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ABSTRACT

This study sought to compare reading performance of pupils with and without preschool
background in relation to the New Break Through to Literacy (NBTL). The following
were the objectives. To establish whether there is a difference in reading between
preschool and non-preschool pupils; to establish if there are differences in executive
skills between pupils with preschool and non-preschool; to find out teacher’s views on
reading differences between preschool and non-preschool children; to find out teacher’s
views on differences in executive skills between preschool and non-preschool pupils and
to assess how home reading contributes to reading differences between preschool and
non-preschool pupils. There were three hypotheses in this study which are. There is no
difference in reading between preschool and non-preschool pupils; there is no difference
in predictors of reading between preschool and non-preschool children, there is no
difference in executive function skills between preschool and non-preschool children.
The study used a survey design. The target population was 110, which consisted of 54 pupils
with preschool and 46 pupils without -preschool and 10 teachers. Purposive non probability
sampling procedure was used in selecting participants. Hands on test instruments were used
for the pupils and interview schedule guides for the teachers to collect data. The study
instruments were piloted at Regiment basic school before they were used in the study. Data
was analyzed quantitatively using the statistical package for social sciences version 16
(SPSS) and qualitatively using emerging themes.
The study revealed that generally, there were significantly low reading levels among grade
ones. The study showed that there were no statistically significant differences in reading and
executive skills between pupils with preschool and non-preschool. Nevertheless those with
preschool exposure performed significantly well on letter knowledge and were reported to

pay more attention than the non-preschool during lessons.
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It was recommended that the Zambian government revises the preschool syllabus so that it
can also be in a local language because it was observed that preschool children have
problems adjusting to a local language in grade one after using English language in

preschool.
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CHAPTER ONE: INTRODUCTION

1.0 Overview
This chapter presents the background of the study, the statement of the problem, purpose of

the study, the objectives of the study and hypotheses. The chapter concludes by noting the

limitations and delimitations as well as the operational definition of terms.

To delineate the importance of cognitive skills to reading development, the study focused on
executive functions in the acquisition of literacy skills to assess if children in the first grade
have these skills which are necessary for learning to read. Executive functions are a set of
cognitive abilities that control and regulate behavior that is required for learning. These
include working memory, inhibitory skills and attention (Diamond et al, 2007). These were
selected, because they cover basic cognitive processes that organize thought resources
towards a desired condition. Moreover, the preschool period seems to be an important time

for development of executive functions (Blair, 2002; Garon, Bryson, & Smith, 2008).

Inhibition could be described as “the ability to ignore distraction and stay focused, and to
resist making one response and instead make another” (Diamond, 2006, p. 70). Working
memory is defined as “the ability to hold information in mind and manipulate it”. The last
function, attention is identified as “the ability to flexibly switch perspectives, focus of
attention, or response mapping” (Diamond, 2006, p. 70). The study also focused on reading
abilities and oral language of pupils in the first grade. This is because one of the consistent
findings in studies and literature is that oral language abilities in early childhood predict
beginning literacy skills. These include letter knowledge, name writing and phonological
awareness as well as later reading achievement (Bishop and Adams, 1990; Chaney, 1992;

Scarborough, 1990).



1.1 Background of the study
Early childhood education is an education division; a complement to elementary school

envisioned to accommodate children between the ages of two and six years. Originating in
the early 19" century, the kindergarten was an outgrowth of ideas and practices of Robert
Owen in Great Britain, J.H. Pestalozzi in Switzerland and his pupil Fredrick Frobel in
Germany who coined the term kindergarten a “German word which literary means ‘children’s
garden’. It stressed the emotional and spiritual nature of the child, encouraging self-
understanding through play activities and greater freedom, rather than the impositions of

adult knowledge. (De Guzman et al., 2010).

The first pre-school institution was established in United Kingdom in 1816 by Robert Owen
for a philanthropic cause. The preschool was more of a childcare centre wherein children of
cotton mill workers, aged between one and six years were taken care of when their parents

worked in the mills.

Owen used free and unstructured play in educating young children. Informal teaching was
the rule and Owen did all his teachings through informal, physical methods. His concept led
to the founding of many early childhood care centres in Britain. .The Hungarian countess

Theresa Brunszvik followed in 1828 (preschool learning alliance: 1990).

Preschool programs begun in earnest in the United States during the first quarter of the
twentieth century. The philosophical foundation of preschools can be traced to the belief
popularized in the seventeenth century, that early childhood is a unique period of life during
which the foundation for all later learning is established. The early preschools often started

informally and involved the effort of women who took turns in caring for each other’s



children. The first public preschool program begun at Franklin School in Chicago in 1925

with the support of the Chicago women’s club.

The popularity of preschool as an option for young children increased dramatically after the
1970s. In 1970, for example, only 20 percent of three and four-year-olds participated in
organized education programs. In 1998, approximately half of all children in this age range
attended a full-time pre-school program. The increasing popularity of preschool has been
fuelled in part by an increase in the number of women entering the work force as well as by a
belief among many parents and educators that children need early preparation for elementary

school (preschool learning alliance: 1990 ).

Provisions for the formation of early childhood education programs in Zambia were made as
far back as 1957. However it was not until the beginning of the 21* century that provisions of
early childhood education began to receive solemn attention. This was influenced by the
United Nations obligation that all countries around the world provide universal basic
education by 2015. Establishing early childhood institutions became a fundamental
requirement for Zambia as well, United nations (1990) in Matafwali and Munsaka (2010).
Thus most of the efforts in Zambia had been directed towards the introduction of early
childhood education programmes in as many locations in the country as possible. Early
childhood education has two parts namely kindergarten and preschool. Kindergarten is for

children aged between two and four while preschool is for children between four and six.

Preschools in Zambia are not under the jurisdiction of the Government, they are run by
private individuals who register with the Preschool Association of Zambia. Therefore anyone

who wants to open a preschool in Zambia can do so as long as they have the means regardless



of their profession and academic background. This has led to the mushrooming of preschools

in residential areas as well as other commercial areas.

Since preschools are run by private individuals and residential plots are used in some cases,
the quality of preschools is compromised as these facilities need appropriate recreational
facilities as well as learning materials. A study by Matafwali and Munsaka (2010) reviewed
that there is a general lack of teaching and learning materials in Zambian preschools. When it
comes to recreational facilities the scenario is worse since residential plots are used, no space
is left for children to play, which is an import aspect of learning. The situation is contrary to
Vygotsky (1978), who is of a view that, children are active constructors of knowledge and
that development and learning are the result of interactive processes. Preschools, therefore,
should recognise that play is a highly supportive context for these developing. Vygotsky
(1978) further contends that young children learn most effectively through experimental play.
This according to Vygotsky would enhance the development of oral language through

symbolic play which is necessary for learning to read.

Moreover, the curriculums that are used in Zambian preschools are not prepared by the
Ministry of Education, hence variations in the curriculum which also affects the standards
and quality of education being rendered. In addition, Matafwali and Munsaka (2010) revealed
that a majority of preschool teachers in Zambia are not trained hence they may not have the
required skills and knowledge to teach. Howes et al. (1995) noted that training of teaching
staff is an important aspect of the curriculum in that without proper training of teachers; even

the most comprehensive curriculum can be rendered useless.

In Zambia children learn the English alphabet, its orthography and phonology in preschool.

