study has

shown that the attainment of school readiness is important

for success at school. Another important finding has been

that the programmes and practices of some kinds of pre­

school are more successful than those of others.

The current situation in South Africa calls for an im­

mediate expansion of pre-school facilities, especially for

the large majority of children from disadvantaged sectors
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of our society. Cultural and material deprivation in the

child's home background has adverse effects upon his/her

development in the school setting, especially in the area

of language and related skills. Teachers face serious

difficulties in the teaching-learning situation because of

the limited language powers and impoverished linguistic

background of a significant proportion of children under

their charge. It is important, therefore, that those

authorities responsible for education at a material level

should respond quickly and positively to the recommenda­

tions made in this and other similar reports on pre­

school education.

Indeed, the community at large needs to acknowledge the

stresses that are placed on infant school teachers through

having to cope with the needs of a large number of dif­

ferent children who are at a vulnerable stage of their

development. There is a good case for closer particpation

by traditional educators in the whole fabric of social

services for children and their families, as well as for a

greater degree of professional and community involvement

in the structure and operation of schools.

Austin (1976) correctly points out that the value of pre­

primary education for subsequent schooling cannot be over­

emphasized. There are no particular formulas, of course,
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for helping disadvantaged youngsters who tend to find

school life difficult, unpleasant or meaningless.

However, enough knowledge and experience has been accumu­

lated to identify those practices and approaches that work

better than others.
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APPENDIX A

QUESTIONNAIRE TO JUNIOR PRIMARY CLASS i TEACHERS

You are requested to kindly complete the accompanying ques­

tionnaire for a resec~ch study on the Effectiveness of cur­

rent preschool education programmes with special reference

to childrens' readiness for formal schooling.

You do not have to write or sign your name on the question­

naire. You are assured that the information you provide

will be treated with the strictest confidentiality.

You are requested to furnish the required answers either by

indicating the answer with a cross (X), or by writing as

directed. If you are not able to reach a decision on a par­

ticular item, go on to the next item. Come back later to

attend to those items you have missed. Please state what

you honestly feel as this is essential to the relevance and

validity of the research findings.

Thank you for your assistance.

D SINGH
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QUESTIONNAIRE TO JUNIOR PRIMARY CLASS i TEACHERS

Indicate your answer to items by means of a cross (X) in the

appropriate block. Some items require written answers/

suggestions/recommendations/comments.

1. YOUR PERSONAL PARTICULARS

1 .1 Sex

Male

Female

1.2 Age (years)

I Under 20 I 20-29 I 30-39 I 40-49 I 50-59 I 60+ I

1.3 Marital Status

Single Married W"dowed Divorced Separated Other

1.4 Academic Qualifications

Lower than Married I
Sen. Cer:./ Se. Cen/ I Degree Higher
Matric I",a:.ric I Course B. Degree Degree

I
I
I
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1.5 Professional Qualifications

Name(s) NTD JPED ! HED-Primary Other (Specify)
I

Duration of I,
Courses

I

1 .6 Teaching Experience (years)

I
0-5 6-10

I
11-15 I 16-20

I
21-25

I
26+

I

1 . 7 Experience as Junior Primary Teacher (years)

0-5 6-10 1 11 - 15 1 16- 20
I 21-25 I 2

6
+ I

2. PUPIL READINESS FOR CLASS i

2.1 How would you assess, in general terms, readiness among

pupils entering Class i in the following areas?

Very Very Can't
!

High High l>1oderate Low Low Say i
I

Social
Readiness

I

Emotional

IReadiness

Physical
Readiness

Aesthetic
Readiness

219



2.2 To what extent a~e the Class i entrants ready in terms

of the following developmental parameters?

Very Very Can't
High High Moderate Low Low Say

Observation

Memori-
sation

Environ-
mental
Awareness

2.3 What is the degree of readiness of Class i entrants in

the following aspects of English?

Very Very Can't
High High Moderate Low Low Say

Speak I
Read I
Write

Overall I
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2.4(a) How large is the difference between the type of lan-

guage used by Class i entrants at home and at

school?

Very Can't
Large Large ~'~oderate Small Nil Say

I

2.4(b) Comment on your response to question 2.4(a).
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2.5 How would you describe the Class i entrants' level of

readiness in the following as~ects of Mathematics?

