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Summary of Findings

Introduction
Findings reported here are from the second year of a longitudinal study of the Georgia Prekindergarten Program
(Pre-K) conducted by staff of the Applied Research Center at Georgia State University. The study, which is being
funded by the Office of School Readiness, is designed to follow a sample of Pre-K children through their school
careers to study the effects of Pre-K on future educational success. For the second year of the study, 3,201
children were followed into 1,672 kindergarten classes. Sources of data for this year of the study included
surveys of teachers and parents, as well as on-site visits to a random sample of classrooms.

Students’ Readiness for Kindergarten
Kindergarten teachers were asked about the impact of Pre-K on students’ readiness for kindergarten. Majorities
of teachers believed their students were better prepared as a result of the Pre-K program in seven out of eight
skill areas, including pre-reading and pre-math skills, fine and gross motor development, independence and
initiative, and interacting with adults and other children.  For example, 60% of teachers thought students were
better prepared in the area of pre-reading, and 58% of teachers thought students were better prepared with
regard to pre-math as a result of Pre-K. In the area of social skills development, majorities of teachers believed
that students were better prepared with regard to their interactions with other children (68%) and interactions with
adults (70%). However, 21% of teachers believed that students were less prepared in terms of appropriate
classroom behavior as a result of Pre-K, but again, a plurality (45%) thought students were better prepared in
terms of classroom behavior.

In addition, about one-quarter of teachers sampled believed that they were able to do more pre-reading and pre-
math instruction as a result of Pre-K. Twenty-six percent of teachers said they could employ more pre-reading
instruction, and 23% of teachers said they were able to use more math instruction in the classroom due to the
Pre-K program. Teachers were also asked about the “readiness” of their students at the start of kindergarten.
Using a seven-point scale of readiness, where one equaled extraordinarily poor and 7 equaled extraordinarily
good, 64% of students were rated at a five or higher, indicating that they were prepared at a “good” or higher
level when they started kindergarten.

Teachers’ Beliefs and Practices
Pre-K teachers in the first year of the study and kindergarten teachers in the second year of the study were
asked about their beliefs and practices with regard to early childhood education. When comparing results from
year one with results from this year, findings reveal that Pre-K teachers reported more child-centered beliefs and
practices than kindergarten teachers. For example, Pre-K teachers were more inclined than kindergarten
teachers to believe the most important goal of their program is social and emotional growth, and were also more
likely than kindergarten teachers to report that their classes were most effective in fostering social and emotional
growth. The only area for which Pre-K and kindergarten teachers’ beliefs and practices were about the same was
the learning format of the classroom. Both Pre-K and kindergarten teachers believed that a combination of a
group-oriented and individualized one-to-one approach was most desirable, and both groups said they
incorporated these beliefs in their classrooms.

Based on responses to the beliefs and practices items, teachers were categorized as one of three teaching
styles: academically directed, child-centered, or middle-of-the-road.  A middle-of-the-road teaching style
incorporates some of both an academic and a child-centered approach. Table 1 shows the breakout of teachers
in the Pre-K and kindergarten years by the teaching styles they employed.  As seen in the table, 42% of
kindergarten teachers used a child-centered teaching style. This is slightly lower than what was found in the
Pre-K year.  About half of Pre-K teachers (49%) were categorized as having a child-centered teaching style. A
larger percentage of teachers in the kindergarten year were classified as using a middle-of-the-road teaching
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approach than there were in the Pre-K year; a middle-of-the-road teaching style categorized 38% of kindergarten
teachers, as compared with 24% of Pre-K teachers.

Table 1. Frequency Distribution of Pre-K and Kindergarten Teachers into Three Teaching Styles

Teaching Style Cluster Membership
Pre-K K

n % n %
Level 1- Academically Directed (AD) 47 27 221 20

Level 2 - Middle-of-the-Road (MR) 43 24 417 38

Level 3 - Child-Centered (CC) 86 49 462 42
Total sample size 176 100 1100 100

Student Ratings in Kindergarten
Kindergarten teachers were asked to rate their former Pre-K students on 15 different skill areas at the beginning
and end of the school year. These skill areas were grouped into three sub-areas: communication, behavior, and
academic skills. As shown in Table 2, students made gains in all three of the skill areas by the spring of the
kindergarten year. Using a 7-point rating scale, the largest gain was in academic skills, as teachers rated their
students almost one half of a point higher by the end of the school year.

Table 2. Means and Gains for Three Sub-area Skill Ratings During the Kindergarten Year

Skill Sub-area

Fall, 1997
(n = 2,357)

Mean

Spring, 1998
(n = 2,189)

Mean
Fall to Spring

Mean Gain

Communication 4.88 5.12 +.24

Behavior 4.73 4.93 +.20

Academic Skills 4.52 5.00 +.48

Impact on Pre-K on Student Level Outcomes
The impacts of differences in Pre-K programs on several student level outcomes were investigated in this year of
the study. These outcomes, collected through ratings of kindergarten teachers, include: (a) readiness for
kindergarten, judged at the beginning of the year; (b) ratings in 15 skill areas at the beginning of the kindergarten
year; (c) ratings in the same 15 skill areas at the end of the kindergarten year; and (d) readiness for first grade,
rated at the end of the kindergarten year. In addition, summed scores on the Georgia Kindergarten Assessment
Program (GKAP) also were used as an outcome variable.  These variables were examined in an effort to identify
what child, family, and Pre-K program characteristics lead to higher outcomes for children.

Several factors were examined to determine their effect, if any, on the outcomes of Pre-K.  These were: (a) the
family background of the student; (b) the teaching style (academically directed, middle-of-the-road, or child-
centered) of the student's Pre-K teacher, and (c) the nine possible combinations of teaching styles experienced
by the student from the Pre-K year to the kindergarten year (e.g., academically directed Pre-K class followed by
a middle-of-the-road kindergarten class, or child-centered classes in both Pre-K and kindergarten years, etc.).
Family background had a large impact on skill ratings at the beginning of Pre-K.  A statistical method was used to
control for the effects of family background and patterns of selection on all of the findings presented below.

Readiness for Kindergarten
• Students with higher beginning of the Pre-K year skill ratings were judged by their kindergarten teachers to

be more ready for kindergarten.
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• Students who had child-centered (as opposed to academically directed or middle-of-the-road) Pre-K teachers
were considered by their kindergarten teachers to be more ready for kindergarten.

Ratings at the Beginning of the Kindergarten Year
• Consistent with the above finding, students coming from Pre-K classes that were child-centered were more

likely than others to have higher beginning of the year ratings in kindergarten.

• Findings reveal that children taught by child-centered teachers were rated higher in all three sub-areas
(communication, behavior, and academic skills), suggesting that a child-centered teaching style had a
consistently positive impact on all skill sub-areas.

Ratings at the End of the Kindergarten Year
• Findings suggest that certain combinations of teaching styles over the Pre-K and kindergarten school years

are more or less beneficial to the student’s progress. As supported in the literature, the best combination
resulting from the analyses is when students had teachers in both the Pre-K and kindergarten years who
used child-centered teaching styles.

• On the other hand, the least beneficial combination was when students had academically directed teachers
in Pre-K and then transitioned into a kindergarten class with a teacher who used a middle-of-the-road
teaching style. Furthermore, children who had either an academically directed or a middle-of-the-road Pre-K
experience were consistently rated lower than children from child-centered classes, regardless of their
kindergarten teacher’s teaching style.

Readiness for First Grade
• In line with previous findings, students who had child-centered Pre-K teachers had higher first grade

readiness ratings than those who had academically directed or middle-of-the-road teachers in Pre-K.

GKAP
• Results indicate that children who had Pre-K teachers who were either academically directed or middle-of-

the-road, and then transitioned into middle-of-the-road kindergarten classrooms had the lowest summed
scores on the five GKAP capabilities.

Parent Surveys
A telephone survey was conducted with the parents of students in our sample at the end of the kindergarten
year. Similar to the findings from last year’s parental survey regarding Pre-K, parents were overwhelmingly
happy with their child’s kindergarten experience. For instance, 83% of parents agreed or strongly agreed that
their child has progressed in school faster as a result of being enrolled in Pre-K last year. Regarding the main
purpose of kindergarten, most parents believe that it should have an academic focus. When given the following
statement, kindergarten should focus on academics, such as reading and math, 75% either agreed or strongly
agreed.

Conclusion
A child-centered approach to teaching seems to be most beneficial for students. Overall, findings reveal that the
Pre-K classroom arrangement that promotes the best outcomes by the kindergarten year is one in which the
teacher uses a child-centered teaching style. Indeed, the best combination of classes from the Pre-K year to the
kindergarten year is when students have child-centered Pre-K classrooms and then transition into child-centered
kindergarten classes. On the other hand, some combinations in particular are not as beneficial to children; these
include transitioning from an academically directed Pre-K class into either a child-centered or middle-of-the-road
kindergarten class, or experiencing a middle-of-the-road teaching approach in both years. Prior research has
shown the need for caution in assuming these results will persist in the future.

Because it appears that children who participate in a child-centered Pre-K program do better in kindergarten
regardless of their kindergarten teacher’s pedagogical approach, an interest was to uncover what distinguishes a
child-centered Pre-K teacher. Results suggest that it could be “practicing what you preach,” as child-centered
Pre-K teachers were more likely than other teachers to report practicing developmentally appropriate activities in
their classrooms.
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A similar analysis was conducted to determine what distinguishes a middle-of-the-road kindergarten teacher
since children in these classes were rated consistently lower on the skills and readiness items. Findings reveal
that teachers who do not “practice what they preach,” as well as teachers who are less influenced by principals,
were more likely to be categorized as having a middle-of-the-road teaching approach.

Methods
This longitudinal study began in the 1996-97 school year. A randomly selected sample of 207 classes, containing
3,692 children were followed in the first year of the study. In the second year of the study, 3,201 (87%) of the
original sample of children were located in 1,672 kindergarten classes across Georgia. Methods used to gather
information on teachers, principals, classrooms, students and parents ranged from telephone surveys to on-site
observations. Some analyses were based on smaller sub-samples of classrooms or teachers.
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Introduction to Pre-K Longitudinal Study
The Georgia Prekindergarten Program was established in 1993 to provide Georgia’s four-year-
old children with high quality preschool experiences.  This educational initiative, funded by the
Georgia Lottery for Education, currently serves over 60,000 children each school year.  The
goal of every Georgia Prekindergarten (Pre-K) classroom is to provide young children with the
learning experiences they need in order to prepare for kindergarten.

The Applied Research Center at Georgia State University recently completed its second year of
a longitudinal study of the Georgia Pre-K program.  The evaluation, which is being funded by
the Office of School Readiness, is designed to follow a sample of Pre-K children through their
school careers to study the effects of Pre-K on future educational success.  In addition, the
study should contribute to our understanding of how young children develop and benefit from
various educational experiences.  The purposes of the second year of the study are to:
1) document kindergarten experiences to determine the extent to which they influence the
effects of Pre-K, 2) assess the impact of different types of Pre-K services, and 3) compare
parental involvement and experiences of Pre-K and kindergarten years.

This report contains findings from the second year of the evaluation effort.  The Pre-K children
from the first year’s original sample were enrolled in kindergarten classes across the state for
the 1997-1998 school year.  Data collection methods included written surveys for principals and
kindergarten teachers, teacher ratings of students, actual classroom observations, and
telephone surveys with parents of the children in the study.  Results from the evaluation are
presented in the following three main areas: 1) the kindergarten classroom experience,
including changes in the teaching and learning process at the kindergarten level associated with
the impact of the prekindergarten program, and the developmental appropriateness of the
kindergarten experience, 2) student progress in the kindergarten year, including the academic,
social and behavioral domains, and 3) parental perceptions of their child’s educational
experience, as well as expectations for their child’s future educational attainment.  Results from
the first year’s evaluation are available by accessing the Applied Research Center’s webpage at
www.cspweb.gsu.edu.

Background On Kindergarten Year Sample
Data collection efforts for the second year of the evaluation began by attempting to locate the
3,692 children from the original Pre-K sample of 207 classrooms.  For a detailed description of
the location process, see the Sampling and Tracking section in Appendix A.  As a result of the
location process, what began as 207 Pre-K classrooms in the first year’s study resulted in 1,672
kindergarten classrooms for the 3,201children in the study who were located.  The total number
of kindergarten children located for the second year includes any child who was confirmed in a
kindergarten class within the state of Georgia during the school year.  Subsequently, this
number fluctuated throughout the project year due to children moving out of the state or
transferring to other schools within the state.  Table 1 displays the breakdown of classes and
children by organization type and region for the prekindergarten and the kindergarten years.
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Table 1.  Number of Classes and Children in Pre-K Sample and Kindergarten Sample

Pre-K Year 1 (FY97) Kindergarten Year 2 (FY98)
Classes

N (%)
Children

N (%)
Classes

N (%)
Children

N (%)
Organization Type
Local School System 84 (41) 1516 (41) 1634 (98) 3154 (99)
Private School* 123 (59) 2176 (59) 38 (02) 47 (01)
Total 207 3692 1672 3201

Region
North Georgia 27 (13) 508 (14) 239 (14) 482 (15)
Metro Atlanta 101 (49) 1776 (48) 814 (49) 1418 (44)
Southwest Georgia 30 (15) 539 (15) 242 (15) 498 (16)
Southeast Georgia 30 (15) 533 (14) 229 (14) 477 (15)
South Georgia 19 (09) 336 (09) 147 (09) 326 (10)
Total 207 3692 1672 3201
Note:  Private schools include Private for Profit, Private Non-Profit, and other non-public schools.

As shown in Table 1, there are some differences from the prekindergarten year to the
kindergarten year for the distribution of classrooms and children across organization type.  For
purposes of this study, private schools are those entities that are not affiliated directly with the
public or local school system, such as church-related programs, military or college-based
programs, For-Profit organizations, and other Not-For-Profit organizations such as Head Start.
Whereas the majority of children in the first year of the study attended prekindergarten
programs in the private sector (59%), almost all of these children attended kindergarten classes
in the local school system in the second year of the study (99%).  This is not surprising, though,
since Georgia Pre-K is relatively free to its participants regardless of public or private affiliation.
Once children exit the Pre-K program and enter kindergarten, they are subject to fees that a
private organization may apply to its enrollees.