One’s ability to read in English is seen as a measure of his or her future educational



attainment since it is the medium of instruction for most primary and secondary schools.
However when the children precede to the first grade the language of initial literacy changes

to a local language.

Preschool helps children to use their minds, by knowing his mind a child deals with the
activities of the curriculum and other experiences in early years. Mental operations most
relevant to early education can be grouped into three major areas namely perception, memory
and problem solving. These skills are very relevant in one’s life and can lead to success in
ones education if they are well stimulated in early years (De Guzman et al., 2010). Moreover
a child who is able to remember things learnt at preschool due to sharp memory is more

likely to learn to read in elementary school.

According to Maria Montessori in De Guzman et al., (2010), early education has an
indispensible role in the whole personality of the child. The stage of human development
from 0-6 years is the stage of the most absorbent mind and the critical period of a child. This
stage is the most sensitive period in the life of a child that needs a wholesome, healthy and
rich background. If a child fails in reading during primary grades, his chances for success in
any academic area are greatly reduced. It is therefore essential that a preschool program for

children ensure that the children will succeed in reading when they enter school.

According to Anderson (2000), reading is a mental process not getting from print but
engaging readers mind to decode meaning. Reading requires thinking. It is not just speaking
the words and symbols but rather thinking and speaking. There is a direct relation between
the reader and what he is reading. It is a form of exercise of the mind like that of the body.
An individual who has interest in reading is said to acquire great learning because it is in

reading that we get 98% of learning. Reading can be considered a dominating factor towards



intellectual development of a child. That is why the very objective of each school,
specifically preparatory schools is to stimulate a child to want to read, be interested to learn
how to read. If as early as preschool years the reading of a child is developed, the more

chance it is for his /her intellectual capabilities to grow.

The important contribution of preschool education is in developing and broadening the range
of children’s learning experiences, to leave them confident, eager and enthusiastic learners
who are looking forward to start formal schooling. Many private and public institutions
nowadays establish preschools. This encourages parents to enrol their children in preschool
education. Many parents believe that preschool will help their children develop skills
especially in reading so that when their children enter first grade, they are capable and ready

to face new and bigger challenges and experiences (De Guzman et al., 2010).

In preschool the teacher prepares the pupil to learn how to read, guides them in acquiring
functional listening and speaking vocabulary, initiates activities using real or concrete objects
such as alphabet books, toys and picture books. Preschool imparts skills in auditory and
visual discrimination, motor- ocular coordination, poems, introduces phonetic and structural
lessons and imparts lessons to make the child ready for the next step of study. Most
importantly the children are prepared to begin the new challenge which is formal schooling.
(De Guzman et al 2010).

A study by Shatil et al., (2000) reviewed that there is a correlation between writing letters of
the alphabet in preschool and the ability to spell in the first grade. More generally, an
extensive research literature has demonstrated strong associations between preschool letter
knowledge, phonological awareness and early reading (Adams, 1990; Bryant & Bradley,
1985; Wagner & Torgesen, 1985), and preschool letter naming and phonological awareness

have also been shown to be strong predictors of Grade 1 writing ability (Berninger, 1992).
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Shatil et al., (2000) further found that preschool writing was strongly related to grade one
spelling and decoding than was intelligence. These results are important in that they confirm
and extend the English-language findings indicating that children’s early attempts at writing
are by no means insignificant as regards individual differences in later school literacy. Pre-
schoolers with more advanced knowledge of the writing system as witnessed in their writing
become better spellers, decoders and comprehenders in Grade one.

1.1.1 The New Break Through to Literacy programme

In Zambia the education system has changed drastically since independence in 1964. Before
independence there seldom were preschools in the country. During that time, a local language
was used to teach in early primary education. This, however, was abandoned for a ‘Straight to
English’ policy after independence. The change could be attributed to the fact that English is
the official language in Zambia. The reason why this is so, is that it adds to the modernity and
unity of the country. In terms of modernization, it was thought that English being a language
of the global village would enhance commercial development through facilitating
international contacts (Kalindi, 2005). However, using English in education to bring about
harmony and modernization has not been an outright success. While English prospered in
avoiding conflicts in the educational arena between competing groups, it made it extremely
difficult for groups that do not have access to English such as the poor in rural areas to learn
in schools. Even with these concerns, English was still used in schools from elementary to

secondary school.

According to Tambulukani (2002), the fact that initial reading in Zambia was carried out in
English, a language that most children have very little or no knowledge of when they start

school largely contributed to extremely low levels of both reading and writing exhibited by




most Zambian children. Furthermore, the methods and classroom approaches to reading such

as the ‘look and say’ method resulted in most pupils in primary school failing to learn.

William (1993) postulates that language learning is a process that takes a long time whether
in a learning system or an informal out-of-class setting. The degree of learning hinges in part
on the period, amount of productivity of the input, what the learner hears or reads and also
the type of language activities in which the learner participates such as reciting phrases,

listening to the teacher, singing songs as well as writing stories.

The understanding that children were failing to read prompted the Ministry of Education to
revise its policy and come up with the Primary Reading Program (PRP) in 1998 stating the

following:

Zambia has had almost 30 years’ experience of using English as the medium of
instruction from grade 1 onwards. Children who have very little contact with English
outside the school have been required to learn how to read and write through and in
this language which is quite alien to them.... The experience has not been altogether
satisfactory. The fact that initial reading skills are taught in and through a language
that is unfamiliar to the majority of children is believed to be a major contribution
factor to the backwardness in reading shown by many Zambian children (MoE 1996:
39).
In light of this, the PRP has become the programme to spearhead implementation of this
change in policy and produce courses that enable children to learn in a familiar Zambian
language. This programme has 3-pronged objectives to ensure that this purpose is met, that is,
to ensure that: (a) children acquire basic literacy skills in a familiar language in grade 1 and
have a basis in oral English language, (b) children transfer the literacy skills into English

which remains the main medium for education in grade 2 and, (c) that children develop and

extend these vital literacy skills in grades 3 to 7 to give them access to the entire curriculum.



The Ministry of Education attaches high priority to the attainment of this goal. This is

reflected in the policy document which stipulates that:

The aim of the curriculum for the lower and middle basic
classes (Grades 1-7) is to enable pupils to read and write
clearly, correctly and confidently in a Zambian language and in
English (MoE 1996: 34).

The Primary Reading Program (PRP) has the New Breakthrough to Literacy (NBTL) as one
of its major components in grade one, which uses as a language of initial literacy the local
language used in that particular area. The NBTL was proved successful in a number of
African countries in the Southern region. In Zambia, NBTL was formally evaluated in 1999,
after the completion of the Northern Province Pilot Initiative and was rated a shining success
story (Higgins, Tambulukani and Chikalanga, 2000).

The NBTL emphasizes that children learn better when they are taught in a familiar Zambian
language as school ceases to be foreign. It is also believed that children learn to read and
write better when they are taught in a familiar language.

The general aims of the NBTL according to M.O.E (2002), is that at the end of the course
learners should be able to: read simple texts fluently and effectively, write their own stories
legibly, neatly and in straight lines, develop collaborative and independent learning skills. In
all this the teacher has been mandated to ensure that each child in his or her care successfully

gained the greatest achievement and gift from education.