Very Very Can't
High High Moderate Low Low Say

number
concepts

place
value

counting
I

size and
shape

quantity

addition/
subtrac-
tion

2.6 In your estimate what percentage of children coming to

Class i are:

fully readY (for formal work) g.
0

moderatelY ready %

sliqhtly ready %
not readY at all %

100%
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2.7 (a) Would you describe the characteristic behaviour of

children entering Class i as:

Impulsive Restrained other (Specify)

2.7(b) Comment on your response to question 2.7(a).

2.8 (a) Who of the following are the Class i entrants' role

models?

Fellm.l Others
Parents Teachers Pupils (Specify)

2.9 (a) In your opinion, are children's home environments

different from the school environment?

In most In many In some In a few Can't
cases cases cases cases Never Say
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2.9 (b) Comment on your response co question 2.10 (a).

3 . CURRICULUM

3.1 Rank the following subjects :n order of difficulty ex-

perienced by Class i pupils. Write "1" for the most

difficult; for t~e next most difficult;

. . . . . . . . . . . . , and "6" for the least difficult.

Environmental
Art English Studies Haths Music Writing

3.2 Briefly list the major proble~s (if any) experienced in

the teaching/learning of each of the following:

ART
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ENGLISH

ENVIRONMENTAL STUDIES

MATHS

MUSIC

WRITING
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4. PRE-PRlMARY SCHOOLS/CLASSES

4.1 (a) Is pre-primary education necessary for children

before they enter Class i?

Definitely Generally Generally Definitely I
Yes Yes No No

4.1 (b) Give reasons for your response to question 6.1 (a).

4.2 Three pre-primary educational institutions offer prog-

rammes to children before they enter Class i - regis-

tered private pre-primary schools, departmental brid-

ging module classes and community-run readiness classes

on school premises.
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4 2 ( ) To What extent are the above pre-primary schools!. a

classes fulfilling their objective of optimal dev­

elopment of the young childrens' potential cul-

minating in school readiness?

Very Very
High High Moderate Low Low Nil

I I

4.2 (b) Give reasons for your response to question 4.2 (a).

4.3 From your experience with children in Class i who have

attended pre-primary schools/classes, rate the efficacy

of these educational agencies (or those you are

familiar with) "1" for the best;

best and "3" for the third best.

"2" for the second

Registered private pre-primary schools

Departmental bridging module classes

Community-run readiness classes
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4.4 List specific curricular shortcomings in Class i pupils

that pre-primary schools/clcsses can attempt to rec­

tify.

ART

ENGLISH

ENVIRONMENTAL STUDIES

MATHS

MUSIC
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WRITING

4.5 List specific shortcomings in pupils entering Class i

that pre-primary teachers can attempt to rectify.

SOCIAL AND EMOTIONAL READINESS

PHYSICAL READINESS
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5. SCHOOL READINESS TESTS

5. How would you rate the effectiveness of the following

six subtests in School Readiness Test A that measures

school readiness?

Very Very Can't
SUBTISTS High High Moderate Low wow Say

Jig-Saw
puzzle

Sorting

Similarity

Difference

Body Aware-
ness

Head-Eye Co-
ordination
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5.2 How would you rate the difficulty experienced by

pupils with the six subtests of School Readiness

Test A:

Very Very Can't
SUBTESTS High High Moder-ate Low Low Say

Jig-Saw
puzzle

Sorting

Similarity

Difference

Body Aware-
ness

Head-Eye Co-
ordination

5.3 To what extent are you satisfied with School Readiness

Test A.

Very Very Can't
High High Moderate Low Low Say

5.4 How many pupils are
there in your Class?

BOYSD GirlSD TotalD
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How many pupils
passed School Readi­
ness Test A at the
first attempt?

BOYSD GirlSD TotalD

How many failing D D D
pupils passed Boys Girls Total
School Readiness Test
B?

How many pupils have
not yet passed Sch­
ool Readiness Test
A or B?

BOYSD GirlSD TotalD

5.5 (a) Would you recommmend changes to the
school test used (Test A)?