The regional distribution of classrooms and children does not vary much from the
prekindergarten year to the kindergarten year.  For the most part, the percentages remain
unchanged across regions, with about half of the children attending kindergarten programs in
the Metro Atlanta area (44%).  The North Georgia, Southwest Georgia and Southeast Georgia
regions follow with approximately 15% each of the total population.  The South Georgia region
has the lowest representation of children in the study with 10% of the sample population.  This
distribution is likely affected by the fact that entities participating in the Georgia Prekindergarten
Program are selected based not only on numerous program qualities, but also on an
assessment of need in the county.  Given this, it follows that the Metro Atlanta area would have
the largest representation of children in the study and more rural areas the smallest
representation since our sample was representative of the total prekindergarten classroom
program distribution.  Figure 1 shows which counties make up each of the five regions.
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Figure 1.  Counties assigned to five regions of Georgia.

1 =  North Georgia

2 =  Metro Atlanta

3 =  Southwest Georgia

4 =  Southeast Georgia

5 =  South Georgia
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There were approximately 500 children who participated in the Pre-K year, but who were not
located in the second year of the study (n = 491).  A review of the differences between children
who were and were not followed was conducted to determine if the attrition rate was biased with
respect to certain characteristics of the two groups of children.  Looking across the two years of
data collection, where 87% of the original sample were located in the second year of the study,
there were no differences that were sufficiently pronounced to indicate problems.  A more
thorough analysis over the next few years will determine whether attrition bias is a problem.

The Kindergarten Classroom Experience
One of the objectives of the longitudinal study for the second year focused on determining what
the kindergarten experience was like for the students in the study.  Various methods were used
to gather information about the kindergarten classrooms, including surveys with kindergarten
teachers about their beliefs and practices regarding early childhood education.  Additionally,
surveys measured the extent to which kindergarten teachers felt that the teaching and learning
processes had changed as a result of the prekindergarten program.  Classroom observations
were conducted for a sub-sample of kindergarten teachers using an instrument that assessed
the quality of the classroom environment.

Data gathered from elementary school principals contributed to our view of the kindergarten
experience from a school level perspective.  Principals were surveyed about their beliefs on
early childhood education based on the idea that higher administrative personnel may influence
the school environment and subsequently the classroom.  The principal and the kindergarten
teachers’ data were analyzed separately and in comparison with the information collected
during the Pre-K year.  Analyses focused on assessing the quality of the kindergarten
experience, as well as the impact that Pre-K may have had on the children’s experiences.

The total number of kindergarten classrooms varied throughout the school year due to the
mobility of the children.  Some children began the school year in one class, but either
transferred mid-year to another classroom in the same school or transferred to another
elementary school.  Other children simply moved out of the state.  For these and similar
reasons, the total number of classrooms included in certain types of analysis varies depending
on the time during the school year that the data was collected.  Also due to the large number of
classrooms, some analysis contains only a sub-sample of kindergarten classrooms.

Educational Background and Experience of Kindergarten Teachers

Level of education and other background characteristics on kindergarten teachers were
collected from a random sub-sample of teachers in our study (n = 510).  Based on this sub-
sample, the largest number of teachers (53%) had a Master’s degree or more education.  An
additional 28% of teachers were college graduates, and 19% had completed some graduate
school. In terms of credentials, 86% of teachers had certification in early childhood education,
and 96% had clear, renewable certificates.  The number of years these teachers had taught
Pre-K or kindergarten ranged from 1 year to 38 years (only one teacher).  The average number
of years of teaching experience in Pre-K or kindergarten was 9 years.  Nine percent of the
respondents were first year teachers.

The Teaching and Learning Process

An important aspect of the kindergarten experience for students is the teaching and learning
process employed by teachers.  For instance, it is worthwhile to uncover teachers’ opinions
about the relative importance of various skills, as well as the perceived impact of Pre-K on the
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way that kindergarten teachers conduct their classes.  It is also important to know the
characteristics of the classroom that might make the teaching and learning process more or less
smooth.  First, some characteristics of the classrooms are presented, such as the hours per
week of teacher assistance and the presence of computers.  Then, teachers’ opinions about the
impact of the Pre-K program on their teaching are discussed.

A. Characteristics of Classrooms

A large part of the teaching and learning process is dependent on the number of students
enrolled in the class.  Of the sub-sample of teachers surveyed, class size ranged from 10
students to 29 students, and the mean number of students per class was 22.  In terms of
classroom turnover, the largest percentage of teachers (23%) had only two children transfer out
of their classrooms during the school year, and an equal number of teachers had two children
transfer into their classroom during the school year.

Teachers had para-professionals present in their classrooms for an average of 29 hours per
week.  However, the average amount of time that parents volunteered in a typical week was 2
hours.  A little over half of the kindergarten teachers sampled (55%) said there was a lottery-
funded Pre-K program at their school during the 1996-1997 school year.  In addition, teachers
reported that an average of 8 children per class participated in a lottery-funded Pre-K program
in the previous year, either at the same school or at another location.

An overwhelming majority of kindergarten teachers had computers available for their students,
and many teachers had them present in the classrooms.  Ninety-eight percent of teachers
surveyed said computers were available, and 91% of these teachers said the computers were in
the classrooms.  Fifty-two percent of teachers said a computer lab was available to students.  In
almost all cases (95%), all students in the classes had access to these computers.  The
average amount of time per week that students had access to computers was approximately 4
hours.  Teachers were also asked the amount of time per day, excluding outdoor recess, in
which students were allowed to select the activities, materials, and companions with which they
could play.  Findings revealed that child-selected play was a daily occurrence in the
kindergarten school day, as the average amount of time spent in child-selected play was just
over one hour per day (72 minutes per day).

When asked how much flexibility teachers believed they had in deciding their curricula from day
to day, the largest percentage of teachers (35%) said they had very much flexibility.  Thirty-one
percent of teachers said they had much flexibility, and 28% of teachers had some flexibility.
Only 5% of teachers reported slight flexibility, and the remaining 2% said they had almost none.

Teachers were asked the degree to which different sources influenced their kindergarten
program.  From a list of eight items, teachers rated the kindergarten curriculum as being the
most influential on their programs, with 65% of teachers saying it was very influential.  The next
strongest influence on kindergarten teachers was school system policies, such as rules about
class size or para-professionals.  Fifty-one percent of teachers said policies were very influential
on their programs.  The remaining sources of influence were ordered in the following way,
based on percentages of teachers who rated them as very influential: other kindergarten
teachers, principals, the first grade curriculum, achievement testing (i.e., Georgia Kindergarten
Assessment Program), parents, and first grade teachers.  Figure 2 displays these eight sources
of influence with the percentage of teachers who rated them as very influential.
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Figure 2. Sources of influence on kindergarten programs rated as very influential by
teachers (n = 507).

B. Impact of Pre-K on Kindergarten Instruction

Teachers were asked a series of questions regarding the effect that the Pre-K program has had
on their teaching methods.  When asked if the presence of Pre-K students had enabled them to
change their instructional methods, teachers were about split, with 44% of teachers agreeing to
this item and 57% believing that Pre-K students had not changed how they teach.  Teachers
were also asked a series of questions about the impact of Pre-K on the preparedness of their
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Table 2.  As seen, for seven out of the eight areas the majority of the teachers were likely to
believe the students were better prepared as a result of Pre-K.  The only item that differed
slightly was with regard to appropriate classroom behavior, where a significant number of
teachers (21%) believed that students were less prepared as a result of Pre-K.  However,
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Related to the results presented in Table 2, teachers were also asked how important they
considered the above skill areas with regard to their kindergarten program.  On a scale where 1
meant not at all important and 5 meant very important, teachers were asked to rate the
importance of each of the eight areas.  Once again, responses of 1 and 2, as well as 4 and 5,
were collapsed to make three categories in total.  Table 3 presents the results for these items.
As shown in the table, an overwhelming majority of teachers rated all eight skills with a 4 or a 5,
indicating that they were very important.  Interestingly, the last two items, interacting with other
children and interacting with adults, were two areas that teachers rated extremely high, with
percentages of 99% and 97%, respectively, in the very important category.  As previously seen
in Table 2, these two skill areas are the ones for which teachers thought their students were
best prepared as a result of Pre-K.

Table 3. Importance of Eight Skill Areas in the Kindergarten Program (n = 508)

Skill Areas Not Important Neutral Very Important
Pre-reading skills development 2% 4%    95%
Pre-math skills development 2 5 94
Appropriate classroom behavior 0.4 3 97
Fine motor skills development 1 10 89
Gross motor skills development 0.8 9 91
Independence and initiative 0.4 6 94
Interacting with other children 0.2 1 99
Interacting with adults 0.6 2 97

A final set of questions related to the perceived impact of Pre-K.  Teachers were given six
activities and asked if they do more, less, or about the same of these activities as a result of
Pre-K.  Findings indicate the majorities of teachers do about the same amount of all six
activities, indicating that the Pre-K program had not had a large impact on the frequency of
these activities.  Table 4 lists the six activities and the percentages of teachers responding in
each of the three categories.

Table 4. Activities and How Often they Take Place in the Classroom as a Result of
Pre-K (n = 468)

Activities More About the same Less
Individualized instruction    12%    79%    9%
Whole class instruction 12 82 5
Small group instruction 19 78 3
Work with manipulatives 16 80 3
Pre-reading instruction 26 68 5
Pre-math instruction 23 71 5

Developmentally Appropriate Practice

For purposes of this report, the definition of developmentally appropriate practice was adopted
from a position statement issued by the National Association for the Education of Young
Children (NAEYC) in collaboration with child development experts (Bradekamp & Copple,
1997).  Using this definition, developmentally appropriate practice refers to making decisions
about teaching young children while keeping in mind the following three pieces of information:



8 - Prekindergarten Longitudinal Study 1997-1998

Applied Research Center

1) knowledge of child development, 2) knowledge of and responsiveness to individual
differences, and 3) knowledge of the role that children’s social and cultural contexts play in
development and learning.  Based on these guidelines, classrooms that adhere to this
philosophy would be characterized as child-centered, organized around children’s interests, and
filled with hands-on experiences led by a teacher who is more of a facilitator of learning than a
didactic instructor (Charlesworth, 1998; Hart, Burts, & Charlesworth, 1997).

Studies have concluded that classrooms adhering to developmentally appropriate guidelines are
more likely to foster healthy learning and development among young children (Clarke-Stewart &
Gruber, 1984; Cost, Quality & Child Outcomes Team, 1995; Howes & Olenick, 1986;
McCartney, 1984; Phillips & Howes, 1987).  While many studies have focused on the preschool
environment, the kindergarten classroom can be seen as an extension of the child’s educational
experience from preschool, and is in many cases the child’s first contact with a structured
educational environment.  Therefore, the quality of the kindergarten classroom should be
examined with similar criteria in mind.  Several studies have documented the relationship
between quality of kindergarten experiences and children’s healthy development (Bryant,
Clifford, & Peisner, 1991; Burts et al., 1993; Burts et al., 1992).

In our efforts to determine the quality of the children’s educational experiences, we examined
several aspects of the kindergarten classroom.  Kindergarten teachers’ beliefs about early
childhood education and teaching styles, as well as their reported classroom practices, were
investigated.  Similar information about what should occur in a kindergarten classroom was
collected from elementary school principals.  And, for a selection of kindergarten classrooms,
observations were conducted that measured the degree of developmental appropriateness
within the classroom and school environment.  The purpose of our methods is not to endorse a
particular pattern of responses, but to report the patterns and to use these patterns in future
analysis to see if they modify the effects of Pre-K.  For example, do certain levels of child-
centered practice influence the outcomes of students who participated in the Pre-K program?
The following section reviews the extent to which these and other related areas may be
influencing children’s learning.

A. Beliefs and Practices of Kindergarten Teachers (Teacher-Directed vs. Child-Centered)

Kindergarten teachers were surveyed on their beliefs and practices regarding early childhood
education.  Although certain situations and factors may influence the extent to which teachers
can implement their beliefs, valuable insight into classroom practices may be gained by asking
teachers their beliefs about education (Stipek, Daniels, Galluzzo, & Milburn, 1992).

To understand the guiding theory that determines teachers’ decisions in planning,
teaching, and assessing, we need to understand what teachers believe to be important
and what they believe to be not important. (Charlesworth et al., 1993, 256).

Results from our study show that kindergarten teachers are balancing their beliefs and practices
with a combination of child-centered and teacher-directed ideas in many areas, including their
interpretation of the overall developmental goal of kindergarten.

Using an adaptation of the Pre-K Survey of Beliefs and Practices (Marcon, 1992; Marcon,
1994), kindergarten teachers’ different approaches to teaching young children were assessed.
This brief survey consists of seven statements regarding teachers’ beliefs about early childhood
education alternating with seven corresponding statements reflecting actual classroom
practices.  For each item, respondents answered on a scale that represents a continuum of
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ideas, ranging from academically directed (teacher-directed) to child-centered approaches.  We
modified the survey response format by asking teachers to circle a number on a scale from one
to ten that best represented their concept of early childhood education.  Similar to the original
scale, each end of the continuum for every item is anchored by a descriptive phrase that
represents one of two types of opposing pedagogical thought.  Unlike the original survey, we
added the phrase middle-of-the-road to the area on the scale between the two discrepant ends
of the continuum; this area is represented by the number five within the range of one (more
teacher-directed response) to ten (more child-centered response).  The title of the survey was
also modified to Teacher Survey of Beliefs and Practices.

For purposes of this report, unless otherwise stated, middle-of-the-road ratings are considered
those that fall between four and seven, inclusive.  The more child-centered ratings fall eight and
above, while the more academically directed ratings fall three and below.  Because the scale is
an even ten points, it is not possible to divide evenly the three categories used to describe
teaching approaches.  A decision was made to include four response choices in the middle-of-
the-road category, leaving three response choices in both the child-centered and academically
directed categories.  This partitioning seems to allow for the most logical and informative
interpretation of the teachers’ responses, even though it is slightly conservative in identifying the
two opposing ideas of pedagogical thought.

Of the 1,652 kindergarten teachers mailed a Teacher Survey of Beliefs and Practices, 1,154
returned the completed survey for a response rate of 70%.  With a few exceptions, the majority
of kindergarten teachers gave middle-of-the-road ratings to both beliefs and practices items.
However, on a number of items, kindergarten teachers’ responses leaned slightly toward the
child-centered end of the continuum.  Along these lines, teachers’ beliefs seem to reflect their
classroom practices, as evidenced by statistical correlations between corresponding beliefs and
practices items ranging from .683** to .877**1.  Where there were discrepancies, teachers were
much more likely to indicate that they endorse child-centered practices than employ them.
Table 5 illustrates the frequency distribution of kindergarten teachers’ responses to the fourteen
items.