There are seven local languages which are regionally allocated in Zambia. Silozi for
Western Province, Cinyanja for Lusaka, Citonga for Southern province, Kikaonde for
Northwestern Province, Icibemba for Northern Province, Luapula province and Copperbelt
province and Cilenje for Central Province. Since the New Break Through to Literacy was

introduced, the method has been translated into the seven local languages by the Curriculum



Development Centre (CDC). Particularly in Government schools, it has become a common
practice that teacher’s use one of the seven local languages to teach literacy in grade one.
However little is known as to whether the NBTL is good for pupils who have been exposed
to preschool as they could have started learning to read in English and could have had their
executive function skills stimulated as these are necessary for one to learn how to read.
Therefore the researcher saw the need to compare the reading performance of pupils with and

without preschool in relation to the NBTL in grade 1.

Executive functions are a set of cognitive abilities that control and regulate behavior that is
required for learning. (Diamond et al, 2007). Executive function skills are supposed to be
stimulated in preschool and elementary grades as teachers are expected to teach activities
which stimulate executive function skills such as attention, working memory and inhibition
skills. (Davidse et al., in press; Diamond et al., 2007; Kegel et al., 2009). Clancy Blair (2010)
found that executive function skills are associated with school readiness, turn taking and

paying attention.

It is important to note that children may only succeed in the first grade if they can stay
attentive while carrying out a particular activity, memorize instructions and steps while
solving a problem and are able to concentrate on one activity. Children in grade one
especially those who have been to preschool are expected to possess executive functions and
should have the skills necessary for them to learn to read. It is for this reason that executive
function skills were used as one of the variables in comparing reading between pupils who
went to preschool and those who did not as they are vital predictors of reading.

1.2 Statement of the problem

Earlier studies aimed at comparing pupils with preschool and non-preschool Education have

demonstrated that those with preschool performed better academically than the non-preschool
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(Lengalenga, 1994. Arol et al 2002). Despite this finding a recent study by Matafwali (2010),
found that many first graders in Zambia fail learning to read, because of this finding. The
researcher saw the need to conduct a study to ascertain that the lack of preschool exposure to
some children could explain why they do not learn how to read despite the NBTL in the first
grade. Therefore the study compared the reading performance of pupils with and without
preschool background.
1.3 Purpose of the study
The aim of this research was to compare the reading skills between preschool and non-
preschool pupils in relation to the NBTL. Executive skills of pupils who had been to
preschool and the non-preschool were also compared as they are seen to regulate behavior
that is required for learning to read.
1.4 Objectives of the study
This study was guided by the following objectives:
1) To establish whether there is a difference in reading skills between preschool
and non-preschool pupils.
2) To establish if there are any differences in executive skills between preschool
and non-preschool pupils.
3) To find out teacher’s views on reading differences between preschool and
non-preschool pupil.
4) To find out teachers views on the differences in executive skills between
preschool and non-preschool pupils
5) To assess how home reading contributes to reading differences between

preschool and non-preschool pupils.
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1.5 Hypotheses
The following hypotheses were tested in the study

1. There is no difference in reading between preschool and non-preschool pupils.

2. There is no difference in predictors of reading between preschool and non-preschool

children.
3. There is no difference in executive function skills between preschool and non-
preschool children

1.6 Significance of the study

It is hoped that the findings of this research will help to explain why preschool education is
important in the acquisition of early literacy skills. The study will also help in demonstrating
how executive functions enhance learning to read .The study also generated important
information that the Ministry of Education and other stakeholders interested in early literacy
development need to come up with best practices aimed at facilitating the attainment of
literacy skills from preschool to grade one. The study also added to the existing body of

knowledge and literature on NBTL and executive functions.
1.7 Limitations of the study

To answer the questions the study needed to compare children with and without preschool
education from a larger group of schools. Optimal would be to include at least 20 schools

with about 15-30 pupils per school.

The research funds allocated to the study were not given on time and in full. This made it
difficult to carry out the research at the expected time. It also made it difficult to increase the
number of respondents therefore limiting the research to Lusaka only which limits the extent

to which the findings of this study can be generalized.
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The study used purposive non sampling procedure in data collection hence it would not be
appropriate to generalize the findings of this study.

1.8 Operational definition of terms

Executive functions: a set of cognitive abilities that control and regulate behaviors that are

required for learning. These include working memory, inhibitory skills, and attention.

New Break Through to Literacy (NBTL): This is the revised version of the original
Molteno Breakthrough to Literacy programme from South Africa. According to this approach

a child learns to read and write in a native language before learning to read in English.

Non-preschool: These are pupils in the first grade who were not exposed to preschool

Phonemes: Sounds in words that relate to letters.
Phonemic awareness: Identifying phonemes in words, for example /k/a/t/ are the phonemes

of the word ‘cat’.

Phonological awareness: Often used to indicate that sounds of words are distinct from
words’ meaning. This may include sensitivity to syllables and morphemes (Wong, 1998).
Preschool pupils: These are pupils in the first grade who were exposed to preschool before

first grade

Preschool: The term preschool in this study was used to refer to educational institutions that

are attended prior to primary school or first grade.

Primary Reading Programme (PRP): A program that runs from the first to the third grade
it consists of NBTL at first grade, Step into English in the second grade, and read on course

in the third grade.

Reading: Understanding language that is written down (Williams, 1998).
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Teaching methodology: Refers to the method that teachers use to teach academic skills.
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CHAPTER TWO: LITERATURE REVIEW

2.0 INTRODUCTION
This chapter is a review of literature on the issues the study addressed, general literature and

relevant empirical research studies on; preschool education and acquisition of reading,
executive functions and oral language was reviewed to show how preschool education
contributes to reading in the first grade and to get a clear picture on the differences in reading

between preschool and non-preschool pupils.

2.1 Preschool Education and Acquisition of Reading Skills

Preschool education is the provision of education for children before the commencement of
statutory education, usually between the ages of three and five, dependent on the jurisdiction.
Preschool is also known as nursery school or kindergarten (Buysee and Wesely: 2005) and is
defined as a place where “activities and experiences are offered in a variety of settings that
promote the development of children from infancy to age five”. These activities and
experiences may be guided by curricular or established practices designed to improve
children’s development or competences in one or more domains including cognition,

language, literacy, math, social-emotional development and physical development.

According to The Early Years Framework (2008), preschool is generally considered
appropriate for children between three and six years of age. During this stage of development,
children learn and assimilate information rapidly and express interest and fascination at each
new discovery. It is well established in Western countries that pre-conventional children
acquire knowledge about reading and writing through a variety of activities including

exposure to print in their environment, reading books, name writing, and the like (Bus, 2001).
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It is well-known that with little or no direct instruction almost all young children develop the
ability to understand spoken language. However, while most kindergarten children have
mastered the complexities of speech, they do not know that spoken language is made up of
discrete words, which are made up of syllables, which are made up of the smallest units of
sound, so-called "phonemes." This awareness that spoken language is made up of discrete
sounds appears to be a crucial factor in children learning to read and is often called

"phonological awareness." (The Early Years Framework 2008).

In preschool children learn a variety of skills which stimulate executive functions which
escalates one’s chances of learning to read early in life. It is important therefore that children
are enrolled in preschool so that they can learn to read and write before they start formal

education.