5.5 (b) If yes, then briefly describe the changes, with

reasons.
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LETTER TO THE

CONDUCT RESEARCH

APPENDIX B:

EDUCATION DEPARTMENT SEEKING PERMISSION TO

Reference No.: 10960317 G~ove-End Secondary School

F 0 30x 55

r-~OUNT EDGECOMBE

21 August 1991

The Acting Chief Executive Director

Administration: House of Delegates

Department of Education and Culture

Private Bag X54323

DURBAN

4000

Sir

PERMISSION TO CONDUCT RESEARCH

I am a registered M.degree student in the Faculty of Educa­

tion at the University of Durban-Westville. My topic is:

"The effectiveness of current preschool education programmes

with special reference to children"s readiness for formal

schooling".
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Because of the increasing importance attached to pre-primary

education, registered subsidized private pre-primary

schools, bridging module readiness classes in departmental

schools, and school readiness classes conducted by local

communities in departmental school premises offer preschool

educational services.

All three agencies have the same major goal in mind: op­

timal development of young children's potential, culminating

in school readiness. However, they differ in terms of ac­

cepted criteria for attaining the desired quality of educa­

tional services.

It is the intention of the researcher to answer some impor­

tant questions relating to effectiveness of the more impor­

tant current programmes. Through random sampling, four

sub-samples will be drawn as follows in the Greater Durban

area:

Sub-Sample A: pupils who attended registered private pre­

primary schools.

Sub-Sample B: pupils who attended departmental bridging

module classes.
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Sub-Sample C: pupils who attended community-run readiness

classes.

Sub-Sample D: pupils who had had no preschool education.

The performances of these sub-samples in the Departmental

School Readiness Test A administered upon entry to Class i

as well as pupils' scores during Class i will be analyzed,

compared and the differences tested for significance.

Questionnaires will be administered to a sample of Junior

Primary Class i teachers in the Greater Durban area asking

for comments and responses relating to academic issues about

pupils entering Class i.

The writer seeks your kind permission to:

(a) obtain from randomly selected primary schools in the

Greater Durban Area the scores (symbols) of selected

pupils in Class i in the School Readiness Test A given

on entry to Class i and scores in subsequent tests by

these pupils for each sub-sample ie. A, B, C and D.

(b) administer a questionnaire to Junior Primary Class i

teachers in the Greater Durban area.
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A copy of the questionnaire is attached.

Yours faithfully

D SINGH
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APPENDIX C

SCHOOL READINESS TEST SCOr~E SIlEET
SCHOOL NO:

CLASS 1

READINESS ASSESSMENT

Test 1 Test ? Test 3 Test ~ Test 5 Test Cl TOTI\L

Jig Hand
Saw The Body and eye-
Puzzle Sortinq Same Different I\warenes!) Co-ani.

TOTAL 6 3 5 5 5 4 28

Group Pupil

1\: Registered 1 (M)

Private
rre~-pri.rn. 2 ( F' )

School

B: Depart- 1 (M)

mental
Bridging 2 ( F' )
Modulo
Classes

c: COllllllunity 1 (M)
Run-
Pre-prlm. ? (n
Classes

0: No 1 (M)

pre-prilll.
educa tion 2 ( F)



APPENDIX D

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 de­

gree of freedom: (r-1) (c-1) = (2-1) (2-1) = 1. Whenever

the theoretical sampling distribution of chi-square is usec

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 exceeds

the expected frequency~ and adding 0,5 to the observed fre­

quency whenever it is less than the expected frequency.

b. Analysis of Variance (ANOVA)

ANOVA is 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 that the groups differ

(and have therefore been influenced in different ways).
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Several different souces of influence can be tested within a

single ANOVA disign, and the complex relationship or inter­

actions between them can be analysed. (Sha velson, 1981 ;

Day ton, 1970; and Winer, 1971).
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APPENDIX E

CALCULATION OF WEIGHTED MEAN FOR DEGREE OF SOCIAL READINESS

OF PUPILS IN CLASS i (TABLE 4.1)

.
VeryVery

High High Moderate Low Low

Weights 1 bi= 3 4 5

Frequency 0 23 0 0

Weighted Scores (sum) = (1XO)+(2Xll )+(3X23)+(4XO)+(5XO)

o + 22 + 69 + 0 + 0

= 91

Number of respondents = 34

Weighted Mean 91

2,68

34

The weighted mean calculated for the other parameters were

Emotional Readiness 2,85; Physical Readiness 2,79 and Aes-

thetic Readiness 3,72. The lowest mean i.e. 2,68 for Social

Readiness is given a rank of 1; the second lowest, i.e.