                                        
1 Correlations are significant at p < .01 (2-tailed).
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Table 5. Percent of Kindergarten Teachers Responding to Beliefs and Practices Survey
Items by Category (n = 1,154)

RESPONSE SCALE

SURVEY ITEMS
Academically

Directed
(%)

Middle-of-the-Road
(%)

Child-Centered
(%)

I believe the most important
developmental goal of kindergarten is: 7 77 15

Academic
Preparation

Social & Emotional
Growth

My kindergarten classroom is most
effective in fostering: 11 81 9

I believe that kindergarten children
learn best through: 0 42 57

Direct Instruction Active Experience
Children in my kindergarten classroom
are learning predominantly through: 2 57 42

I believe that activities in a
kindergarten classroom should be: 8 81 13

Teacher Initiated Child Initiated
The activities in my kindergarten
classroom are typically: 15 78 8

I believe that my role as a teacher of
kindergarten children is to: 1 53 48

Dispense
Knowledge Facilitate Learning

In my present kindergarten classroom,
I am more likely to: 2 64 34

I believe that kindergarten programs
should use a learning format which is: 5 80 16

Group Oriented
Individualized
One-to-One

My kindergarten classroom is typically: 11 81 9

I believe that kindergarten children in a
group learn effectively through
interaction with:

1 72 26

Adults Peers
Most learning in my kindergarten
classroom takes place through
interactions with:

3 77 20

I believe that class materials and
resources for kindergarten children
should be:

1 47 52

Distributed Child Accessible
In my kindergarten classroom,
materials and resources are: 2 51 48



Prekindergarten Longitudinal Study 1997-1998 - 11

Applied Research Center

Several items on the survey received ratings that fell somewhat more toward the child-centered
end of the rating scale.  One item concerned whether kindergarten children learn best through
direct instruction (1) or active experience (10).  Over half of the teachers sampled said that they
believed children learn best through active experience (57%).  Yet, only 42% of teachers said
they practiced this approach in their classroom.  On this item, there appears to be a slight shift
from a belief that is more child-centered to a practice that reflects a combination approach.

Another survey item that received more child-centered ratings by kindergarten teachers focused
on whether classroom materials and resources should be distributed (1) or child accessible (10).
About half of the kindergarten teachers (52%) believed that materials and resources should be
child accessible.  Yet, on the paired practice item, roughly the same percent of teachers
reported that they fell somewhere in between distributing materials and resources and making
them child accessible.  Slightly fewer than half of the sample reported taking a child-centered
approach in their own classroom (48%).  Again, for some teachers, there appears to be a shift
from more child-centered beliefs to practices combining child-centered and academically
directed approaches.

Similarly, kindergarten teachers appear to be somewhat divided when defining their role in the
classroom.  Just under half of the teachers (48%) believed their role to be a facilitator of
learning, while slightly more teachers thought that this responsibility was shared with being a
dispenser of knowledge; 53% responded with middle-of-the-road ratings.  With regard to
reported practices, a slight downward adjustment occurs in that a third of the teachers actually
rated themselves as facilitators (34%).  And, when compared to the belief statement, slightly
more teachers saw themselves taking on a dual role of dispensing knowledge and facilitating
learning (64%).  It is possible that the push to adhere to a particular curriculum or to have
children perform well at certain checkpoints may be influencing what teachers can do in their
classrooms.

When asked whether kindergarten children learn more effectively through interactions with
adults (1) or peers (10), 72% of teachers reported that they believe children learn most
effectively through interactions with both adults and peers.  Similarly, 77% of teachers said that
their classrooms incorporated a mix of learning through adult and peer interactions.  Most of the
remaining teachers thought that children learn most effectively through peer interactions (26%),
with a similar number of teachers employing this approach in their classroom (20%).  As on the
previous item, some teachers may have difficulty practicing what they deem preferable with
regard to teaching young children.

For the remaining survey items, the overwhelming majority of teachers gave middle-of-the-road
ratings.  The items are also alike in that the distribution of responses is characterized by a slight
adjustment from a more child-centered response on the belief item to a more academically
directed response on the paired practice item.  For example, when teachers were asked
whether the most important goal of kindergarten is academic preparation (1) or social and
emotional growth (10), 77% of the sample responded with middle-of-the-road ratings indicating
that they believe the goal of kindergarten is divided between preparing children academically
and fostering social and emotional growth (47% of the teachers answered with a five).  This
compares with 15% giving a rating of 8 or higher.  Similarly, when asked about their own
classroom, only 9% of the teachers reported that their classrooms were most effective in
fostering social and emotional growth, while 81% responded with middle-of-the-road ratings
(51% gave a rating of five).  With regard to classroom practices, the second largest percent of
teachers felt that their classrooms were better at preparing children academically than social-
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emotional development (11%).  This item, and several others, may reflect the differences
between the expectations of the prekindergarten and the kindergarten classroom paradigms.

Along these lines, kindergarten teachers were also middle-of-the-road when expressing their
beliefs about implementing a learning format that is group oriented (1) or individualized one-to-
one (10).  Eighty percent of the teachers expressed a preference for a combination of
individualized and group learning formats, while only 16% leaned toward individualized
instruction as a preferable learning format.  With regard to classroom practices, fewer teachers
reported that their classrooms followed an individualized format (9%), while 81% indicated that
they implemented a mix of an individualized and group-oriented approach.  Similar to the
previous item regarding program goals, this practice item received more ratings toward the
lower end of the continuum, as 11% indicated their classroom is typically group-oriented.

Responses to whether activities in a kindergarten classroom should be teacher-initiated (1) or
child-initiated (10) showed a similar discrepancy between beliefs and practices.  On this item,
approximately the same number of teachers responded with middle-of-the-road ratings to both
the belief and the practice statements (81% and 78% respectively).  Yet when going from beliefs
to practices, the same shift occurs from the child-centered end of the continuum to the teacher-
directed approach.  Thirteen percent of teachers expressed their belief that activities should be
child-initiated compared with 8% who regard their practices as such, a 5% shift.  At the other
end of the continuum, 8% of teachers gave ratings of three or lower to the belief statement
compared to 15% on the practice statement.  Again, this discrepancy may be a result of routines
and expectations imposed by formal schooling environments, and the lack of flexibility with
regard to curriculum and scheduling.

Overall, kindergarten teachers seem to take a middle-of-the-road approach to educating
kindergarten children in that a rating of five was the most popular response to ten of the
fourteen survey items.  As seen in Table 6, the average ratings for the beliefs and practices
statements tend to fall within the middle-of-the-road range. However, on several items
measuring beliefs, teachers expressed tendencies toward a child-centered approach, such as
promoting learning through active experience, ensuring that classroom materials and resources
are child accessible, and taking on the role as a facilitator of learning.  It also appears that
kindergarten teachers often are able to implement classroom practices that reflect their
pedagogical beliefs.  Yet, when discrepancies do occur between beliefs and practices, the
practices are not as child-centered as teachers may deem desirable.  On all 14 items, the
average rating of the beliefs statement was above that of the practices statement.  These
findings are consistent with other studies that found kindergarten teachers aware of
developmentally appropriate practices but limited in the degree to which they were able to
implement them (Charlesworth et al., 1993; Hitz & Wright, 1988; Spidell-Rusher et al., 1992).
Graue (1993) suggests several reasons why kindergarten classrooms are often more
academically-oriented in preparing children for school success, including expectations from
parents and teachers, as well as society’s push for earlier acquisition of skills as a result of more
universal kindergarten and an increase in the number of children participating in preschool
programs.
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Table 6. Mean Ratings for Kindergarten Teachers on Beliefs and Practices Survey
(n = 1,154)

Statement Mean

1=Academic Preparation and 10=Social and Emotional Growth
Belief 1:
I believe the most important developmental goal of kindergarten is: 5.58
Practice 1:
My kindergarten classroom is most effective in fostering: 5.15

1=Direct Instruction and 10=Active Experience
Belief 2:
I believe that kindergarten children learn best through: 7.66
Practice 2:
Children in my kindergarten classroom are learning predominantly through: 6.96

1=Teacher Initiated and 10=Child Initiated
Belief 3:
I believe that activities in a kindergarten classroom should be: 5.57
Practice 3:
The activities in my kindergarten classroom are typically: 5.10

1=Dispense Knowledge and 10=Facilitate Learning
Belief 4:
I believe that my role as a teacher of kindergarten children is to: 7.31
Practice 4:
In my present kindergarten classroom, I am more likely to: 6.76

1=Group Oriented and 10=Individualized One-to-One
Belief 5:
I believe that kindergarten programs should use a learning format which is: 5.75
Practice 5:
My kindergarten classroom is typically: 5.24

1=Adults and 10=Peers
Belief 6:
I believe that kindergarten children in a group learn effectively through interactions with: 6.48
Practice 6:
Most learning in my kindergarten classroom takes place through interactions with: 6.10

1=Distributed and 10=Child Accessible
Belief 7:
I believe that the class materials and resources for kindergarten children should be: 7.44
Practice 7:
In my kindergarten classroom, materials and resources are: 7.16
Note:  Adapted from Pre-K Survey of Beliefs and Practices (Marcon, 1994).
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During the initial year of the longitudinal study, the prekindergarten teachers of the children in
this study were surveyed on the same instrument of beliefs and practices.  When compared to
prekindergarten teachers, kindergarten teachers’ ratings on the same survey items were
generally less child-centered.  Figure 3 shows the discrepancy across all 14 beliefs and
practices statements.  With one exception, the differences in mean ratings are statistically
significant (p < .05).  The one survey item which prekindergarten and kindergarten teachers
rated similarly deals with the learning format of the classroom (belief 5, practice 5).  Both groups
of teachers tended to respond with middle-of-the-road ratings for these two items, suggesting
that they prefer and are able to implement a learning format that combines group oriented and
individualized instruction.

Figure 3. Mean ratings on beliefs and practices survey items for Pre-K and kindergarten
teachers.
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In a previous study of preschool classrooms, the beliefs and practices survey was used to
distinguish among three types of teaching styles (Marcon, 1994).  The three styles can be
described as follows:

Level 1: Academically Directed classrooms are led by “more academically oriented teachers
who [prefer] more direct instruction and teacher-directed learning experiences for
preschoolers” (Marcon, 1994, p. 9).

Level 2: Middle-of-the-Road classrooms fall in between the two opposing models.
Level 3: Child-Initiated classrooms are led by “child development-oriented teachers who

[facilitate] learning by allowing children to select the focus of their learning” (Marcon,
1994, p. 8).

Using an exploratory statistical procedure known as hierarchical cluster analysis, teachers were
clustered, or grouped, into one of the above three models of teaching styles based on their
responses to the 14 beliefs and practices statements on the survey.  The end result is a cluster
or group of teachers whose responses on the survey items are similar.  This type of
classification allows for more in-depth analysis of the impact that certain teaching methods can
have on students’ development and acquisition of skills.  In a study of children attending inner-
city preschool programs, Marcon (1990, 1992) found that children who participated in
classrooms typified by a child-initiated, or child-centered, teaching method were more likely to
demonstrate greater mastery of basic skills.  In contrast, children who were in classrooms
characterized by the middle-of-the-road approach did “significantly worse” than the children in
either of the other two types of classrooms.

A cluster analysis on the kindergarten sample of teachers produced three distinct groups of
teachers based on their responses to the 14 beliefs and practices survey items.  Based on the
mean responses to the survey items, the three clusters of teachers can be characterized by the
three types of teaching styles previously described.  For all survey items, teachers who were
grouped into the Level 1 cluster had the lowest mean ratings, and responded more toward the
academically directed end of the continuum when compared with the other two clusters.
Teachers in the Level 3 cluster had the highest mean ratings on the survey items, indicating a
greater likelihood of a child-centered approach to teaching.  The Level 2 teachers had ratings
that fell in between the other two groups.  Table 7 provides the frequency distribution of
kindergarten teachers into the three clusters.

Table 7. Frequency Distribution of Kindergarten Teachers into Three Clusters of
Teaching Styles

Teaching Style Cluster Membership
n (%)

Level 1- Academically Directed (AD) 221 20

Level 2 - Middle-of-the-Road (MR) 417 38

Level 3 - Child-Centered (CC) 462 42

Total sample size 1,100 100
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The largest number of kindergarten teachers, 42%, fall within Level 3, which represents the
teaching style characterized by child-centered learning.  Over one-third, or 38%, of the teachers
were grouped in Level 2 or the middle-of-the-road approach to teaching young children.  Level 3
contained the smallest number of teachers with 20% of the sample.  While the individual
teacher’s ratings within the three clusters may cover a range of responses, the clusters are
easily represented with mean ratings on the separate items.  Figure 4 and Figure 5 illustrate the
mean responses for all three clusters of kindergarten teachers on the beliefs and practices
items, respectively.

Figure 4. Ratings on belief survey items for three clusters of kindergarten teachers,
1997-1998 school year (n = 1,100).
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Figure 5. Ratings on practice survey items for three clusters of kindergarten teachers,
1997-1998 school year (n = 1,100).
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cluster, compared to 42% of the kindergarten teachers.  However, where the fewest number of
kindergarten teachers were classified as academically directed, this is the second largest
grouping within the prekindergarten sample.  Furthermore, unlike the kindergarten cluster
groupings, the mean ratings on the beliefs and practices items across the clusters for the Pre-K
teachers did not remain consistently high or low.  For example, Level 1 Pre-K teachers had the
lowest means on the survey items indicating a more academically directed approach, except for
four of the practice items where Level 2 teachers had the lowest mean ratings.  This is more
clearly illustrated in Figure 6 and Figure 7, which present the mean responses of the three
clusters of prekindergarten teachers on the beliefs and practices statements, respectively.

Figure 6. Ratings on belief survey items for three clusters of Pre-K teachers,
1996-1997 school year (n = 176).
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Figure 7. Ratings on practice survey items for three clusters of Pre-K teachers,
1996-1997 school year (n = 176).

When comparing the ratings of the Pre-K teachers from the first year of the study to those of the
kindergarten teachers in the second year of the study, the ratings of the Pre-K teachers lean
consistently more toward the child-centered end of the continuum.  Table 9 provides the mean
ratings for the three clusters of Pre-K and kindergarten teachers.  Overall, the Pre-K teachers’
ratings tend to fall above the middle-of-the-road mark, including the group of teachers that are in
Level 1, the more academically directed group.  For example, on the belief and practice items
that refer to the role of the teacher (belief 4, practice 4), all three Pre-K clusters had mean
ratings above 6.5.  On the same item dealing with the teacher’s role, the kindergarten teachers’
mean ratings were slightly lower, with 5.42 and 5.10 on the belief 4 and practice 4 statements
respectively.  Although a teacher categorized in the academically directed cluster may have
responded within or above a middle-of-the-road rating on some items, this group of teachers
tended to have responses that were lower, or less child-centered, than the other two groups of
teachers.