A study by Mann (1993) examined the predictive validity of the phonological accuracy of
invented spellings at the end of the Kindergarten year in a sample of 100 children, 79 of
whom were retested on word identification and word attack one year later in Grade 1.
Kindergarten spelling performance correlated .58 and .54 with word identification and word
attack respectively. These results are all consistent with the position that early writing is

important for the development of later reading ability.

Another study by Shalti et al., (2000) found two key findings concerning the association
between kindergarten writing and Grade 1 decoding and spelling. Kindergarten writing
successfully predicted the ability to decode and to spell even after controlling for the
contribution of general intelligence. In both cases, the unique variance explained was by no
means inconsequential (7% and 11%). As such, kindergarten writing can be considered a

bona fide precursor of later literacy development and not merely a developmental curiosity.
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Secondly, when alphabetic skills were entered after general intelligence, kindergarten writing
no longer contributed significant variance to either Grade 1 decoding or spelling. This
constitutes strong support for the view that the contribution of kindergarten writing to Grade
I decoding and spelling can be interpreted as a reflection of a child's working knowledge of
the alphabetic principle, i.e., awareness of the phonological units represented by letters and
the associations between these spoken segments and the graphic symbols (Liberman et al.,

1985; Mann, 1993; Mann et al., 1987; Morris & Perney, 1984; Read, 1971; 1986).

Shalti et al., (2000) also found that kindergarten writing is indeed a precursor of later decoding
and spelling ability, not because of what the children seem to be doing when writing
(producing arrays of letters and letter shapes to convey socially and culturally appropriate
messages), but because of the usually covert, domain-specific knowledge about the
relationships between letters and sounds they bring or fail to bring to the task. As a precursor
of reading comprehension, kindergarten writing appears to reflect not only domain-specific
alphabetic skills but also broader socioliteracy factors underlying higher-order cognitive

competencies essential for comprehending text.

Shalti et al., (2000) suggested that there is much to be gained by encouraging kindergarteners
to write (Levin, Ravid, & Rapaport, 1998; Snow, Burns, & Griffin, 1998). The cognitive and
communicative challenge of putting words down on paper seems to engage not only higher-
order conceptual and cognitive faculties important for later text comprehension (and, no
doubt, production too) but also appears to be an excellent vehicle for developing a child’s

working knowledge of the alphabetic principle
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2.2 Factors that Facilitate Reading Development in Preschool Years

2.2.1 Phonemic awareness
Phonological awareness is a broad term that includes rhyming and identifying syllables,

phonemes, and onsets/rimes. Therefore, phonemic awareness is a subset of phonological
awareness. Phonemic awareness is the ability to hear, identify and manipulate phonemes. A
phoneme is the smallest unit of sound that influences the meaning of a word (e.g., the word
“school” has 4 phonemes /s k u /). ( Snow, Burns, & Griffin, 1998) found that children with high
phonemic awareness skills outperformed those with low phonemic awareness on a range of
literacy measures. As preschool raises the chance that children have experiences that promote
phonological skills, children with preschool education may outperform children without

preschool education.

The small units of speech that correspond to letters of an alphabetic writing system are called
phonemes. Thus, the awareness that language is composed of these small sounds is termed
phonemic awareness. Research indicates that, without direct instructional support, phonemic
awareness eludes roughly 25 percent of middle-class first graders and substantially more of
those who come from less literacy-rich backgrounds. Furthermore, these children experience
serious difficulty in learning to read and write (Adams, 1990,). Therefore children who are
not taken to preschool are considered to have less exposure of phonemic awareness and are

likely to face difficulties learning to read.

A child's level of phonemic awareness on entering school is widely held to be the strongest
single determinant of the success that she or he will experience in learning to read or
conversely, the likelihood that she or he will fail (Adams, 1990). In fact, research clearly

shows that phonemic awareness can be developed through instruction and, furthermore, that
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doing so significantly accelerates children's subsequent reading and writing achievement

(Lundberg et al., 1988; Williams, 1980).

The differences between the sounds of two phonemes are often very subtle: Compare /b/ with
/p/. Yet, these subtle differences in sound can signal dramatic differences in meaning:
Compare ‘bat” with ‘pat’. Fortunately, because phonemes are the basic building blocks of
spoken language, babies become attuned to the phonemes of their native language in the first
few months of life. However, this sensitivity to the sounds of the phonemes and the
differences between them is not conscious. It is deeply embedded in the sub - intentional

machinery of the language system.

Many of the activities involving rhyme; rhythm, listening, and sounds that have long been
enjoyed by preschool-age children are ideally suited for this purpose. In fact, with this goal in
mind, all such activities can be used effectively toward helping children develop phonemic
awareness which is an important aspect of reading.

There are a number of early activities that seem to influence children’s phonological skills.
For instance, Both Vries and Bus (2009) studied writing the proper name as an activity that
promotes phonetic spelling with the name letter and phonetic sensitivity to this letter.” Their
study showed that the first letter of the name is among the first letters that are written
phonetically when children begin to create invented spellings which in the long run may
influence children’s ability to read.

2.2.2 Book reading
Another activity that may be pivotal for developing precursors of literacy is book reading.

Bus et al. (1995) found that children’s oral language as well as print knowledge benefited
from interaction during and after reading sessions. High quality book reading as well as

frequency of reading may be important factors in supporting basic knowledge of reading.
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Especially older children expand print knowledge via book reading. Lonigan (2006) found
that preschool children were able to significantly expand their print knowledge as a result of
book reading, whereas younger children’s print knowledge hardly benefited from interactive
storybook encounters. One explanation for this might be that kindergarten teachers made
more references to print than preschool teachers and/or those children with some knowledge
of print may have elicited discussion of print features. Alternatively, a storybook itself might
emphasize print and enhance print knowledge by varying font types and sizes, displaying
some utterances in text balloons, or using rhyme and alliterations (Justice and Lankford,
2002). Unfortunately, hardly any information was provided about print-salient features within
the storybooks that were used in the intervention studies. We speculate that children’s ability
to divide their attention between an adult and a book increases with growing experience in
comprehending and interpreting a story’s content. As children grow older, they might have
control of skills to explore and process other features of the printed text, such as single letters,
while listening to and interacting with an adult at the same time, whereas younger children

need to invest all efforts in understanding the story.

Book reading has become a daily routine in most modern western literate families. Assuming
that children acquire knowledge of reading and writing long before formal instruction starts.
Following suggestions of (Sulzby, 1985) One wonders how this prototypical and iconic
aspect of home literacy may contribute to children’s reading development. The child’s
interest in books and joint reading may be rooted in a biologically endowed trait for
exploration of uncharted territories stimulating their development (Grain, Thoreson and
Dale 1992). According to this theory book reading is a by-product of children’s natural
interest in stories and other information. According to the social construction hypothesis book

reading is a socially created interactive activity (Sulzby and Teale 1991). Children to whom
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parents have read books from an early age display more interest in reading books than do
children who lack this early experience.

Books may not be enjoyable and comprehensible for young children without intense help and
support from adults consequently children may almost never encounter solely an oral
rendering of the text. Instead in most cases the words of the author are surrounded by the
social interaction between adult and child. It is in the interactional framework of the family
that the child first learns to handle written language skills. Exposure to books provides a rich
source of linguistic stimulation for the child that may foster literacy development in a unique
way.