2,79 for Physical Readiness is ranked 2; Emotional Readi-

ness (X 2,79) is ranked 3 and Aesthetic Readiness (X =

3,72) is ranked 4.
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APPENDIX F

COMPOSITE CHI-SQUARE TABLE: TEACHING EXPERIENCE

df i in ecc~ ccse

x significc~c c~ 5 pe~cent lEvel(s

NS Not signi:iccn~

TABLE

NO VARIABLE SPLITS X2
VP,~UE SiNS

2. 1 Social Less Experienced vs ~Iore

Readiness Experienced Teachers 0,120 NS

2. 1 Emotional Le5S Experienced vs More

Readiness Experienced Teachers 0,471 NS

2. 1 Physical Less Experienced vs More

Readiness E;-:perienced Teachers 0,7S5 NS

2. 1 Aesthetic Less Experienced vs More

Readiness E>:perienced Teachers 0,358 NS

2.2 Observation Less Experienced vs More

E;-:perie:1ced Teachers 0,091 NS

2.2 Memorization LESS C::-:pe r ienced vs More

L·:per ie:-:ced Teachers 0, 120 NS

2.2 Environmental Less E::-:;;er ienced vs ~Iore

Awareness L:·:per ie:-.ced Tecchers 0,OJ3 NS

2 ' .
~I



COMPOSITE CHI-SQUARE TABLE: TEACHING EXPERIENCE (CONTINUED)

df i in each case

x significant a: 5 percent level(s)

~S 'at significant

2.3 Sp2ak Less Experienced vs More

Experienced Teachers " .127 NS

2.3 Reed Less Experienced vs More

Experienced Teachers 0,843 NS

2.3 Write Less Experienced vs More

Experienced Teachers 0,493 NS

2.3 Overall Less Experienced vs More

Experienced Teachers 0,626 NS

2.4 Difference Less Experienced vs More

language: Experienced Teachers i ,052 NS

ho;:;e and

sciool
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COMPOSITE CHI-SQUARE TABLE: TEACHING EXPERIENCE (CONTINUED)

df 1 in each case

x = significan~ at 5 8ercent level\s)

NS NOL signif:can~

2.5 l\"..:mbe::- Les.:: Expe::-~enced vs More

concepts Experienced Teachers :,,700 :\jS

2.5 ?~ace vc.lue Less Expe::-:enced vs More

Experienced. Teachers ~,569 NS

2.5 Counting Less Experienced vs More

Experienced. Teachers J,054 .is

2.5 Size and Less Experienced vs More

Shape Experienced. Teachers J,60? . 'S

2.5 Quantity Less Exper':'enced vs More

Experienced. Teachers :1,570 NS

2.5 Additio J Less Experienced vs More

Subtraction Experienced. Teachers ~,829 IS

2.6 ::"..:lly Ready LeS5 Exper':'enced vs More

C:xpe::-ienced Teachers ~, 732 .,~
.,~

2.6 Ecderately Less Experl.enced vs More

~eady Ezpe::-iencej Teachers : , 033 .. ~
.\~
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COMPOSITE CHI-SQUARE TABLE: TEACHING EXPERIENCE(CONTINUED)

x si~i:icc~~ at 5 percent level(s)

NS Noc s:gn:f::ant

2.6 Slightly L2.s~ :E:x?erienced vs More

Ree.dy E:·:?e::- ienceci Teachers 0,628 NS

2.6 Not Reacy Les.= :E:y.per':'enced vs More

at all E:·:pe::- ienced Teachers 0,764 NS

2.9 Social Less Experienced vs More 1,546 NS

Experience Expe:-ienced Teachers

4.2 Extent Less Experienced vs More

pre-primcry El-:pt::- ienced Teachers 0,054 NS

cle.sses

fulfilling

objectives

5. 1 The effectiveness ~- subtests in measuring School ~eadiness
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COMPOSITE CHI-SQUARE TABLE: TEACHING EXPERIENCE (CONTINUED)

df 1 in each case

x significant at 5 percen: level(s)