The one survey item that does not seem to follow this trend concerns the type of learning format
that teachers implement in their classrooms (belief 5, practice 5).  On this item, the average
rating on the belief statement is higher for kindergarten teachers in Level 1 and Level 3 than
their Pre-K counterpart.  This means that kindergarten teachers who were overall more child-
centered as well as those who were more academically directed in their approach to teaching
tended to prefer a learning format that was more individualized than group oriented when
compared to Pre-K teachers who characteristically fell into the same clusters.  Furthermore,
kindergarten teachers in Level 2 (middle-of-the-road teaching approach) and Level 3 (child-
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centered) were slightly more likely than Pre-K teachers in the same clusters to report that they
implement a more individualized learning format than group oriented.  For the Pre-K teachers,
however, this pair of survey items had the lowest mean ratings of all 14 survey items.

Table 9. Mean Ratings on Marcon Items for Pre-K and Kindergarten Teachers by Three
Clusters

Pre-K Teachers Kindergarten Teachers
Marcon Items Level 1 Level 2 Level 3 Level 1 Level 2 Level 3
Developmental goal Belief 1 5.96 7.72 7.84 4.41 5.22 6.47
Developmental goal Practice 1 6.32 6.07 7.33 4.25 4.84 5.85
How children lrn best  Belief 2 7.15 9.09 9.65 5.65 7.35 8.91
How children lrn best Practice 2 7.40 7.70 9.10 5.22 6.63 8.09
Activities in classrm. Belief 3 6.15 7.47 8.49 4.24 5.16 6.58
Activities in classrm. Practice 3 6.36 6.14 8.23 3.85 4.66 6.12
Role as teacher Belief 4 6.55 8.56 8.86 5.42 6.76 8.71
Role as teacher Practice 4 6.94 7.51 8.67 5.10 6.26 8.00
Learning format  Belief 5 4.06 5.81 6.42 4.80 5.41 6.51
Learning format Practice 5 4.70 4.63 5.97 4.40 4.86 5.99
Learn through inter. Belief 6 6.40 7.07 7.78 5.20 6.10 7.43
Learn through inter. Practice 6 6.38 5.91 7.63 4.97 5.70 7.01
Class mat. and rec. Belief 7 7.83 8.35 9.27 5.29 7.16 8.72
Class mat. and rec. Practice 7 7.60 8.14 9.09 5.18 6.87 8.37
Teaching Approaches: Level 1 Academically Directed

Level 2 Middle-of-the-Road
Level 3 Child-Centered

Later in this report, we address the relationship between teaching style and student progress by
examining the impact that these three approaches to teaching have on children’s development
and educational attainments.  Before this is addressed, however, additional information about
the kindergarten environment is presented, including teachers’ and principals’ agreement with
developmentally appropriate practice, teachers’ concerns about discipline in the classroom, and
structured classroom observations.

B. Early Childhood Education

There is a great deal of debate in the literature regarding what should be taught in kindergarten.
Unarguably, the main goals of kindergarten are varied, ranging from socialization, preparation
for first grade, teaching the three “R’s,” to teaching independence and creativity (Bryant, Clifford,
& Peisner, 1991).  Related to this, part of our study included an investigation of the extent to
which kindergarten teachers agreed with developmentally appropriate practice, as
recommended by the NAEYC.  To this end, teachers and principals were asked their opinions
about several kindergarten practices.  Using a 5 point scale, where 1 meant strongly disagree
and 5 meant strongly agree, both teachers and principals were asked to rate their level of
agreement to a total of 23 statements about kindergarten practices, including both appropriate
and inappropriate practices.  A high score on the appropriate statements and a low score on the
inappropriate statements qualified as agreement with developmentally appropriate practices.
For purposes of reporting results, inappropriate items were re-coded so that on all responses a
higher value indicated greater agreement with developmentally appropriate practice.  Table 10
lists the 23 statements and the mean responses, on a 5-point scale, for both teachers and
principals.  As shown in the table, the items that were re-coded have the letter (R) at the end of
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the statements to indicate an “inappropriate practice.” Mean responses of teachers and
principals that are significantly different from one another are shown in bold print.

As shown in Table 10, 15 of the 23 statements have significantly different mean responses for
teachers and principals.  While scores between 3 and 4 for many of these items suggest
neutrality for these statements, the differences between teachers and principals were
statistically significant and therefore worthy of note.  Of the 15 items that had significant
differences, there were 6 items for which teachers’ responses were significantly higher than
principals' responses.  For instance, teachers’ mean response to the statement teachers should
provide major parts of each day for free play was almost a 4 (3.75) on a 5 point scale of
agreement, while principals’ response to the same item was under a 3 (2.94).  Teachers also
believed more strongly than principals on other items measuring child-centered and
independent teaching, such as taking time for child-chosen activities, letting children solve their
own problems, and allowing children space to be alone when needed.

Table 10. Comparison of Teachers’ and Principals’ Agreement with Developmentally
Appropriate Practice in Kindergarten

Statements: Kindergarten teachers should:
Teachers’

Mean
Response

Principals’
Mean

Response
Devote at least half of each day to child-chosen activities. 3.10 2.83
Assume that children are motivated to learn without concrete rewards. 3.26 3.29
Show more interest in how children work and play than in what they produce. 3.70 3.69
Provide workbook and other seatwork activity. (R) 3.41 3.92
Have formal instruction in pre-reading skills for all children. (R) 2.06 2.75
Encourage dramatic play as a way to develop cognitive and social skills. 4.27 4.30
Require children to complete all tasks and activities. (R) 2.63 3.13
Provide major parts of each day for free play. 3.75 2.94
Use privileges, prizes and other rewards to motivate children. (R) 2.73 2.73
Require all children to take part in every activity. (R) 3.02 3.33
Teach children to be quiet in the classroom. (R) 2.59 2.77
Read stories to the class every day. 4.93 4.81
Present educational activities as games. 4.53 4.13
Use manipulative materials to teach children pre-math skills. 4.82 4.79
Let children solve problems on their own. 4.21 3.78
Use competition to motivate children during games and activities. (R) 3.46 3.38
Plan time for gross-motor activities every morning and afternoon. 4.14 4.14
Use worksheets to help children learn skills such as pre-math & pre-reading (R) 3.19 3.47
Plan time for sand or water play. 3.59 3.92
Have a daily music activity. 4.27 4.40
Allow children to play with blocks. 4.36 4.34
Allow children to be alone when they want. 3.62 3.21
Have children spend most of day in large group activities with the whole class (R) 3.54 3.66
Note:  Adapted from “Questionnaire for Elementary School Teachers” (Peisner, Bryant, and Clifford, 1988)

(R) indicates inappropriate practices statements recoded for reporting purposes
Bold print indicates statistical significance at p < .05.
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On the other hand, there were 9 items for which the principals’ responses were
significantly higher than teachers’ responses.  For the most part, principals believed more
strongly than teachers about issues regarding classroom activities, such as seatwork, music,
and appropriate group sizes for instruction.  For instance, principals were more likely than
teachers to think that workbook and other seatwork activities were inappropriate in kindergarten.
Principals’ mean response for this item approximated 4 on a 5-point scale, while teachers’ mean
response for the same item was 3.41.  Principals also felt it more inappropriate to use
worksheets in teaching children pre-math and pre-reading; principals averaged 3.47 compared
to the teachers’ mean rating of 3.19.  In addition, principals, more so than teachers, were less
supportive of formal reading instruction in kindergarten.  The mean response for principals for
this item was 2.75, compared to the mean of 2.06 for teachers.  Overall, the activity for which
both groups had mean responses that were the most developmentally appropriate was daily
story reading, as teachers’ and principals’ mean responses for this item were 4.93 and 4.81,
respectively, on a 5 point scale.

C. Classroom Discipline

Discipline in the classroom does not seem to be a major concern of teachers, although the
majority of teachers (62%) said they spent 30 minutes or more a day on discipline problems.
Teachers were offered 5 categories, which ranged from no time at all to 1 hour or more per day.
The largest percentage of teachers (36%) said they only spent a few minutes a day dealing with
this issue.  Twenty-nine percent of teachers indicated that they spent about 30 minutes a day on
discipline problems, 17% said they spent 30 minutes to an hour on this issue, and 16% of
teachers indicated that they spent an hour or longer on discipline.  However, it seems that
discipline is not a class wide issue.  When asked how many children are regularly disruptive in
their classrooms, the average response of teachers was 4 children.

D. Classroom Observations

Although teachers’ beliefs and reported practices provide information on the teaching style and
experiences available to the children in the classrooms, our study called for structured
observations of a sample of classrooms to determine the extent to which observed classroom
practices adhered to the guidelines for developmental appropriateness.  It was necessary,
therefore, to select an observation instrument that could assess a kindergarten environment in
the multiple areas that contribute to the quality of the kindergarten classroom experience.  For
example, in addition to evaluating the materials and resources available to the children, it is also
important to consider the extent to which children have access to the materials and how
activities are constructed for providing access to them.  Again, our purpose is not to make
judgments based on the ratings, but to use the ratings to test the impact on Pre-K effects in
future years.

The Early Childhood Environment Rating Scale (ECERS) (Harms & Clifford, 1980) was chosen
as the classroom observation tool because it covers key areas of interest and is considered a
psychometrically sound instrument (Clifford, Harms, & Cryer, 1990).  Since the ECERS has
traditionally been used in preschool classrooms, a modified version of the instrument was
adopted for the kindergarten classrooms; the modifications were minor and are not believed to
invalidate the established properties (Bryant, Clifford, & Peisner, 1991).  The modified version of
the ECERS consists of 32 items in six sub-scales: personal care, furnishings and display,
language and reasoning, fine and gross motor, creative activities, and social development.
Each item is rated on a seven-point scale, with grounded values at 1 (inadequate), 3 (minimal),
5 (good), and 7 (excellent).  A score at or above a 5, or “good,” indicates the presence of
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developmentally appropriate practice.  For a more detailed description of the process used to
select the classrooms to receive observations, see Appendix B of this report.

Scores on the ECERS are best represented using the mean, or average, rating for each of the
six sub-scale areas as well as an overall mean for the 32 items making up the scale.  For the
316 kindergarten classrooms rated on the ECERS, the average classroom had an overall mean
score of 4.10.  The lowest mean score for a classroom was 2.59 and the highest was a 5.56.
Almost all of the kindergarten classrooms met the minimal standard of 3.0, but most failed to
meet a good standard of 5.0, indicating that developmentally appropriate practices were not
evident (92%).  Three percent of the classrooms did not meet minimal standards.  Six percent of
the observed classrooms exceeded the good standard, thereby meeting the criterion of
implementing developmentally appropriate practices.  For the 24% of classrooms falling within
the 4.5 to 4.9 range, it is conceivable that with slight improvements, these classrooms would
likely meet the “good” standard.  Figure 8 illustrates the distribution of ECERS scores for the
classrooms observed.

Figure 8. Distribution of mean ECERS scores for kindergarten classrooms (n = 316).

In a previous study examining the quality of kindergarten classrooms in North Carolina, the
average overall ECERS score was 4.26 (Bryant, Clifford, & Peisner, 1991).  In a recent study of
the Georgia Prekindergarten Program, a sample of 100 lottery-funded prekindergarten
classrooms had an overall mean score on the preschool version of the ECERS of 4.66 (Byron &
Henry, 1998).  These Georgia Prekindergarten Program ratings were favorable when compared
to other preschool classrooms in three studies, where overall ratings ranged from 4.03 to 4.25
(Bryant, Burchinal, Lau, & Sparling, 1994; Howes & Smith, 1995; Scarr, Eisenberg, & Deater-
Deckard, 1994).  From these studies, it appears that the Georgia Prekindergarten Program
classrooms have mean scores higher than a comparative sample of preschool classrooms in
other states.  Alternatively, Georgia kindergarten classrooms on average scored lower than
kindergarten classrooms in the North Carolina study.
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Mean scores on the ECERS were compared by region of the state to determine whether
significant regional differences existed for ratings of the kindergarten classroom environment.
Results of this analysis indicated that the mean ECERS rating for South Georgia was
significantly greater than mean ratings for each of the four other regions of the state.
Additionally, Southeast Georgia had significantly higher ratings than North Georgia and
Southwest Georgia.  When Metro Atlanta’s mean ECERS rating of 4.09 was compared to a
mean rating of 4.12 for the four non-Metro Atlanta regions combined, no significant differences
were found.  Table 11 presents the overall mean ratings for the five regions of Georgia.

Table 11. Mean Scores on ECERS by Region of the State

Region of the State Mean ECERS Score
North Georgia 3.38
Metro Atlanta 4.09
Southwest Georgia 3.94
Southeast Georgia 4.25*
South Georgia 4.59**

* Significantly higher than North GA and Southwest GA.
** Significantly higher than North GA, Metro Atlanta, Southwest GA, and Southeast GA.