Book reading may stimulate text understanding because it supports children’s knowledge of
oral and written language, research in emergent literacy represents a step forward in
recognising the potential continuity of book reading experiences with what children learn
later. In each developmental phase they may use their whole repertoire of knowledge
including the knowledge acquired through joint book reading to make sense of the text
(Sulzby, 1996).

It is assumed that the child’s interest in books and shared reading may reflect early
experiences and joint engagement in books De Beryshe (1993). Parents who start to read
early may evoke children’s interest towards books and literacy which is sustained throughout
the developing years. Indeed there is evidence that children who are frequently read to by
both parents begin at an early age to attend the books and shows initiative for reading

(Lyytinen, Laakso and Poikkens ,1998).

From experimental research it can e derived that dialogic parent- child book reading
stimulates childrens vocabulary ( Whitehurst et al., 1998). During typical shared reading the

adult reads and child the child listens, but in dialogic reading the child learns to become the
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story teller. This, however may not be the case when for parents themselves reading is not a
source of amusement, activities such as story book reading may not be firmly embedded in
family practice and parents may not know how to engage children in reading sessions ( Bus
and Sulzby 1996)

2.2.3 Oral Language

One of the consistent findings in studies and literature is that oral language abilities in early
childhood predict beginning literacy skills such as letter knowledge, name writing and
phonological awareness as well as later reading achievement( Bishop and
Adams, 1990;Chaney,1992; Scaborough,1990). Further studies were done to look at short
term and long range outcomes of preschoolers who were diagnosed (and in most cases
treated) at speech-language clinics e,g (Aram &Hall, 1989; Adams & Bishop 1990) and
nearly all these studies confirmed that preschoolers with language impairments are indeed at

risk of developing reading disabilities as well as oral language difficulties at older ages.

In the same vein, Matafwali (2010) established that oral language is the best predictor of
literacy outcomes in the early stages of schooling and that weakness in language abilities
causes difficulties in acquiring literacy skills. She argued that when the relationship between
oral language and literacy development are well established, then reading difficulties could
be prevented by successfully treating preschool language impairments such that all children
would enter school with sufficient language skills to respond well to high quality literacy

instruction.

Matafwali (2010) recommended that preschool education be an integral part of formal basic
education which needs to be accessible to all children. Furthermore, she contended that

preschool environments must be built on a child’s familiar language in order to enable a
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successful transition into elementary grades. However, the current practice to promote the use
of English is in contrast with the Zambian language policy in primary education and might be
a source of confusion for a majority of children when they enter grade one in public schools.
Here we are especially interested in preschool as a scaffold to learning behavior or executive
functioning. The basic idea is that many young children only benefit from activities such as
book reading and name writing when they are gifted with good working memory, inhibitory
skills, and attention, and perform well because they have better learning behavior or
executive functions which is expected to be done in preschool.

Kegel et al (2009) postulate that Dutch kindergarten children generally engage in literacy-
related activities at home and in school. As a result most children develop some
understanding of letter—sound relationships before formal reading instruction starts in first
grade this however, is not the case for most Zambian children as some children are not

exposed to preschool and even to print even in their homes

Nevertheless, not all children benefit equally from natural stimuli in their environments,
partly as a consequence of poor executive functions. This is true for most countries as it is
known that most children are exposed to print and phonemes before they enter formal
education. However if children have poor executive function those are expected to interfere
with the development of entry-level reading skills. The citation above could be cited as one of

the reasons why certain children perform well on reading tests and others do not.

2.2.4 Executive Functions

The term executive function describes a set of cognitive abilities that control and regulate
other abilities and behaviors. Executive functions are necessary for goal-directed behavior.

They include the ability to initiate and stop actions, to monitor and change behavior as

23



needed, and to plan future behavior when faced with novel tasks and situations. Executive
functions allow us to anticipate outcomes and adapt to changing situations. The ability to
“form concepts and think abstractly is often considered an executive function (Lezak and

Deutsh, 1995)

Diamond et al., (2007) describe as core executive functions skills: (i) inhibitory control
(resisting habits, temptations, or distractions), (ii) working memory (mentally holding and
using information), and (iii) cognitive flexibility adjusting to change. Executive functions can
be difficult to assess. A person with executive function deficits may perform well on tests of
basic attention such as those that simply ask the individual to look at a computer screen and
respond when a particular shape appears, but may have trouble with tasks that require divided
or alternating attention, such as giving a different response depending on the stimulus
presented. Verbal fluency tests that ask people to say a number of words in a certain period of

time can also reveal problems with executive function.

One commonly used test asks individuals to name as many animals or as many words
beginning with a particular letter as they can in one minute. A person with executive function
deficits may find the animal naming task simple, but struggle to name words beginning with a
particular letter, since this task requires people to organize concepts in an unusual way.
Executive functions also influence memory abilities by allowing people to employ strategies
that can help them remember information this is expected to be done in preschool, apparently
the activities needed to stimulate memory are not taught in preschool hence then need to find
out in this research.

Development of executive functioning plays a key role in children developing academic
readiness to attend school (Carlson, 2005). The three types of executive functioning skills can

all be beneficial in a school setting. For example, improved working memory allows a child
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to hold more information for a longer period of time and mentally rehearse the information so
that it can be effectively consolidated into long-term memory. Inhibitory control involves the
ability to see many aspects of a problem instead of being stuck in one frame of mind and also
to remember the complex rules of behaviour in the classroom setting. Finally, attention
shifting allows a student to focus and disengage attention as needed. All these executive
functions are necessary for one to learn to read regardless of whether they have been to

preschool or not.

A study from the NICHD Early Child Care Research Network (2003) showed that preschool
attentiveness predicted math and reading skills in kindergarten-aged children. In addition,
behavioural regulation was linked to higher levels of literacy, vocabulary, and math
(McClelland et al, 2007). Also, children who advanced more in behavioural regulation over
their kindergarten year had greater gains in academic abilities than those who did not. As
children are at an advantage in terms of initial school adjustment and learning to read
(Bierman et al., 2008), the development of executive function is highly related to early

academic success.

The direction of causation in the relationship between executive functioning and academic
skills however, is not certain. On the one hand, some studies have shown that executive
function plays a role in gaining early language and literacy skills, such as identifying letters
automatically and recognizing phonemes, though this role of executive functioning is much
less significant in language than it is in acquiring math skills (Blair and Razza, 2007). On the
other hand, another theory emphasizes verbal skills in the development of executive
functioning; specifically, having difficulty using language to regulate behaviour may be the

reason children have problems with response inhibition (Luria, 1959). Using verbal self-
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instruction may be a crucial part of controlling one’s actions; therefore, it is possible that

inhibitory control can be influenced by verbal skills, instead of the other way around.