NS Not significant

5 . 1 ~ig-saw Less Experienceci vs lolc::-e

?uzzle Experienced Teacjers 0,097 NS

5. 1 Sorting Less Experienced vs lJ,8re

Experienced Teacjers 0, 123 NS

5. 1 Similari ty Less Experienced vs More

Experienced Teacjers 0,735 NS

5. 1 Difference Less Experienced vs More

Experienced Teachers 0,036 NS

5. 1 30dy Aware- Less Experienced vs More

:less Experienced Teachers 0,199 NS

5. 1 Mead-Eye Co- Less Experienced vs More

ordination Experienced Teachers 0,340 NS

5.2 Difficulty experienced by pupils in subtests

5.2 Sorting Less Experiencec vs rJ,ore

Experienced Teachers 0,296 NS
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COMPOSITE CHI-SQUARE TABLE: TEACHING EXPERIENCE(CONTINUED)

df in each case

x = significant at 5 percent level,s)

NS = Not significant

5.2 S::nilarity Less Experienced vs More

Exper:'enced Teachers . ,487 NS

5.2 D:Eference Less Experienced vs More

Experienced Teachers D, 140 NS

5.2 Body Less Experienced vs More

Awareness Experienced Teachers ,296 NS

5.2 Head-Eye Co- Less Experienced vs More

o:-dination Experienced Teachers J,755 NS

5.3 Teachers' Less Experienced vs More

sc.tisfaction Experienced Teachers ,349 NS

with Test A

for measuring

School Readi-

ness
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COMPOSITE CHI-SQUARE TABLE: MARITAL STATUS

df = 1 in each case

x = significant a= 5 percent level is)

NS Not significa~t

TA3LE

NO VARIABLE SPLIT:: X2 VALUE siNS

2. 1 Social Harried vs Unma:-:-ied

Readiness Teachers 0,001 NS

2 . 1 Emotional Harried vs Unmarried

.Readiness Teachers 0,015 NS

2. 1 physical Married vs Unmarried

Readiness Teachers 2,136 NS

2 . 1 Aesthetic Married vs Unmar:-ied

Readiness Teachers 0,017 NS

2.2 Observation Married vs Unmar:-ied

Teachers 0, 114 NS

2.2 Memorization Married vs Unmar:-ied

Teacf:ers 0,125 NS

2.2 Environmental Marr2.ed vs Unmar:-ied

Awareness Teacr.ers 2,519 NS
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COMPOSITE CHI-SQUARE TABLE: MARITAL STATUS (CONTINUED)

df 1 in each case

x significant at 5 perce~t le~al(s)

NS Not significant

2.3 Speak Married vs U:-.",2.:: r i ec.

Teacners 0,007 NS

2.3 Read Married vs U::iii2.rriec.

Teachers 0,843 NS

2.3 Write Married vs Unmarried

Teachers 1,432 NS

2.3 Overall Married vs Unmarried

Teachers 0,993 NS

2.4 Difference Married vs Unmarried

-language: Teachers 0,207 NS

home and

school

2.5 Number Con- Married vs U::1r;arriec

cepts Teachers 0,006 NS

2.5 Place Value Married vs Unli2.rriec

Teachers 1, 138 NS
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COMPOSITE CHI-SQUARE TABLE: MARITAL STATUS (CONTINUED)

df 1 in each case

x = significant at 5 percent level(s)

NS Not significant

2.5 Counting Married vs Unmarried

Teachers i .587 >JS

2.5 Size and Married vs Unmarried

Shape Teachers 0,099 NS

2.5 Quantity Married vs Unmarried

Teachers 0,360 lS

2.5 Addition/ Married vs Unmarried

Subtraction Teachers 0,888 NS

2.6 Fully Ready Married vs Unmarried

Teachers 0,310 S

2.6 Moderately Married vs Unmarried

Ready Teachers 0,100 NS

2.6 Slightly Married vs Unmarried

Ready Teachers 1.235 NS

2.6 Not Ready at Married vs Unmarried

all Teachers i,126 NS

2.9 Social Ex- Married vs Unmarried
perience Teachers 1,223 NS
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COMPOSITE CHI-SQUARE TABLE: MARITAL STATUS (CONTINUED)

df 1 i~ each case

x significant at 5 percent leve~

NS No~ significant

4.2 Is pre-

primary edu-

ca~ion nec-

essary?