The mean ratings for each of the 32 items making up the ECERS scale, as well as the six sub-
scale areas, are presented in Table 12.  Individual scores on the 32 items typically ranged from
1.0 to 7.0, while the mean scores on the items tended to fall between 3.0 and 5.0, with some
exceptions.  Means on the various sub-scales ranged from 3.70 in the social development area
to 4.65 in the fine and gross motor area.  Kindergarten classrooms tended to receive the lowest
ratings for not incorporating multi-cultural and non-sexist materials or activities in the classroom
(mean = 2.56), and for providing only minimal space for children to play undisturbed by others
(mean = 3.15).  Both of these items are included in the social development sub-scale, which
also received the lowest mean rating for the six sub-scales (mean = 3.70).  The items that had
the highest scores dealt with provisions for fine and gross motor activities, including materials,
space, time and supervision of activities.  The only item on the scale that received a rating
above the 5 or “good” standard was the extent to which classrooms had a variety of materials
for perceptual and fine motor daily use (mean = 5.17).  Examples of these types of materials
include puzzles, scissors, Legos and other small building toys.
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Table 12. Mean Scores on Individual and Sub-scale ECERS Items (n = 316)

ECERS Item Mean SD Range
Personal care 3.93 0.88 1.80 - 6.20

Greeting/departing
Meals/snacks
Nap/rest
Toileting
Personal grooming

3.58
3.86
3.76
4.75
3.72

1.72
0.72
2.11
2.10
1.08

1 – 7
2 – 7
1 – 7
1 – 7
1 – 7

Furnishings and display 4.09 0.83 2.00 – 6.60
Routine furnishings
Learning furnishings
Relaxation furnishings
Room arrangement
Child related display

4.63
3.68
4.11
4.47
3.58

2.13
0.95
1.58
1.32
0.83

1 – 7
1 – 7
1 – 7
1 – 7
1 – 6

Language and reasoning 4.27 1.08 1.75 – 7.00
Understanding language
Using language
Reasoning
Informal language

4.76
4.34
4.22
3.76

1.30
1.51
1.24
1.46

1 – 7
1 – 7
1 – 7
1 – 7

Fine and gross motor 4.65 0.67 2.83 – 6.50
Fine motor
Fine motor supervision
Gross motor space
Gross motor equipment
Gross motor time
Gross motor supervision

5.17
4.63
4.91
3.87
4.65
4.68

1.33
1.09
1.33
1.40
1.17
0.98

2 – 7
1 – 7
2 – 7
1 – 7
2 – 7
2 – 7

Creative activities 3.95 0.76 1.86 – 6.00
Art
Music and movement
Blocks
Sand and water
Dramatic play
Creative schedule
Creative supervision

3.39
4.33
3.86
3.24
3.26
4.74
4.85

1.37
1.23
1.65
1.71
0.95
1.31
1.41

1 – 7
1 – 7
1 – 7
1 – 7
1 – 7
1 – 7
1 – 7

Social development 3.70 0.81 1.20 – 6.20
Space alone
Free play
Group time
Cultural awareness
Tone

3.15
3.71
4.36
2.56
4.69

1.30
1.53
1.43
1.04
1.23

1 – 7
1 – 7
1 – 7
1 – 7
1 – 7

Overall mean 4.10 0.60 2.59 – 5.56

Several items on the ECERS fell within the 4.50 to 4.99 range, where slight modifications to the
kindergarten classroom could increase the quality of the environment to meet the criterion
deemed to be developmentally appropriate.  These items and means, from lowest to highest,
are listed in Table 13 with an accompanying description of what a “good” classroom entails.
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Table 13. ECERS Items Within the 4.50 to 4.99 Range for Kindergarten Sub-sample
(n = 316)

Item Mean Score What is needed to have a “good” classroom1,2

Routine Furnishings 4.63 Sufficient number of pieces of child sized routine care
furniture in good repair. Floors and walls well maintained.

Fine Motor
Supervision

4.63 Child given help and encouragement when needed (Ex. to
finish puzzle, to fit pegs into holes, shown how to use
scissors, etc.). Teacher shows appreciation of children’s
work.

Gross Motor Time 4.65 Regularly scheduled physical activity time daily, both
morning and afternoon.

Gross Motor
Supervision

4.68 Supervision provided near children. Attention mainly to
safety of children.

Tone 4.69 Calm but busy atmosphere. Children seem happy most of
the time. Staff and children seem relaxed, voices cheerful,
frequent smiling. Adults show warmth in physical contact
(Ex. gentle holding, hugging). Mutual respect exists among
adults and children.

Creative Schedule 4.74 Schedule provides balance of structure and flexibility.
Several activity periods, some indoors and some outdoors,
are planned each day in addition to routine care.

Toileting 4.75 Provisions convenient, well organized, easy to keep clean
even if child sized toilets and sinks not available. Pleasant
adult-child interactions if appropriate.

Understanding
Language

4.76 Many materials present for free choice and supervised use.
At least one planned activity daily (Ex. Reading books to
children, story telling, flannel board stories, finger plays,
etc.)

Creative
Supervision

4.85 Supervision provided near children. Attention mainly to
safety, cleanliness, proper use of materials.

Gross Motor Space 4.91 Adequate space outdoors and some space indoors with
planned and safety precautions (Ex. cushioned ground
cover under climbing equipment, fenced in area, proper
drainage).

1 Kindergarten version of the ECERS (Bryant, Clifford, & Peisner, 1991; Harms & Clifford, 1980).
2 In order to receive a rating of good (5) , the criteria for minimal (3) must also be met.
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Student Progress in the Kindergarten Year

Background on Students

There were 3,201 children located in the kindergarten year.  For some of these children,
information on sex and ethnicity was available.  Tables 14 and 15 show the distribution for these
demographics based on information received from teachers on the beginning and end of year
student rating forms.

Table 14. Sex of Kindergarten Children

Frequency Valid %
Male 1,357 50%
Female 1,339 50
Valid Sample 2,696 100

Missing 505
Total 3,201

Table 15. Ethnicity of Kindergarten Children

Frequency Valid %
White 1,295 55%
Black 856 37
Hispanic 94 4
Asian/Pacific-Island 36 2
Multiracial 49 2
Other 14 1
Valid Sample 2,344

Missing 857
Total 3,201

Based on the children for whom teachers provided demographic information, the sample
appears to have an equal representation of males and females.  The majority of children are
white (55%), although over a third are black (37%) and fewer than 5% are from a Hispanic
background.

Readiness Ratings for Kindergarten

Kindergarten teachers rated children in our study on individual level of readiness for
kindergarten at the beginning of the school year and readiness for first grade at the end of the
kindergarten year.  Readiness was defined as the child’s developmental preparedness to
succeed in the classroom environment in question, whether kindergarten or first grade.
Teachers were instructed to consider the child’s development in the cognitive, language
(expressive and receptive), social-emotional, behavioral, physical, and self-help domains.
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Ratings on the readiness item, as well as the other developmental items, ranged from 1
(extraordinarily poor) to 7 (extraordinarily good).  Each rating from 1 to 7 inclusive was anchored
by a descriptive phrase and accompanying statement.  For example, the statement for 1
(extraordinarily poor) read, “Give this rating to children who almost always have great difficulty
performing these and similar behaviors.”  This compared with the statement for 7
(extraordinarily good), “Give this rating to children who almost always perform these and similar
behaviors.”  The specific ratings and descriptive statements are available from the authors upon
request.

Kindergarten teachers rated most of the children in the sample at the beginning of the year as
better than average with regard to being prepared for kindergarten.  Whereas 21% of the
children received a rating of “average” on the kindergarten readiness item, 64% were rated as
being prepared at a “good” or higher level.  Only 16% of the children were rated as “poor” or
less.  The average rating for this item was 5.01 (SD = 1.53).  Figure 9 illustrates the distribution
of ratings for the sample.

Figure 9. Kindergarten readiness as rated by kindergarten teachers in fall, 1997
(n = 2,354).

When taking into account the student’s family background, Pre-K teachers’ skill ratings at the
beginning of the Pre-K year had a statistically significant and positive effect on the beginning of
kindergarten year readiness.  In other words, students who had higher skill ratings when they
entered Pre-K were more ready for kindergarten than other students.  Results also show that
those students who had academically directed or middle-of-the-road Pre-K teachers were less
ready for kindergarten than those students who had child-centered teachers.

Teacher Ratings in Academic/Social/Behavioral Areas

For the 1996-97 school year and the 1997-98 school year, respectively, Pre-K teachers and
kindergarten teachers completed two separate student rating forms on the children in their
classrooms who participated in the longitudinal study. The first student rating form directed
teachers to rate children based on their performance at the beginning of the school year
(September).  The second student rating instructed teachers to rate the students on their
performance at the end of the school year (May-June).  In addition to an overall readiness item,
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teachers rated children on fifteen separate skills or behaviors.  The rating scale for these fifteen
items was the same as that used for the readiness item (see Figure 9 for the seven rating
options).

The fifteen skill and behavioral items covered the following areas: coping with conflict, decision
making, making conversation, positive attitude toward others, communication skills (assertive),
ethical behavior, expressing feelings, positive attitude toward self, refusal skills, self-care,
classroom enthusiasm, problem solving, respect for authority, language arts, and math.  A
Teacher’s Survey Summary Key provided descriptions and examples for each of the skill and
behavioral areas. This key is available upon request from the authors of this report.

A confirmatory factor analysis of the fifteen skill and behavioral rating items indicated that the
items comprised three dimensions: Communication, Behavior, and Academic Skills.  Table 16
displays the individual rating items that comprise the three dimensions.   Four of the rating items
are not included in the factors because they were not statistically related to any of the three
dimensions.

Table 16. Items Comprising Three Dimensions Assessed by the Skill and Behavioral
Rating Scale

Communication Behavior Academic Skills
Expressing feelings Respect for authority Language arts
Making conversation Coping with conflict Math
Communication skills Ethical behavior
Classroom enthusiasm Positive attitude toward others

Refusal skills

One focus of the study’s analyses involved comparing student ratings and gains within the three
areas across the prekindergarten and kindergarten years.  Since the rating forms measured the
same skill areas for both years, this comparison was possible.  The next two sections review the
ratings for the children in the prekindergarten and kindergarten years, respectively.

A. Pre-K Mean Ratings in 15 Skill Areas

Overall, teacher ratings of students at the start of the Pre-K year were average then improved
substantially by the end of the year.  By the spring of the Pre-K school year, mean scores in all
15 skill areas were rated “good,” at 5 on a 7-point scale.  Table 17 lists the averages for the
fifteen skill areas for the fall and spring of the Pre-K year, as well as the mean gains in scores
over the year.  Gains were computed by subtracting the mean gain for fall from the mean gain
for spring.  These Pre-K year ratings are the baseline data upon which data collected in the
kindergarten year (and subsequent years) will be compared.
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Table 17. Mean Ratings and Gains for 15 Skill Areas – Pre-K Year, Fall 1996 and Spring
1997

Student Rating Form Skill Area

Fall, 1996
(n = 3,542)

Mean

Spring, 1997
(n = 3,081)

Mean
Fall to Spring

Mean Gain

Coping with conflict 3.97 4.65 + .68

Decision making 4.13 4.83 +.70

Making conversation 4.36 5.22 +.86

Positive attitude toward others 4.18 5.02 +.84

Communication skills (assertiveness) 4.02 4.88 +.86

Ethical behavior 4.22 4.94 +.72

Expressing feelings 4.23 5.14 +.91

Positive attitude toward self 4.77 5.56 +.79

Refusal skills 4.02 4.70 +.68

Self care 4.66 5.34 +.68

Classroom enthusiasm 4.48 5.31 +.83

Problem solving 3.78 4.71 +.93

Respect for authority 4.62 5.32 +.70

Language arts 4.21 4.85 +.64

Math 4.02 4.88 +.86
Note: Responses ranged from 1 to 7, where 1 = extraordinarily poor, 2 = very poor, 3 = poor,

4 = average, 5 = good, 6 = very good, and 7 = extraordinarily good.

As shown in Table 17, most of the skill areas at the beginning of the school year (fall, 1996)
were rated as “average,” as 11 items in the first column have a mean rating of 4 on a 7-point
scale.  The remaining four items, positive attitude toward self, self care, enthusiasm in the
classroom, and respect for authority, have means that round up to a 5, indicating that the
children, on average, were rated as “good” at the start of the school year in these four areas.
When examining the changes in scores from fall to spring, we see that mean ratings increased
in all 15 skill areas over the course of the school year.  This is indicated by a plus sign in the
third column of Table 17.  As seen in that column, ratings in all skill areas had increased by
more than one-half of a point by the spring.  Skill areas for which gains were highest were
problem solving and expressing feelings, which had gains of +.93 and +.91, respectively.  The
smallest gain, although still high, was in language arts skills, with a mean gain of +.64.
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As described above, the fifteen skill areas were reduced to three sub-areas: Communication,
Behavior, and Academic Skills.  Table 18 lists the mean scores for each of the three sub-areas,
along with the mean gains over the Pre-K school year for each sub-area.  Consistent with the
mean ratings for each of the 15 skill areas, mean ratings for the three sub-areas in Table 18
reveal that students were rated “average” across the board, with means rounding to 4 for all
three areas.  By the spring, students gained skills in all areas, with mean ratings rounding to 5
(or “good”) on the 7-point scale.  The largest increase in mean scores was found for the
Communication skill sub-area, with a gain of +.87.  The other two sub-areas, Behavior and
Academic Skills, also saw an increase of approximately three-quarters of a point, with gains of
+.73 and +.75, respectively.

Table 18. Means and Gains for Sub-area Skill Ratings in the Pre-K Year

Skill Sub-area

Fall, 1996
(n = 3,542)

Mean

Spring, 1997
(n = 3,081)

Mean
Fall to Spring

Mean Gain

Communication 4.27 5.14 +.87

Behavior 4.20 4.93 +.73

Academic Skills 4.12 4.87 +.75

B. Kindergarten Mean Ratings in 15 Skill Areas

Overall, teachers’ ratings of skill areas at the start of the kindergarten year were slightly higher,
on average, than those at the start of the Pre-K year.  Because kindergarten teachers rated
these students relative to other kindergarten students, the averages are not directly comparable.
In addition, average gains from the fall to the spring of the kindergarten year were smaller than
the gains that occurred over the course of the Pre-K year.  Table 19 displays the mean ratings
at the fall and spring of the kindergarten year, along with the mean gains from fall to spring.

As seen in the table, 10 of the 15 skill area mean scores in the fall of the kindergarten year
rounded to a 5, suggesting students were rated as “good” in those skill areas.  The remaining 5
skill areas had mean scores of 4 on the 7-point scale, indicating that students were “average” in
these areas at the start of the kindergarten year.  By year’s end, all 15 skill areas had ratings of
“good” (5 on a 7-point scale).  Although gains in skills over the kindergarten year were smaller
than those in the previous year, there were positive gains from fall to spring in all 15 skills.  As
shown in Table 19, gains ranged from +.16 points (Ethical behavior) to +.47 points (Language
arts).  The largest gains were found in the language arts and math skill areas, which had
increases of +.47 and +.46, respectively.
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Table 19. Mean Ratings and Gains for 15 Skill Areas – Kindergarten Year, Fall 1997 and
Spring 1998

Student Rating Form Skill Area

Fall, 1997
(n = 2,357)

Mean

Spring, 1998
(n = 2,189)

Mean
Fall to Spring

Mean Gain

Coping with conflict 4.34 4.54 +.20

Decision making 4.41 4.70 +.29

Making conversation 4.96 5.20 +.24

Positive attitude toward others 4.85 5.09 +.24

Communication skills (assertiveness) 4.62 4.89 +.27

Ethical behavior 4.83 4.99 +.16

Expressing feelings 4.85 5.05 +.20

Positive attitude toward self 5.28 5.46 +.18

Refusal skills 4.43 4.65 +.22

Self care 5.27 5.45 +.18

Classroom enthusiasm 5.13 5.35 +.22

Problem solving 4.39 4.74 +.35

Respect for authority 5.21 5.38 +.17

Language arts 4.47 4.94 +.47

Math 4.60 5.06 +.46
Note: Responses ranged from 1 to 7, where 1 = extraordinarily poor, 2 = very poor, 3 = poor, 4 = average,

5 = good, 6 = very good, and 7 = extraordinarily good.