Stixrud in a report by Loi Eberle (2010) summarized how problems with skills associated
with executive functioning are responsible for a variety of learning disabilities in reading,
writing, math skills, and content area learning. For example, dysfunctions in working
memory, an important aspect of executive functioning, can cause difficulties in reading
comprehension. Also, poor readers may have trouble suppressing the activation of irrelevant

information

According to Diamond et al. (2007), executive functions are strongly associated with
readiness to school than is intelligence. They state that kindergarten teachers rank skills like
self-discipline and attention controls as more crucial for school readiness than content
knowledge and that executive functions are important for academic achievement throughout
the school years. Working memory and inhibition independently predict math and reading
scores from preschool through to high school. We wonder whether preschool attendance
improves executive functions and children who attended preschool differ in executive

functions from their peers without preschool experience.
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CHAPTER THREE: METHODOLOGY
3.0 INTRODUCTION
This chapter outlines the methods which were used to collect data in this study. It comprises a
section on the research design used, explains the population and sample and sampling
procedure, furthermore, the chapter presents the research instruments, reliability and data
analysis methods as well as ethical considerations that were taken in the study. A section on
the pilot test is also included in this chapter to show the validity of the research instruments
that were used
3.1 Research Design
The research design was a survey using both the quantitative and qualitative methods in
collecting data from teachers and pupils respectively. The mixed method gave the study a
depth which a single approach could not provide. Five schools from Lusaka area were
selected for this study and two groups of children were selected which were those with
preschool and the non-preschool. The survey encompassed the following stages: (1) selecting
schools, (2) selecting and matching per school 10 pupils with and 10 without preschool, (3)
asking consent from teachers for children’s participation in the study, (4) testing reading
skills and executive functions of selected children at the end of grade 1, and (5) interviewing
teachers about pupils’ learning behavior. It should be noted that there were three hypotheses
in this study.
3.2 Target Population and Sample size
The study contrasted grade one pupils with preschool and non-preschool exposure. The study
also included the children’s teachers to test their perception on the differences in reading and

executive function skills between preschool and non-preschool pupils. The target population
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comprised of 5 public schools in Lusaka. The target sample per school was 20 pupils, 10 with
a preschool background and 10 without giving a total of 100 pupils. The pupils age ranged
from 5 to 14. Additionally the study included teachers from the five schools in grade one.
Two teachers per school were involved bringing the total to 10 teachers in the study.

3.3 Sampling Procedure

Five schools from Lusaka district were randomly selected excluding those in very low
density areas and those in very high density areas. The purpose of this sampling procedure
was to accord every child in middle density areas a chance to participate in the study. In
selecting participants, the purposive non probability sampling procedure was applied. This
was because two groups of children were used in the study, 10 pupils from each school
needed to have been to preschool and 10 did not need to information on whether a child had
been to preschool or not was obtained from the childs biographic data as well as the teachers.
The teachers needed to be teaching in grade one. Pupils had to do the interview inventory
first, then the BASAT, Executive function test then the Narrative test. After this teachers were
interviewed and a lesson observation was done. Qualitative data was categorized according
to themes and quantitative data was grouped before analysis. A pilot study was also done
before the actual research.

3.4 Measurement and Reliability

Listed and discussed below are the five instruments that were used to collect data for the
study. When administering each of them, a three step general procedure was followed: (1) the
entry (greetings and explaining purpose, making assurance and seeking permission from them
about the procedure), (2) the main event for collecting data, and (3) the exit which involved
thanking the respondents, giving further assurances, and preparing the respondent(s) for any

additional sessions.
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3.4.1 An Interview Inventory

This was used to generate biographical data of each respondent such as personal details
(name, age, and sex), home possessions, socioeconomic status, whether they had been to
preschool or not. This activity was conducted on each pupil respondent before the other
instruments were administered. It should be noted that this instrument was used before by

Matafwali (2010) and was not modified in any way in this study.

3.4.2 READING TESTS

3.4.2.1 The basic skills assessment tool (BASAT) nyanja version

This is a standardized Zambian instrument prepared by the Ministry of Education (M.o.E,
2003) specifically designed to assess grade 1 and 2 school pupil’s literacy proficiency. This
instrument was also used by Matafwali 2010. However modifications were done on the
instrument as the study did not include grade twos which lead to the removal of the reading

comprehension.

Sub-skills encompass letter knowledge, letter sound knowledge, phonological tasks, syllable
segmentation, initial sound identification and sound blending, reading, writing, reading
comprehension and the digit span which measures the pupils retention of information in the
working memory. The BASAT was administered on all the pupils without other pupils or
teachers being present. It took between 20 and 30 minutes to complete the BASAT tests on

each child.

Alphabetic Knowledge: The letter name task required pupils to give the name of each letter
from a sequence of 26 letters printed in random order on a card that did not conform to the

actual ordering of the alphabet.
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Letter sound knowledge: The letter sound knowledge used the same card that was used on

letter knowledge; the children were asked to say the sound of each letter.

Sound letter knowledge: the same letter card was used, the examiner then pronounced the
sound of each individual letter of the alphabet and the children were asked to identify the
corresponding letters. Chronbach’s alpha reliability for letter knowledge was 0 .99 (n=102)
3.4.2. 2 Phonological processing

Four tasks were used to assess different types of children’s phonological awareness, syllable
segmentation, discriminating of initial and ending sound; and blending. The maximum score

on phonological processing tasks was 29 and the Chronbach’s alpha was 0.95

Syllable segmentation, there were four words consisting of two syllables and three syllables
respectively, The researcher read out the words individually and the child was asked the
number of syllables in each word.

Discriminating initial and ending sound: The task consisted of 20 compound words, pupils
were asked to identify the initial sound in the first 10 words. The last 10 word items assessed
discrimination of ending sounds.

Blending tasks: This task required pupils to combine sound elements to form a word, in each
task the child was expected to sound the letters individually and then put them together to

make a word.

Reading ability: The reading task from the BASAT was utilized; both children with preschool
and non-preschool were asked to read a series of words and two sentences. The categories of
words fell in four groups: two letter words; one syllable word; two syllable words; three

syllable words. Chronbach’s alpha on the reading test was 0 .94
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3.4.2.3 Oral Language abilities test

One test was used to tap language abilities of the pupils

Narrative test: This was used as a measure of expressive vocabulary of the pupils. A picture
was used were pupils had to mention all the items on the picture. The total score on this task
was 30. Chronbach’s alpha was 0.88

3.4.3 Class Observation Checklist

This was used to observe a Nyanja literacy class session in order to assess teacher’s
knowledge and methodology for teaching literacy in grade one. Two teachers from all the
selected schools were observed. The purpose of this observation was to check if pupils have
the necessary executive functions needed to learn reading. It was also used to check if
teachers do activities that enhance reading such as book reading, name writing and if all the
needed materials were available in the class rooms.3.4.4 A Teachers interview schedule
This was used to collect views from grade one teachers on children’s learning behavior and
the NBTL.

3.4.5 EXECUTIVE FUNCTION TESTS

3.4.5.1 A brief preschool rating form: This was used to assess the executive functions
that the children have in order to see if they have the necessary skills needed for learning to
read. The grade teacher who upon saying knew all the children well in the class was given a
form which had different executive function skills namely; inhibition, emotional control,
working memory, shift and plan or organizations. The teacher had to fill in a form that had
negative statements on children’s behavior; those who scored high on this test were classified

as having poor executive functions while those who scored low were classified as having
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good executive function skills since the statements were negative. Cronbach alpha on this
task was 0.89.

3.4.5.2 Stroop-like task (dogs)

Children had to switch rules by responding with an opposite, i.e., saying “blue” to a red dog
and “red” to a blue dog (Beveridge, Jarrold, & Pettit, 2002).