Married vs Unmarr:ed

Teachers ",100 NS

5.1 The effectiveness of subtests in measu~ing school readi~ess

5. 1 Jig-saw Married vs Unmarr~ed

puzzle Teachers ,001 NS

5. 1 Sorting Married vs Unmarried

Teachers 3,283 NS

5. 1 Similarity Married vs Unmarried

Teachers 0,127 NS

5. 1 Difference Married vs Unmarried

Teachers '" LlLl8 NSv, _ _ ..I
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COMPOSITE CHI-SQUARE TABLE: MARITAL STATUS (CONTINUED)

df = 1 in each case

x significant at 5 percent leve~\s)

NS Not significant

5. 1 Body Aware- Married vs Unrnar:-ied

ness Teachers 0, i 4.7 \5

5. 1 Head-Eye Co- Married vs Unmarried

ordination Teachers 0,577 !\;::;

5.2 Difficulty experienced by pupils with subtests

5.2 Jig-saw Married vs Unmarried

puzzle Teachers 0,039 1\i'

5.2 Sorting Married vs Unmarried

Teachers 0,005 !\;::;

5.2 Similarity Married vs Unmarried

Teachers 0,051 .is

5.2 Difference Married vs Unmarried

Teachers 0,0 i 3 ",.\-
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COMPOSITE CHI-SQUARE TABLE: MARITAL STATUS (CONTINUED)

df 1 i .. e2.c:-: C2.se

x signif~c2.~t 2.: J oe~cent :evel(s'

5.2 Body Aware- ~.)c. =- =- :. e::' ·is -"-~::-.::rr :':2:

ness Tecche~:: O,47~ NS

5.2 Head-Eye Co- 1·~c. =-:- i e':' -;s :"::-.::-.2.rr :':2:

ordination Tecche~:: 0, 157 NS

5.3 Teachers' J-1a::-riec vs ii.Jnmarr':'e~

satisfaction Te2.che::-:: 0,012 NS

with Test A

fot measuring

School Read-

iness I
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APPENDIX F

COMPOSITE CHI-SQUARE TABLE: AGE

df 1 in each case

x significant at ~ percent level(s)

NS Not sign::icant

TF-_3L:::

NO VARIABLE SPLIT~ X2 V.il.LUE siNS

L. 1 Social

Readiness Younger vs Older Teache~s 0, i 23 NS

2. 1 Emotional

Readiness Younger vs Older Teache~s 0,071 NS

2.1 Physical

Readiness Younger vs Older Teache~s 0,08 NS

2. 1 Aesthetic

Readiness Younger vs Older Teachers 0,931 NS

2.2 Observation Younger vs Older Teachers 0,001 NS

2.2 Memorization Younger vs Older Teache~s 0,928 NS

2.2 Environmental Younger vs Older Teache::-s

Awareness a, i 02 NS

2.3 Speak Younger vs Older Teache:'s 0,186 NS

2.3 Read Younge~ vs Older Teache~s 0,303 NS

2.3 Write Younger vs Older Teache:'s 0,721 NS

2.3 Overall Younger- vs Older Teache:-s 0,591 NS

253



COMPOSITE CHI-SQUARE TABLE: AGE (CONTINUED)

df ~n ecc~ ~=se

x signi~ica~: at - ~e::-ce~c Le~~l(s)

NS ~o: s~gn~:~=ant

2.4 Dif:erence Younger vs Ol:::er :~=-che=:: I 8.258 NS

language:

home and

school

2.5 Number Con- Younger vs Older TEachers 0.064 NS

cepts

2.5 Place Values Younger vs Older ""Eache::-s 0.056 NS

2.5 Counting Younger vs Older ""eache::-:: C.344 NS

2.5 Size and Younger vs Older TEachers 0.258 NS

shape

2.5 Quantity Younger vs Older Teachers 0.344 NS

2.5 Add':'tion/ Younger vs Older '7ea.cher:: 0.633 NS

Subtraction
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COMPOSITE CHI-SQUARE TABLE: AGE (CONTINUED)

df i ~n each case

x significant at 5 ~ercent leve~(s)

NS = SOt significant

2.6 Fully Ready Younger vs ale-er Teachers 0,258 NS

2.6 Mode:-ately Younger vs OlCer Teachers 0, "729 NS

Ready

2.6 Sligjtly Younger vs Older Teachers 0, C83 NS

Ready

2.6 Not :=,eady at Younger vs Older Teachers 0,E86 NS

all

2.9 Socicl Younger vs Older Tecchers O,C87 NS

(a) Expe:-ience

4.2 Exte"t to Younger vs Older Teachers 0,G19 NS

(a) pre-:Jrimary

fulf:.lling

obje~t:ives
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COMPOSITE CHI-SQUARE TABLE: AGE (CONTINUED)

df 1 in each case

x significant at J percent level(s)