Similar to the Pre-K year, mean ratings were calculated in the kindergarten year for the three
sub-areas.  Table 20 provides the mean ratings and gains for these sub-areas for the
kindergarten year.  As indicated in the table, there was a positive gain, although small, for each
of the three sub-areas.  Academic Skills saw the greatest increase in rating scores, with almost
one-half of a point increase (.48) from fall to spring.  Mean ratings for Communication and
Behavior each increased by about one-fifth of a point over the school year.
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Table 20. Means and Gains for Three Sub-area Skill Ratings in the Kindergarten Year

Skill Sub-area

Fall, 1997
(n = 2,357)

Mean

Spring, 1998
(n = 2,189)

Mean
Fall to Spring

Mean Gain

Communication 4.88 5.12 +.24

Behavior 4.73 4.93 +.20

Academic Skills 4.52 5.00 +.48

In the next two sections of the report, the factors influencing the outcomes for Pre-K participants
are presented.  Outcomes, including readiness for kindergarten and ratings of skills and abilities
at the beginning of the kindergarten year will be addressed in the section that follows.  In the
second section, ratings of skills and abilities at the end of kindergarten, Georgia Kindergarten
Assessment Program (GKAP) scores, absences in kindergarten, readiness for first grade, and
promotion to first grade are examined.  The objective of this analysis was to determine the
extent to which Pre-K or kindergarten practices influence these outcomes.  Statistical methods
were used to estimate the effect of family background, child characteristics, and selection
patterns on the beginning of the year ratings by Pre-K teachers.  These were significantly
related to the beginning of the year Pre-K ratings.  No significant differences were found by
region, type of organization providing the Pre-K services, or curriculum type.  Therefore, these
factors have been omitted from the following discussion.

All of the analyses presented below were conducted controlling for the effect of beginning of the
year ratings.  Thus, all of the findings can be interpreted as increases from the Pre-K beginning
of the year scores presented later in this report.  In the first section, we report gains attributable
to the teaching approach used in the Pre-K year.  In the second section, we report on the
influence of practices in both the Pre-K and Kindergarten years.

Teaching Style in Pre-K and Kindergarten Years

As discussed in a previous section of this report, kindergarten teachers were grouped into three
different styles of teaching based on their responses to a survey that examined beliefs and
practices regarding early childhood education (see Beliefs and Practices of Kindergarten
Teachers in the Kindergarten Classroom Experience).  Similarly, during the prekindergarten
year, Pre-K teachers were grouped into the same teaching styles based on the same survey.
The teaching styles are represented by three levels: Level 1 (academically directed), Level 2
(middle-of-the-road), and Level 3 (child-centered).  Using these groups or clusters, we can
examine the distribution of students’ ratings on the skill areas in order to determine which types
or combinations of types of teaching styles seem to work better for children.  This analysis is
conducted while keeping in mind that all three of the Pre-K teachers’ clusters, when compared
to the corresponding kindergarten teacher clusters, were more child-centered.

Table 21 presents the number of children in our sample who experienced particular types of
teaching environments for the prekindergarten and kindergarten years.  For example, a child in
cell 1 participated in a Pre-K classroom with a teacher associated with the academically directed
(Level 1) style of teaching, then a kindergarten classroom with a teacher also associated with
the academically directed (Level 1) style of teaching.  However, a child in cell 6 participated in a
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Pre-K classroom that was classified as middle-of-the-road (Level 2) and a kindergarten
classroom that was child-centered (Level 3).

Table 21. Student Distribution in Pre-K and Kindergarten Years by Teaching Style

Kindergarten Cluster

Level 1
(AD)

Level 2
(MR)

Level 3
(CC)

Row total for Pre-K
Clusters

Level 1
(AD)

121
CELL1

145
CELL2

204
CELL3

470

Level 2
(MR)

75
CELL4

178
CELL5

193
CELL6

446

P
re
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Level 3
(CC)

169
CELL7

384
CELL8

370
CELL9

923

Column total for
Kindergarten

Clusters
365 707 767 1839

Note: AD = Academically Directed
MR = Middle-of-the-Road
CC = Child-Centered

As seen in Table 21, half of the children in the Pre-K year participated in classrooms that were
categorized as child-centered.  During the kindergarten year, a slight shift occurred in that the
number of children attending child-centered classrooms was about the same as the number of
children in classrooms categorized as middle-of-the-road, 42% and 38%, respectively.  The
fewest number of children attended academically directed classrooms (20%) in their
kindergarten year.

Influence of Teaching Style on Kindergarten Readiness and Ratings of Skills and Abilities

With regard to how children progressed during their kindergarten year within the various
teaching environments, there are several variables to consider.  Table 22 displays the average
kindergarten readiness rating for the children in each type of teaching environment, as rated by
the kindergarten teacher at the beginning of the kindergarten year.  This allows us to examine
the kindergarten teacher’s perception of the child’s preparedness for kindergarten, while
keeping in mind the type of teaching style the child experienced in Pre-K as well as the
kindergarten teacher’s framework for teaching.  It should be noted, however, that these means
cannot be interpreted without taking into consideration the child’s ratings at the beginning of the
Pre-K year as explained by family background variables.
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Table 22. Mean Kindergarten Readiness Ratings for Children by Teaching Style,
Fall, 1997

Kindergarten Cluster

Level 1
(AD)

Level 2
(MR)

Level 3
(CC)

Overall
Pre-K Means

Level 1
(AD)

4.85
CELL1 (N=100)

4.84
CELL2 (N=113)

5.10
CELL3 (N=174)

4.99
TOTAL CELLS 1-3 = 387

Level 2
(MR)

4.78
CELL4 (N=67)

4.94
CELL5 (N=146)

5.13
CELL6 (N=174)

4.92
TOTAL CELLS 4-6 = 387

P
re

-K
 C
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st

er

Level 3
(CC)

4.98
CELL7 (N=145)

5.07
CELL8 (N=307)

4.92
CELL9 (N=311)

4.94
TOTAL CELLS 7-9 = 764

Column total for
Kindergarten

Clusters

TOTAL CELLS

1,4,7 =313

TOTAL CELLS

2,5,8 =566

TOTAL CELLS

3,6,9 =659 Total Children
1538

Note: AD = Academically Directed
MR = Middle-of-the-Road
CC = Child-Centered

Generally, children that are rated higher at entry to Pre-K are rated higher upon entry into
Kindergarten.  The Pre-K beginning ratings influence readiness for Kindergarten, overall ratings
of skills and abilities, and the ratings in all three sub-areas, including communication skills,
social behaviors and academic abilities.  Children who attended a child-centered Pre-K fared
better on all of these outcomes measures than children taught in academically directed or
middle-of-the-road classes.  On the seven-point readiness scale, children from child-centered
classes scored .73 point higher than those from academically directed classes and .65 higher
than those from middle-of-the-road classes.  In terms of beginning of the year ratings on
academic abilities, social behaviors, and communication skills, children from child-centered
classes ended up .60, .44 and .21 ahead of children from academically directed classes,
controlling for Pre-K entry scores.  Compared with their middle-of-the-road counterparts, child-
centered students ended up .60, .24, and .30 ahead on academic, social behavior, and
communication ratings, respectively.

Influence of Teaching Styles in Pre-K and Kindergarten on Student Outcomes

Across the board, all outcomes recorded at the end of the kindergarten year are still highly
related to the ratings at the beginning of Pre-K.  However, teaching approaches in both Pre-K
and kindergarten make a difference in terms of the amount of progress made by children.  The
findings that the child-centered approach in Pre-K makes a difference is substantiated in all of
the findings reported below.  In addition, the middle-of-the-road approach in kindergarten
appears to be the least beneficial for children.

Table 23 shows the Pre-K beginning of the year ratings, including the overall scores on the 15
skill areas and ratings for the three sub-areas.  In addition to these ratings, gains made by the
spring of the kindergarten year are shown within each cell.  Gains were computed by
subtracting the Pre-K fall ratings from the kindergarten spring ratings in all areas. As seen in all
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nine cells, gains were made for children experiencing every combination of teaching style.
However, the largest gains were made for children who had a child-centered Pre-K experience.
This holds true for the overall ratings as well as the three sub-skill areas.

Table 23. Mean Ratings for All Skill Areas and the Three Sub-areas for the Pre-K
Year Ratings, Fall, 1997 and Gains in Ratings by the Spring of 1998

Kindergarten Cluster

Level 1
(AD)

Level 2
(MR)

Level 3
(CC)

Mean for Pre-K
Clusters

Level 1
(AD)

4.48 .57
4.50 .63
4.50 .44
4.12 .92

CELL1 (N=121)

4.64 .15
4.68 .22
4.65 .00
4.50 .29

CELL2 (N=144)

4.69 .45
4.72 .50
4.64 .38
4.63 .50

CELL3 (N=902)

4.62 .39
4.65 .44
4.61 .71
4.46 .54

TOTAL CELLS 1-3 = 467

Level 2
(MR)

4.37 .52
4.41 .62
4.33 .49
4.03 .68

CELL4 (N=74)

4.38 .54
4.40 .61
4.34 .48
4.25 .65

CELL5 (N=167)

4.44 .68
4.46 .77
4.38 .62
4.41 .62

CELL6 (N=173)

4.41 .59
4.43 .68
4.36 .54
4.28 .64

TOTAL CELLS 4-6 = 414P
re

-K
 C
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st

er

Level 3
(CC)

3.86 1.15
3.96 1.15
3.79 1.12
3.88 1.12

CELL7 (N=147)

4.00 1.00
3.97 1.11
3.99 .93
3.84 1.12

CELL8 (N=364)

3.92 1.12
3.93 1.20
3.86 1.07
3.86 1.08

CELL9 (N=346)

3.95 1.07
3.95 1.16
3.91 1.01
3.85 1.11

TOTAL CELLS 7-9 = 857

Mean for
Kindergarten

Clusters

4.19 .81
4.25 .85
4.16 .74
4.00 .95

TOTAL CELLS

1,4,7 = 342

4.23 .70
4.23 .80
4.22 .62
4.08 .83

TOTAL CELLS

2,5,8 = 675

4.26 .82
4.28 .90
4.21 .76
4.21 .80

TOTAL CELLS

3,6,9 = 721

Total Children
1738

Note: AD = Academically Directed; MR = Middle-of-the-Road; CC = Child-Centered.
Within each cell, first column of four numbers represents in descending order: mean rating across 15
skills for the end of the kindergarten year ratings, mean rating for end of year communication sub-
area, mean rating for end of year behavior sub-area, mean rating for academic skills sub-area.
Second column represents gains from the Pre-K Fall to the Kindergarten Spring.

In order to interpret factors that impact skill ratings at the end of the kindergarten year while
taking into account family background characteristics, as well as other variables that can
mediate student progress, two-stage least squares analyses were conducted.  As expected,
Pre-K fall ratings, as explained by family background variables, had a significant positive effect
on kindergarten end of year ratings.  Based on the literature, the expectation was that children
who had child-centered teachers in both the Pre-K and kindergarten years (children found in
Cell 9) would have the best results by the end of the kindergarten year, while all other children



Prekindergarten Longitudinal Study 1997-1998 - 37

Applied Research Center

would do less well.  Findings reveal that children who participated in Pre-K classes where the
teacher took either an academically directed or a middle-of-the-road approach and who then
were in kindergarten classes where the teacher was classified as middle-of-the-road (Cells 2 &
5) were rated significantly lower at the end of kindergarten year than those children who had
child-centered teachers for both years.  Also less positively affected, but not as strongly, were
those children who started in an academically directed or middle-of-the-road Pre-K class and
transitioned into a child-centered kindergarten classroom (Cells 3 and 6).  These groups of
students were likely to have lower gains.  Also problematic, although not as strong as the other
scenarios, were those children who had academically directed Pre-K teachers and then
transitioned into academically directed kindergarten classrooms (Cell 1). These students were
significantly more likely to have lower end of year ratings than those students who were in child-
centered classes both years.  Alternatively, children who had a child-centered teacher in the
Pre-K year and then were placed in either academically directed or middle-of-the-road
classrooms did not seem to be less positively affected (Cells 7 and 8).

Again, the same analyses were run using the factor scores for the Communication, Behavior,
and Academic Skills sub-areas to see if any of the sub-areas were impacted differently by
teaching style.  Results for the Communication sub-area were about the same, with the children
transitioning from Pre-K academically directed classrooms into middle-of-the-road kindergarten
classrooms (Cell 2) receiving the lowest ratings.  Similar findings occurred for the Behavior sub-
area in that the academically directed to middle-of-the-road combination (Cell 2) was the most
detrimental.  However, going from an academically directed Pre-K classroom into an
academically directed kindergarten classroom (Cell 1) did not seem to have a significant impact
on behavior.

The Academic Skill sub-area factor differed from the other two and the overall summed ratings
in several aspects.  All combinations with the exception of children who experienced Pre-K
child-centered classrooms (Cells 7, 8 and 9) had a negative impact on ratings, especially the
academically directed to middle-of-the-road combination (Cell 2).  In addition, boys received
higher ratings than girls in this sub-area.  One finding that remains consistent, however, is that
children’s ratings at the beginning of the Pre-K year, as explained by family background
variables, is the strongest predictor of kindergarten end-of-year ratings; this finding holds for all
three skill sub-areas.

Overall, it appears that the best outcomes for children result from a child-centered
prekindergarten experience.  When examining end of kindergarten year student outcomes, the
best combination seems to be one in which children have child-centered teachers in both
prekindergarten and kindergarten years.  The least beneficial combination seems to be when
children experience prekindergarten with an academically directed teacher and transition into a
middle-of-the-road kindergarten class.

Readiness Ratings for First Grade

In addition to the skill and behavioral items, the kindergarten end of the year student rating form
contained one item that asked kindergarten teachers to rate the child’s overall readiness for first
grade.  Similar to the kindergarten readiness item on the beginning of the school year student
rating form, the first grade readiness item followed the fifteen skill and behavioral items.
Teachers rated children using the same 1 to 7 scale, and a summary key provided a description
of the definition of readiness.  For first grade readiness, teachers were instructed to consider the
child’s preparedness to succeed in the first grade school environment, including the child’s
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development in the areas of cognitive, language (expressive and receptive), social-emotional,
behavioral, physical, and self-help domains.