The task consisted of 96 trials distributed over four Conditions, in which demands on
working memory (remembering the name of one or two dogs) and inhibition of the most
obvious response (e.g., saying “blue” to a red dog) varied. Incorrect naming and corrections
were both scored as errors

3.4.5.3 Stroop-like task (opposites)

Children had to respond with the opposite to contrasting pairs of pictures (e.g., saying “fat”
to thin) (based on Berlin & Bohlin, 2002). Incorrect naming and corrections were both scored
as errors. This test measured working memory (memorising the names of the pictures) and

inhibition.

3.4.5.4 Digit Span — The Forward digit span of the BASAT (M.o.E, 2003) was used as a
measure of working memory .The test required the pupils to repeat back series of digits that
are first spoken by the researchers. The number of digits to be repeated increased from two
digits for the first two items to seven for the last test items. The Cronbach alpha on this task
was .92

3.5 Data Analysis

Data from the pupils was analyzed quantitatively using Statistical Package for Social

Sciences (SPSS) to get frequencies, descriptive statistics, group statistics and t-tests.
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Executive function tests were also analyzed quantitative using qui-square tests. Data from the
teachers was analyzed qualitatively using thematic approach.

3.6 Ethical Considerations

The researcher obtained permission from the Provincial Education office in Lusaka. Informed
consent was sought from respondents and the research was explained to the would be
participants. The purpose of the study was explained to the respondents and their teachers
who were also informed that the information to be gathered was purely for academic

purposes. The respondents were also assured of high levels of confidentiality.

3.7 Pilot Test

In order to verify the validity and reliability of the research tools, the tools were tested at
Regiment basic school. Keat (1981), supported the exercise of pre- testing tools, postulating
that pilot testing helps the researcher to redesign his tools in case the researcher does not
seem to get the correct information from the respondents. Pilot testing also provides an
opportunity to the researcher to learn what would be the possible outcome of the study if the

tools were able to elicit the correct responses.

The researcher used purposive non sampling procedure. Purposive non sampling procedure
refers to selecting of respondents with particular characteristics, in this case 10 pupils who
went to preschool and 10 who did not go to preschool were picked from a grade one class.
Information on whether a child had been to preschool or not was obtained from the childs
biographic data as well as the teachers .The researcher explained the purpose of her visit to
the school head and the grade one teacher respectively, with the help of the grade teachers,
the researcher identified 20 pupils from the two grade one classes at the school who took part

in the pilot study.

After collecting and compiling the results, a number of findings emerged. It was observed

that a scoring sheet had to be made for the Narrative test as well as the stroop like task. There
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was also need to change the teacher’s self-administered questionnaire to an interview
schedule. The data collected showed that reading levels in grade one were significantly low

and that there is no difference in reading between preschool and non-preschool pupils.
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CHAPTER FOUR: PRESENTATION OF FINDINGS

4.0 INTRODUCTION
This chapter presents the findings of the study according to the five main objectives. The

following were the objective. To establish whether there was a difference in reading
performance between preschool and non-preschool pupils; to establish if there were
differences in executive skills between preschool and non-preschool pupils; to find out
teacher’s views on reading differences between preschool and non-preschool pupils; to find
out teachers views on the differences in executive skills between preschool and non-
preschool pupils and to assess whether home reading contributes to reading differences
between preschool and non-preschool pupils. Data was collected using test instruments for
pupils and structured interview guides for teachers.

4.1 Social -Economic Background of Pupils

Table 1 below shows the age distribution of the pupils. There were 100 pupil respondents out
of which 61% were in the age range 5- 7 years, while 36% were in the age range 8 - 10; only

3% were in the age range 11 — 14 years. Ten teachers were also interviewed making the

sample 110.
Table 1 : Age of respondents
Frequency per cent
5-7 years 61 61.0
8-10 years 36 36.0
11-14 years 3 3.0
Total 100 100.0

There were 100 pupils in the study, 53 % were female and 47% were male. Out of the 100,
fifty four had been to preschool and 46 had not been to preschool. The study further showed

that 46% of the pupils read at home and 55% did not.
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Figure 1 below shows the books that pupils read at home. According to figure one, 5 pupils
read story books, one pupil read books on child abuse, one pupil read alphabet books, four
pupils read English complementary books, nineteen pupils read grade one books and 13 read
Nyanja books.

Figure 1: Books pupils read
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Figure 2 below shows that out of the 100 pupils who took part in the study 56 spoke Nyanja in

class, 20 spoke both Nyanja and English, 19 spoke only English, 3 spoke Bemba and 2 spoke Soli. This
shows that a good number of children in the first grade do not even know or use Nyanja in their
classrooms.

Figure 2: Language used in the classroom
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36



4.2 PERFORMANCE ON READING TESTS

Table 2 below shows the descriptive statistics on the performance of pupils on the reading
test. All the sub test items are shown. The findings show that on letter knowledge which
includes letter writing, identifying letters and relating letters to sound out of the 100 pupils
who took part. The highest got 26 while the lowest got 0. The average scores were 18.56 for
letter writing, 16.09 for letter identification and 8.22 for relating letters to sound. The
Findings also show that on phonological tasks the highest got 4 and the least got 0. The
average was 0.8. With regards to blending, the highest got 5 and the least got 0 the average
score was 1, 08. On the digit span the highest got 6 and the least got 0 with the average score
being 5.48. With regards to discriminating initial and ending sounds on this test the highest in
the study got twenty and the least got 0. The average was 5.77. With regard to the actual
reading test the highest got 36 and the least got 0. The average score was 2.33 suggesting that
the reading levels among first graders are significantly low.

Table 2: Descriptive Statistics on all variables on reading

Skill Total marks N | Minimum | Maximum | Mean Std.
obtainable Deviation

letter writing 26 100 0 26 | 18.56 9.296
letter identification 26 100 0 26 | 16.09 10.934
letter to sound 26 100 0 26| 8.22 10.968
phonological tasks 4 100 0 4 .87 1.236
blending sounds 5 100 0 5| 1.08 1.733
digit span 6 100 0 6| 548 1.453
discriminating 10 100 0 10| 5.77 3.997
initial and ending

reading test 36 100 0 36| 2.30 4.249
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4.2.1 Differences in reading between preschool and non-preschool pupils

Table 3 below shows that 100 pupils took part in the reading test, the higest got 140 while the
lowest got 0. The average score was 60.05 and the standard deviation was 40.502.

Table 3: Overall performance the reading test

N Minimum | Maximu | Mean Std. Deviation
m
Reading Total 100 0 140 | 60.05 40.502

Table 4 below shows the group statistics among pupils with preschool and non-preschool. It
shows that out of the pupils with preschool the average score on reading was 64.80 while for
the non-preschool the average was 54.36.

Table 4: Group Statistics of performance on reading

N Mean
Reading Grand preschool 54 64.80
Total No preschool 46 54.36

To test if the differences in reading between preschool and non-preschool pupils were
statistically singnificant.An independent sample t-test was conducted on the reading grand
totals. The results were: t = 1.28; df= 97; p> 0.05. This clearly shows that there was no
statistically significant diffrence in reading between preschool and non preschool pupils as
shown in table 5 below.