NS = Not significant

5.1 The effectiveness of subtests in measu~ing school readiness

5. 1 J':'g-saw Younger vs Older Teache~s 0,925 NS

puzzle

5. 1 Sorting Younger vs Older Teacher-s 0,028 NS

5. 1 Similarity Younger vs Older Teache~s 0,045 NS

5. 1 Difference Younger vs Older Teache~s 0,292 NS

5. 1 Body Aware- Younger vs Older Teachers

ness 0, 185 NS

5. 1 Head-Eye Co- Younger vs Older Teachers 0,925 NS
ordination
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COMPOSITE CHI-SQUARE TABLE: AGE (CONTINUED)

df 1 in each case

x significant at pe:ccent level( s)

5.2 Difficulty experiencec. by pupils with ::ubtes:s

5.2 Jig-saw Younger vs Older 'I'eache::-s 0,100 NS

puzzle

5.2 Sorting Younger vs Older Teache::-s 0,014 NS

5.2 Similarity Younger vs Older Teache:-s 0,276 NS

5.2 Difference Younger vs Older Teache:-s 0.55

5.2 Body Aware- Younger vs Older Teache:-s 0,071 NS

ness

5.2 Head-Eye Co- Younger vs Older Teache:-s 0,024 NS

ordination
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COMPOSITE CHI-SQUARE TABLE: AGE (CONTINUED)

df . in each caSE

x ~~gn~ficant at 5 percent ~evel;~)

NS ~Jt ~ignifica0.:

5.3 Teachers' You:1ger V" Older Teachers O,4i2 NS

satisfaction

with Test A

for measuring

School Readi-

ness

258



APPENDIX G

DATA FOR THE COMPUTATION OF THE ANALYSIS OF VARIANCE OF THE

RAW SCORES OF 120 CHILDREN FROM THE FOUR GROUPS ON THE RCPM

A1

/\
A2

/\
A3

/\
A4

/\
B2BlB2B1B2BlB2Bl

8 9 9 9 7 8 8 8

8 9 8 9 9 9 8 7

8 8 8 8 8 8 6 8

9 8 9 9 8 9 6 8
8 8 8 7 8 8 8 6
8 9 8 8 9 8 7 8

8 9 8 8 8 8 8 9
9 8 9 8 8 8 9 7

8 9 8 9 9 9 8 8
8 8 8 8 8 9 6 8
8 8 9 8 8 8 8 7
9 8 9 8 8 9 7 7
8 9 9 8 8 8 9 8
8 8 8 9 9 8 8 9
9 9 8 9 8 8 7 8

iX 122 127 126 125 123 125 11 3 116
X 8, 13 8,47 8,4 8,33 8,2 8,33 7,53 7,73
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Al registered private pre-primary schools

A2 departmental bridging module classes

A3 community-run pre-primary classes

A4 = non-preschoolers

Bl Boys

B2 Gi.rls
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APPENDIX G

DATA FOR THE COMPUTATION OF THE ANALYSIS OF VARIANCE OF THE

RAW SCORES OF 120 CHILDREN FROM THE FOUR GROUPS ON THE

SCHOOL READINESS TEST A

/
/

/
B1

A1

\
B2

A2

/\
B1 B2

A3 A4

/\
B1 B2

19 24 25 28 21 26 21 19

25 26 27 23 27 22 9 5
24 26 26 26 26 26 21 23
16 20 28 27 27 13 19 16
19 27 25 21 18 24 21 21
23 20 24 28 22 26 9 10

_ 24 25 28 24 24 22 19 21
27 25 26 22 24 24 18 19
27 27 24 28 23 25 1 3 6
24 22 24 25 24 19 16 19
27 26 22 26 16 25 9 15
27 20 25 28 24 25 10 25
24 25 26 26 25 25 22 21
16 16 24 24 2~ 25 28 16
28 26 28 21 18 28 1 4 27

~X 350 355 382 377 343 355 249 263
X 23,33 23,67 25,47 25,13 22,87 23,67 16,6 17,53
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Al registered private pre-primary schools

A2 departmental bridging module c~asses

A3 community-run pre-primary classes

A4 non-preschoolers

Bl Boys

B2 Girls
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