Sixty-eight percent of the children in the sample were rated by their kindergarten teachers at the
end of the kindergarten year as being prepared for first grade at a “good” or higher level,
compared with 21% receiving an “average” rating.  Only 11% of the children were characterized
as “poor” or less.  The average rating for the first grade readiness item was 5.24 (SD = 1.43).
When compared to the kindergarten readiness rating from the beginning of the school year,
children’s ratings seem to have shifted slightly in favor of being more prepared to succeed in
their next academic environment.  Figure 10 illustrates the distribution of ratings for the sample.

Figure 10. First grade readiness as rated by kindergarten teachers in spring, 1998
(n = 2,158).

Readiness for first grade, as rated by the kindergarten teachers at the end of the kindergarten
year, is predicted by several variables.  After controlling for the effect of family background
variables at the beginning of the Pre-K year, as described in earlier sections of this report,
findings reveal that Pre-K fall ratings have a significant and positive effect on readiness for first
grade.  Children rated higher at the beginning of the Pre-K year were more likely to receive
higher ratings on the first grade readiness item.  In addition, children in the study who had
academically directed and middle-of-the-road Pre-K teachers (Cells 1 through 6) were
significantly less ready than children who had child-centered experiences in both Pre-K and
kindergarten years.  Children with child-centered Pre-K teachers, regardless of their
kindergarten teachers’ instructional style, were not significantly different from each other.    

School Attendance

Information on school attendance was requested for each child through the end of the school
year student rating form completed by the kindergarten teacher.  There were 1,186 children for
whom teachers provided this information.  Based on a 180-day school year to which the public
school system adheres, the number of days absent ranged from zero days up to 49 days.  The
average number of days absent was seven (mean = 7.181; SD = 6.499).
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An analysis comparable to previous analyses was conducted to investigate what characteristics
have an impact on the number of absences per year.  Beginning of the Pre-K year student
ratings, as explained by family background variables, were strongly associated with these
results.  Children rated higher in skill areas by Pre-K teachers in the fall of the Pre-K year had
significantly fewer absences during their kindergarten school year.  Children who had
academically directed Pre-K teachers, regardless of their kindergarten experience (Cells 1, 2
and 3), had more absences in their kindergarten year than the comparison group, children with
child-centered experiences in both years (Cell 9).  Similarly, children from middle-of-the-road
Pre-K classes transitioning into kindergarten academically directed and middle-of-the-road
classes (Cells 4 and 5) had more absences.  However, children from middle-of-the-road Pre-K
did not differ statistically from the comparison group if they had a kindergarten teacher who was
child-centered (Cell 6).  Additionally, girls had a higher frequency of absences than boys.

Georgia Kindergarten Assessment Program

Georgia law requires that “all children enrolled in Georgia public school kindergarten programs
be assessed for first-grade readiness …”  To comply with state statute, the Georgia
Kindergarten Assessment Program (GKAP) was designed as a performance-based assessment
to be used in concert with teacher recommendations and other relevant information in
determining a student’s first-grade placement.  GKAP is administered to children throughout
their kindergarten year and consists of 8 structured activities and 17 behavioral observations.
Five domains are assessed by GKAP, including: Communicative Capability, Logical-
Mathematical Capability, Physical Capability, Personal Capability, and Social Capability.  Each
capability area is measured by a series of behavioral observations, while the Communicative
and Logical-Mathematical areas also include four structured assessment activities each.

Findings reveal that 94% of the students in our study were reported as capable in the first and
second capability areas followed by 97% in the third area, 93% in the fourth and 94% in the fifth.
GKAP scores for this sample of students also were compared to all students’ scores across the
state.  Table 24 lists the percentages for the five capability items contrasted with the
percentages for all kindergarten students in the state as a whole.  It should be noted that the
entire state includes approximately 60,000 students who were enrolled in Pre-K in the 1996-97
school year.  As reported in the last row of Table 24, the five areas were combined to create
one overall measure of capability.  On this overall capability measure, each student could have
a score ranging from zero (judged incapable on all five items) to five (judged capable on all five
items).  Eighty-eight percent of the study sample scored a five on the capability item, compared
to 85% of all students across the state scoring similarly.  Statistical tests indicate that overall
these differences are not significant. In other words, the study sample does not differ from the
entire kindergarten population in GKAP capability scores.

The GKAP data notes students who have been assigned special designations.  These include
students with disabilities, students with limited English proficiency (LEP), and students qualifying
for Special Instructional Assistance (SIA).  Twenty-two percent of the students in the study were
listed with a special designation.  Of these students, 86% were labeled SIA, 7% were labeled
limited English proficient, 3% were identified with disabilities, and the rest were a combination of
the above categories.  Only 74% of those students who were assigned a special designation
received a score of five on the overall capability measure.  This is significantly less than the
93% of students scoring a five whom were not assigned a special designation.
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Table 24. Percentage of Students Reported as Capable for Five GKAP Items

Capability Item
Sample

(n = 2,224)
Entire State

 (n = 104,013)
Communication Capability    94%    92%
Math Capability 94 94
Physical Skills Capability 97 97
Personal Skills Capability 93 93
Social Skills Capability 94 93
Overall Capability 88 85

As examined on previous outcome measures, we assessed the impact of different teaching
styles on the GKAP capability areas.  Controlling for the effect of beginning of the Pre-K year
ratings, findings reveal that children who had an academically directed or a middle-of-the-road
Pre-K class and entered into a middle-of-the-road kindergarten classroom (Cells 2 and 5) had
the lowest summed scores on the five capabilities.  Furthermore, children from middle-of-the-
road Pre-K classrooms who transitioned into either academically directed or child-centered
kindergarten classes (Cells 4 and 6) were more likely to score lower on GKAP. Finally, children
who were in academically directed Pre-K classes and went into child-centered kindergarten
classes also faired less well on GKAP.

Promotion/Retention Status

For every child rated on the end of the school year student rating form, a placement decision for
the following year was ascertained by asking the kindergarten teacher to select one of the
following options: promotion, developmental kindergarten or developmental first grade, retained
in kindergarten, moved, or other.

For the 2,140 children with data on this variable, 94% were recommended for promotion to first
grade.  Three percent were recommended for retention in kindergarten, and 2% were
designated for placement in a developmental kindergarten or first grade class.  The remaining
1% of children were either placed in special education classes or were being considered for
retention.

Expectations for Educational Attainment

Research has suggested that teachers’ educational expectations for individual students are
useful in understanding future educational performance (Hoge & Coladarci, 1989; Kenny &
Chekaluk, 1993; Rosenthal & Jacobson, 1968; Wright & Wiese, 1988), but most of these studies
are referring to short term success, such as in subsequent year achievement tests and grades.
For our study, we included one question on the end of year student rating form that asked
kindergarten teachers their opinions of students’ future educational accomplishments.  On a
rating scale of 1 to 10, where 1 equals “not finish high school” and 10 equals “complete an
advanced professional degree (Ph.D., M.D., J.D., etc.),” teachers rated each student in the
study on the question, “How far in school do you expect the student to go?”

Findings reveal that the largest percentage of teachers, approximately 35%, believed that these
students would finish a college degree or graduate degree.  Approximately one-fifth of teachers
believed the highest level of educational achievement for these students would be a high school
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diploma.  Parents of the students in our sample were also asked the same question.  Contrasts
between teachers’ and parents’ responses to this item are presented in a later section.

Distinguishing Characteristics Of Child-Centered Prekindergarten Classrooms
Children who participated in prekindergarten classrooms where the teacher employed a child-
centered teaching style consistently seem to benefit the most with regard to kindergarten
readiness, ratings in communication, behavior, and academic skill areas, as well as readiness
for first grade and absences in the kindergarten year.  In order to determine what characteristics
differentiated the Pre-K child-centered teachers from the teachers identified as academically
directed and middle-of-the-road, additional analyses were conducted.

Prekindergarten teachers who take a more child-centered approach to teaching appear to be
significantly different on several variables, including level of education, type of organization in
which they teach, and the extent to which they endorse and implement child-centered practices.
Approaching significance, the teacher’s type of certification was also a discriminating
characteristic.

When looking at level of education, over half of the Pre-K teachers who have at least a four-year
college education were child-centered, compared with 26% middle-of-the-road and 21%
academically directed.  In fact, a third of the academically directed teachers were not college
graduates.  Along these same lines, the majority of child-centered teachers also held teaching
certificates issued from the state (83%).  Although a comparable percent of the middle-of-the-
road teachers also were certified (81%), only two-thirds of the academically directed teachers
were certified.  Most of the remaining academically directed teachers had child development
credentials which do not require a college education.

Prekindergarten teachers who take a child-centered approach to teaching were about split with
regard to working in the local or public school system (51%).  The remaining percent of child-
centered teachers were distributed among private for profit entities (43%) and the not for profit
sector (6%).  However, the majorities of academically directed and middle-of-the-road teachers
were employed by the private for profit sector, 68% and 56% respectively.  This is not surprising
since local school systems usually require college-degreed, certified prekindergarten teachers.
Moreover, the academically directed and middle-of-the-road teachers tended not to be college
educated, nor state certified, and therefore could only be employed in a facility that did not
require either.

Finally, teachers represented by the three types of teaching styles were compared with regard
to their ratings on the early childhood education beliefs and practices survey items.  As
expected, prekindergarten teachers with a child-centered teaching style gave ratings that were
significantly more child-centered than the academically directed and the middle-of-the-road
teachers (p < .001).  Moreover, when examining discrepancies between what teachers believe
and what they report being able to implement in their own classrooms, the child-centered
teachers had smaller discrepancies than the middle-of-the-road teachers (p < .001) with both
groups reporting more child-centered beliefs than practices.  In other words, although both
groups were unable to implement practices that were as child-centered as their beliefs about
educating children, the child-centered teachers were more able to put their beliefs into practice.
Alternatively, the child-centered group differed significantly from the academically directed
teachers in that the latter group reported implementing more child-centered practices than their
beliefs, which were more teacher-directed (p < .001).



42 - Prekindergarten Longitudinal Study 1997-1998

Applied Research Center

Because other factors may influence the extent to which the teachers characterized by these
three types of teaching styles differ, a logistic regression model was used.  After taking into
consideration region of the state, organization type, curriculum type, level of certification, and
level of education, the child-centered teachers were significantly more likely to report more
child-centered practices than the academically directed and middle-of-the-road teachers
(p < .001).  Interestingly, while the child-centered teachers reported more child-centered beliefs
about early childhood education, their summed scores on the beliefs items were not statistically
significantly different from the academically directed and middle-of-the-road teachers when
taking these other variables into account.

Teachers did not differ significantly by region of the state.  Nor did teachers differ significantly by
the type of curriculum implemented at their prekindergarten site.  However, it is interesting to
note that, although not statistically significant, only half of the teachers using High/Scope
curriculum were categorized as child-centered (54%).  And, slightly less than half of the
teachers using Creative Curriculum fell into the child-centered teaching style group (46%).
Montessori teachers were equally divided among the three teaching styles.

Distinguishing Characteristics Of Middle-of-the-Road Kindergarten Classrooms
Findings from previous analysis indicated that children who participated in kindergarten
classrooms that were characterized by a middle-of-the-road teaching style were consistently
less likely to be successful in the kindergarten environment as rated by kindergarten teachers
on readiness for first grade, ratings on communication, behavior, and academic skills, and
statewide achievement testing.  In particular, children experiencing the combination of
academically directed or middle-of-the-road prekindergarten classrooms then a middle-of-the-
road kindergarten classroom seem to fare the worst.

Similar analyses as described in the previous section were conducted in an effort to determine
the characteristics that differentiate the middle-of-the-road kindergarten teachers from those
taking a more child-centered or even an academically directed approach to early childhood
education.  However, because the sample of kindergarten teachers is different from the
prekindergarten sample, some variables were not expected to be significant due to the
distribution on these variables.  For example, almost all of the kindergarten teachers were
teaching in a local school system and, therefore, were college graduates and held valid teaching
certificates.  It is not surprising then, that level of education and type of certification were not
significant.

However, region of the state was significant in that the plurality of teachers located in the
Southeast and North Georgia regions of the state were categorized as middle-of-the-road; 47%
of teachers in the Southeast and 46% of teachers in North Georgia.  Metro Atlanta appears to
be divided between middle-of-the-road and child-centered teaching styles, 41% and 43%
respectively.  A plurality of teachers in South Georgia were more academically directed (41%),
while those in Southwest Georgia appeared to be more child-centered (47%).

Comparisons of the three teaching styles on the beliefs and practices early childhood education
survey items indicated that there were some statistically significant differences.  As expected,
the middle-of-the-road teachers had summed ratings on the beliefs and practices items that fell
significantly below the child-centered teachers and significantly above the academically directed
teachers (p < .001).  Similarly, with regard to the extent that teachers were able to put into
practice their beliefs, the middle-of-the-road teachers had higher discrepancies between their
beliefs and practices than the academically directed group of teachers (p < .01).  There were no
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differences between the middle-of-the-road and child-centered teachers on discrepancies.  All
three groups of teachers reported having beliefs that were more child-centered than what they
were able to implement in their classrooms.

When taking into consideration other variables that might impact teaching style, the three
groups of kindergarten teachers did differ significantly from one another on two variables.  In a
logistic regression, the following independent variables were included: region of the state, years
working with preschool and kindergarten children, level of education, various influential factors
on the kindergarten program (i.e., parents, principal, curriculum, school system policies,
achievement testing), and beliefs and practices survey items.  Of these variables, middle-of-the-
road teachers differed by the degree that their principal influences their program and the ratings
on their practice items.  Middle-of-the-road teachers were more likely than the academically
directed and the child-centered teachers to think that their principals did not have an influence
on their kindergarten program (p < .01).  In addition, teachers who reported implementing more
teacher-directed practices in their classrooms were more likely to be categorized as middle-of-
the-road (p < .01).  However, middle-of-the-road teachers’ summed ratings on the beliefs items
were not statistically significant from the academically directed and child-centered teachers
when taking the other variables into account.