Table 5: Independent sample t-test on reading

Reading performance Alpha t df | p. value Comment
Equal variances assumed 0.05 1.281 97 | .203 p> 0.05 accept Ho

To further compare predictors of reading between preschool and non- preschool pupils. Table
6 below shows that in the letter writing test the average score among preschool pupils was

20.98 while among the non-preschool it was 15.64. In phonologigal tasks another predictor of

38



reading the average was 0.85 for preschool pupils while it was 0.85 for the non- preschool.
In another predictor of reading, blending sounds to make words, preschool pupils had an
average of 1.11 while the non preschool pupils had an average of 1.04. Lastly table 6 show
that when relating letters to sound, those with preschool had 8.09 while the non-preschool
had 8.37

Table 6: Group Statistics on predictors of reading between preschool and non-preschool pupils

preschool N Mean Std. Deviation
letter writing totals preschool 54 20.98 8.144
Non- preschool 45 15.64 9.833
phonological tasks totals preschool 54 .89 1.093
Non- preschool 46 .85 1.398
blending sounds totals preschool 54 111 1.712
Non- preschool 46 1.04 1.776
letter to sound totals preschool 34 8.09 10.809
Non- preschool 46 837 11.269

To check if the differences in the predictors of reading between preschool and non-preschool
were statistically different, an independent sample t test was done. According to table 7
below the results on letter writing shows that there was a statistically significant difference in
letter writing. However no significant difference was observed on phonological tasks,
blending and relating letters to sound.

Table 7: Independent sample t test on predictors of reading between preschool and non-

Preschool pupils

Alpha | t df P value | comment
Letter writing 0.05 |2.904 | 85.488 | 0.005 P<0.05; reject Ho
Phonological tasks | 0.05 | 0.162 | 84.602 | 0.872 P>0.05 accept Ho
Blending 0.05 |[0.194 |98 0.847 P>0.05 accept Hy
Letter to sound 0.05 |[0.125 |0.901 |0.834 P>0.05 accept Hy

Table 8 below shows the descriptive statistics on the vocabulary test that was conducted in

the study, the highest score on the test was 29 and the lowest was 3.
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Table 8 : Descriptive Statistics on vocabulary test

N Total Marks Minimum | Maxim Mean

Obtainable um
vocabulary test grand | /100 30 3 29 18.02
total
Valid N (listwise) 100

Table 9 below shows that 54 pupils with preschool took part in the vocabulary test the
average among them was 18.44 while among the 46non- preschool the average was 17.52

Table 9: Group Statistics on vocabulary test

N Mean
vocabulary test grand total | Preschool 54 18.44
No preschool 46 17.52

To test if the difference in vocabulary between preschool and non-preschool pupils was
significant, a t-test was done on a vocabulary test. Table 10 below show that t = 0.711; df=
98; p > 0.05 therefore showing that there was no statistically significant difference in the

vocabulary performance between preschool and non- preschool pupils.

Table 10: t-test results on vocabulary

vocabulary test grand total | F | Sig. | t | df | p. value | Comment
Equal variances assumed | .041 | .839 | .711 { 98 | 0.479 p>0.05 accept Hy
Equal Variance not assumed

708 | 94 | 0.480

4.2.2 How home reading contributes to reading differences between preschodl and non-
preschool pupils

Table 11 below shows that there were 100 pupils in the study out of which 54% had preschool
and 46% were non-preschool. Out of the preschool pupils 29 % read at home while 16% out of

the non-preschool read at home. The table also shows that there was no an association between
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being to prechool and reading at home as it clearly shows that 29% preschool pupils read st
home as opposed to 16% without preschool..

Table 11: Child reads at home vs. Child has a preschool background

Child has a preschool background Total
Preschool No preschool
Child reads at home | no 25% 30% 55
yes 29% 16% 45
Total 54% 46% 100%

Figure 3 below shows that out of the pupils who read at home 36% reported to have been
helped by mothers; 17% were helped by their father, 11% by their aunties, and 3% by uncles,
11 %by sisters 17% by brother and 2% by friends.

Figure 3: Who helps the child to read at home?
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Table 12 below shows the group statistics on the reading test between pupils who read at
home and those who did not read at home. It shows that the average score was 46.67 among
those who did not read at home while it was 76.11 among those who read at home.

Table 12: Group Statistics on children who read at home and those who did not

N Mean Std. Deviation
BASAT Grand Total | Did not read at home 54 46.67 36.187
Read at home 45 76.11 39.909

To test if there was a statistically significant difference in reading between pupils who read at

home and those who did not. A t- test was done as shown in table 13 below, t=-3.847; df =97;
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Table 12 below shows the group statistics on the reading test between pupils who read at
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those who did not read at home while it was 76.11 among those who read at home.
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home and those who did not. A t- test was done as shown in table 13 below, t=-3.847; df =97,
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p. <0. 05 showing that indeed there were differences in reading between pupils who read at
home and those who did not. The finding suggested that pupils who read at home performed
better than those who did not read at home regardless of whether they had been to preschool
or not.

Table 13: T-test on children who read at home and those who do not read

BASSAT Grand Total t df | P.value Comment
Equal variances not assumed | -3.813 | 89.909 | 0.001 P <0.05 reject Ho

4.3 PERFORMANCE ON EXECUTIVE FUNCTION SKILLS

4.3.1 Differences in executive function skills between preschool and non-preschool
pupils

Table 14 below shows cross tabulations on all the executive function skills that were assessed
in the study. In the table the lower the score the better the executive skills as the statements
that were given were negative. On inhibition skills 10% preschool and 12% non- preschool
got between 1 and 16 while 44% preschool and 34% non- preschool got between 17 and 48.
When tested on the ability to shift from one activity to another 45% preschool and 33% non-
preschool scored between 1 and 17 while 9% preschool and 13% non- preschool scored
between 18 and 30. On another executive function skill emotional control 20% preschool and
15% non- preschool scored between 1 and 15 while 36% preschool and 31% non- preschool
scored between 16 and 30. The last executive skill was working memory were 25% preschool
and 24% non preschool scored between 1 and 25 while 29% preschool and 22% non

preschool scored between 26 and 51.
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Table 14: Cross tabulation on all the executive function skills between preschool and non-

preschool pupils

Executive Function Total
skill Preschool Non-preschool
Inhibition 1-16 count | 10 % 12 % 22%
categories 17-48 count | 44% 34% 78%
Total 54% 46% 100%
Shift categories 1-17 count | 45% 33% 78%
18-30 9% 13% 22%
Total 54% 46% 100%
Emotional control 1-15 count | 20% 15% 35%
categories 16-30 count | 34% 31% 65%
Total 54% 46% 100%
Working memory 1-25 count | 25% 24% 49%
categories 26-51 count | 29% 22% 51%
Total 54% 46% 100%

Table 15 below shows the results of the Chi-square tests that were run on all the executive
function skills that were assessed in the study. According to table 15 the p values on all the

skills were above 0.05 showing that there were no statistically significant differences in

executive function skills between preschool and non-preschool pupils.

Table 15: chi-square test on all executive function skills between pupils with and without

preschool
Executive function skills X2 df p. value | Comment
Inhibition skill 0.829 | 1 0.363 p> 0.05 accept Hy

Shift from one activity to another | 2.554 | 1 0.110 p> 0.05 accept Hy

Emotional control 0.044 | 1 0.834 P> 0.05 accept Hy

Working memory 0.468 | 1 0.494 p>0.05 accept HO

Table 16 below shows the correlations that were recorded between executive
functions and being able to read better. According to table 16, pupils who had poor
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