Parent Survey
A telephone survey was conducted with the parents of students in our sample at the end of the
kindergarten year.  Similar to the findings from last year’s parental survey regarding
prekindergarten, parents were overwhelmingly happy with their child’s kindergarten experience.
Mothers were most likely to complete the survey; 77% of respondents were the mothers of the
students in our study, and 18% of the sample were fathers.  The remaining 5% were other
relatives, such as grandmothers.  Major findings from this year’s survey of parents are reported
below, separated into the following main sections: 1) the perceived effects of Pre-K, 2) the
perceived kindergarten experience, and 3) the resources and activities in the home.  In addition,
some comparisons of findings from this year are made with results from last year’s survey of
parents.  For some of the following findings, comparisons are made between parents’
responses and the responses of the kindergarten teachers to similar questions.  Most of the
results reported are based on items scored on an agreement scale from one to five, where one
equals strongly disagree and five equals strongly agree.2

Perceived Effects of Pre-K

Most parents surveyed agreed that Pre-K had positively influenced their children’s educational
progress.  Eighty-three percent of parents agreed or strongly agreed with the following
statement: My child has progressed in school faster as a result of being enrolled in Pre-K last
year.  Similarly, the majority of parents (75%) disagreed or strongly disagreed that Pre-K did not
have much of an impact on their child’s progress in school.   When parents were asked to think
back to the beginning of their children’s kindergarten year, a majority of parents (63%) said they
thought their children were ready for kindergarten at that time, and an additional 31% of parents
said their children were ahead of where they needed to be for kindergarten when they first
started.

                                        
2 For items using this scale, the responses of four and five were combined and interpreted as “agree or strongly
agree.” Responses of one and two were combined and considered “disagree or strongly disagree.” A response of
three was interpreted as “neutral.”
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Perceived Kindergarten Experience

Many aspects of the kindergarten experience were explored with parents.  This section is
separated into the following sub-areas: (a) beliefs about kindergarten, (b) activities in
kindergarten, (c) satisfaction with kindergarten, and (d) comparison of kindergarten to Pre-K.

A. Beliefs about Kindergarten

Regarding the main purpose of kindergarten, most parents believe that it should have an
academic focus. When given the following statement, kindergarten should focus on academics,
such as reading and math, 75% either agreed or strongly agreed. When asked which was the
more important concern of kindergarten, social and emotional development or getting the
academic skills for first grade, the largest percentage of parents, 47%, said kindergarten should
be equally concerned with both social and emotional development and academic skills.  This is
compared to 77% of teachers who were asked a similar question.  More than a third of parents
(36%) said academic skills were more important.  However, there were only 8% of teachers who
agreed that academic skills were more important.  The remaining 17% of parents said social
and emotional growth should be the bigger concern. About the same amount of teachers said
social and emotional growth was most important (15%).  See Figure 11 for a graphical display of
these findings.

Figure 11. Parents’ beliefs about kindergarten: Which is most important?

B. Activities in Kindergarten

Parents were asked a series of questions to assess their knowledge of the activities that they
believed took place in their children’s kindergarten classes.  Related to this, kindergarten
teachers were asked what should take place in a kindergarten classroom.  Findings reveal that
parents believe workbook, worksheet, and other seatwork activities are prevalent in
kindergarten.  Eighty-eight percent of parents agreed or strongly agreed that their children had
workbook and other seatwork activities in kindergarten, and 89% agreed or strongly agreed that
worksheets were frequently used in their children’s classes to learn certain skills, such as math.
However, only 19% of kindergarten teachers believed that they should provide workbook or
other seatwork activities.
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Reading was another popular activity in kindergarten, according to parents.  Ninety-one percent
of parents said their children were formally instructed in pre-reading skills in kindergarten, and
an overwhelming 92% said their children’s classes had stories read to them by teachers or
aides on an everyday basis.  Kindergarten teachers have similar beliefs about reading to
children, as 99% of teachers surveyed for this report said kindergarten teachers should read
stories to the class every day.  However, teachers felt less strongly about pre-reading
instruction, as only 68% believed that formal instruction in pre-reading skills should take place in
kindergarten.

In terms of extra-curricular activities, most parents believe their children are exposed to music
and physical education (P.E.) on an everyday basis, as 66% of parents agreed or strongly
agreed that their child’s class had a music activity every day in kindergarten, and 77% agreed or
strongly agreed that their child’s class had P.E. activities every morning and afternoon.  When
teachers were asked about music, they were more likely to believe music should be an every
day activity (83% of teachers believed this).  Parents also thought that their children spent a
significant part of every day choosing their own activities, as 58% of parents agreed or strongly
agreed with this.   However, only 33% of teachers believed child-chosen activities should take
up half of their students’ day.  Finally, a majority of parents (85%) believed that kindergarten
teachers used privileges, prizes and other rewards to motivate their students, while only 42% of
kindergarten teachers believed that privileges, prizes, and other rewards should be used to
motivate the children.  Percentages of parents who believed these activities took place in their
children’s kindergarten classes compared with percentages of kindergarten teachers who
believed these activities should take place are presented in Figure 12.

Figure 12. Parents’ perceptions and teachers’ beliefs about activities in kindergarten.
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C. Satisfaction with Kindergarten

Overall, parents seemed extremely satisfied with their child’s kindergarten experience as well as
with the school in which their child attended kindergarten.  On a 1 to 10 scale of satisfaction,
where 1 equals very unsatisfied and 10 equals very satisfied, 85% of parents responded with an
eight or higher when asked how satisfied they were with their child’s kindergarten experience.  A
majority of these parents (62%) responded with a ten, meaning they were very satisfied.  When
asked a similar question about their child’s school for the kindergarten year, 84% of parents
answered with an eight or higher, and 60% rated the school a ten.  Related to their satisfaction,
66% of parents believed their children were currently ready for first grade, and an additional
29% believed their children were currently ahead of where they needed to be for first grade.

Parents were also asked specific questions about their satisfaction with the teachers and
principals at their children’s schools. Overall, parents were happy with both teachers and
principals. Using a five point agreement scale, 88% of parents agreed or strongly agreed that
the kindergarten teachers always found time to meet with them, 90% of parents agreed or
strongly agreed that their child’s kindergarten teacher always had the best interests of children
in mind, and 84% disagreed or strongly disagreed that the teachers never had enough time to
answer questions.  Similarly, principals were also thought to have the best interests of children
in mind, as 85% of parents agreed or strongly agreed with this. Principals were not seen as
difficult to approach or unavailable, as there were 77% of parents and 78% of parents,
respectively, who disagreed or strongly disagreed with these two items. Overall, parents thought
they had learned a lot from the staff at their child’s school, as 71% of parents agreed or strongly
agreed with this statement.

D. Comparison of Kindergarten to Pre-K

Parents were asked to compare some aspects of their child’s kindergarten year with what they
remember experiencing during the Pre-K year.  When asked how informed they were of their
child’s progress from year to year, half of parents (50%) said they were more informed in the
kindergarten year than they were when their child was in Pre-K.  Most of the remaining parents
(41%) said they were informed about the same amount from year to year, and only 9% of
parents said they had been informed less during the kindergarten year.  These results are
presented in Figure 13.

Figure 13. How informed parents were in Pre-K year compared to kindergarten year
(n = 1,606).
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Regarding contact with their child’s teacher from year to year, the largest percentage of parents
(46%) said they had about the same amount of contact with the two teachers from year to year.
The next largest percentage of parents (35%) said they had more contact with kindergarten
teachers than they had with Pre-K teachers the previous year. These findings, displayed in
Figure 14, reveal that parents might have been slightly more involved with their children’s
kindergarten year of school than they were during the Pre-K year.  Finally, when asked to
characterize their child’s kindergarten experience, most parents (82%) thought it had been more
like elementary school than Pre-K.  Only 11% of parents said it was more like Pre-K, and the
remaining 7% of parents believed that it was equally like Pre-K and elementary school.

Figure 14. Amount of contact with teacher in Pre-K year compared to kindergarten year
(n = 1,603).

Resources and Activities in the Home

A large number of parents said that they have many resources in the home related to reading.
Regarding books, 98% of parents have books in the home for any age, and an equal percent of
parents have books in the home that are specifically for children.  When asked how many
children’s books are in the home, two-thirds of the parents surveyed said that they have 50 or
more children’s books in the home (66%), while a third of the parents surveyed (34%) have 100
or more books.  Other reading materials were also prevalent in homes.  Ninety-six percent of
parents said they have newspapers or magazines in the home, and 96% have a dictionary in
the home.  When asked if they read to their children, almost all parents (98%) said yes.  Parents
apparently read to their children frequently and for a fairly long amount of time.  About half of the
sample (51%) said they read to their child on a daily basis, and most others (41%) said they do
this a few times a week.  When asked how long they typically read, most parents (59%) said
between ten and thirty minutes a day.

Parents were also questioned about other equipment and supplies for their children.  Parents
were highly likely to have crayons and markers in the home (99%); there were also many
parents who said they have records, cassette tapes, or compact discs for children (93%), and
slightly more (96%) who have outdoor play equipment for their children. A smaller number of
parents, but still a majority (62%) said they have computers in the home that can be used for
other things besides games.
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Expectations for Educational Attainment

Similar to what was asked of teachers, we asked one question of parents to measure their
opinions of their children’s future educational attainments.  Using a rating scale from 1 to 10,
where 1 equals “not finish high school” and 10 equals “complete an advanced professional
degree (Ph.D., M.D., J.D., etc.),” parents rated their children on the question, “How far in school
do you expect your child to go?”  Findings reveal that parents are very optimistic about their
children’s intended educational success.  A large majority of parents (81%) believed that their
children would complete a Bachelor’s degree or more education.  Of those parents, 60%
thought their children would graduate from college, while 6% thought their children would get a
Master’s degree and 14% saw an advanced degree in their children’s futures.  Ten percent of
parents believed their children would graduate from high school.  Parents’ percentages for each
of the 10 categories are presented in Figure 15, as well as kindergarten teachers’ responses to
the same item, for purposes of comparison.

Figure 15. Parents’ and kindergarten teachers’ perceptions of children’s future
educational attainment.

As shown in Figure 15, parents were approximately 25 percentage points more likely than
kindergarten teachers to think that their children will complete a college degree.  About 60% of
parents believed their children will be college graduates, while only about 35% of teachers
believed this.  Parents were also significantly more likely than teachers to believe their children
will attain an advanced degree.  On the other hand, teachers are twice as likely as parents to
believe their students will be high school graduates, as about one-fifth of teachers believed this
and about 10% of parents answered similarly.
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Summary Of Findings
The second year of the longitudinal study of the Georgia Prekindergarten Program included
statistical analyses of information gathered on the students followed from the first year of the study,
the parents of the students in the study, and the classrooms, teachers and school administrators
involved in the current year of study.  Surveys with kindergarten teachers provided information on
their beliefs and practices regarding early childhood education.  School administrators were
surveyed about what they thought kindergarten teachers should be doing in the classroom.
Observations on a random sample of kindergarten classrooms measured the extent to which
developmentally appropriate practices were implemented.  Kindergarten teachers completed ratings
for all children in the sample on various skill areas, including readiness for kindergarten and first
grade.  Additionally, surveys with parents of children in the study included perceptions about their
child’s Pre-K and kindergarten experiences.

Results from the second year of the longitudinal study were examined with respect to the types of
Pre-K programs that the children participated in during the initial year of the study.  This summary is
presented with emphasis on the interaction between Pre-K program type and kindergarten
experience.  More specifically, what type of prekindergarten experience tends to better prepare
students for success in the kindergarten year?

The majority of kindergarten teachers found that students who participated in the Georgia
Prekindergarten Program were better prepared when they entered kindergarten in the fall of 1997.
However, most kindergarten teachers have not changed their instructional practices as a result of
the Pre-K program.  Related to this, kindergarten teachers expressed their beliefs that they should
balance child-centered and academically directed experiences.  Across the board, teachers
indicated that they are less able to put child-centered beliefs into practices.

At the beginning of the school year, kindergarten teachers rated 64% of the former Pre-K students to
be above average in terms of readiness for kindergarten.  At the end of the year, 68% of these
students were judged above average in terms of readiness for first grade.  Readiness ratings were
inclusive of the cognitive, language, social-emotional, behavioral, physical, and self-help domains.

During the Pre-K year, students made gains on all skill measures, including the academic, behavior,
and communication domains.  Gains were also recorded during the kindergarten year, but these
gains were less than those recorded in the Pre-K year.

Pre-K students taught by teachers who believed in and practiced child-centered instruction fared
better in kindergarten on all measures, including skill ratings and readiness ratings for kindergarten
and first grade.  The Pre-K teachers espousing a child-centered approach were found to be college
educated, state certified in early childhood education, working in public schools, and more able to
put their instructional beliefs into practice.

Students who participated in kindergarten classrooms characterized by a middle-of-the-road
teaching style were less likely to be successful in kindergarten; these students were rated as less
skilled and less ready than other students.  The middle-of-the-road kindergarten teachers were
found to be less influenced by their principals, and using more teacher-directed practices, but not
practices that they believed in.

Overall, the best combination of school experiences for students appears to be going from a child-
centered Pre-K program into a child-centered kindergarten environment.  The most detrimental
combination of experiences for students appears to be transitioning from either an academically
directed or middle-of-the-road Pre-K program into a middle-of-the-road kindergarten environment.
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Appendix A. Sampling and Tracking

In the first year (1996-1997) of this longitudinal study of the lottery-funded Georgia
Prekindergarten (Pre-K) Program, a sample of 220 Pre-K classes was randomly selected from a
total of 3,037 possible Pre-K classes across Georgia.  The sample of 220 classes was stratified
by three variables: region of the state, organization type, and curriculum.  The state was divided
into five regions: (1) North Georgia, (2) Metro Atlanta, (3) Southwest Georgia, (4) Southeast
Georgia, and (5) South Georgia.  Organization types included the following: (1) local, or public,
school systems and (2) private school entities.  Finally, for sampling purposes, the following
curricula were included: (1) Creative, (2) High/Scope, (3) Montessori, (4) locally developed, and
(5) “no information,” for classes where there was no available curriculum information on the
initial database.  The “no information” classes were later assigned one of the four curricula when
that information was available.

As a result of the first year of data collection, the initial sample size was reduced to 211 classes
and 4,189 students.  Nine classes were removed from the study due to lack of cooperation in
one or more elements of data collection from the Pre-K year.  In the second year of the study,
four additional classes were dropped from the sample due to an inability to locate any of the
children or parents following their participation in the Pre-K year.  This resulted in a final sample
of 207 Pre-K classes.

Another decision was made to include in our study only those students who completed a full
year of Pre-K.  A few rules were established in order to make this decision.  A child was
included in our study if he or she met one of the following criteria:

(1) The child was rated by a Pre-K teacher at both the beginning and the end of the school
year;

(2) The child was rated by a Pre-K teacher at the end of the year, and the entire class was
missing beginning of the year ratings;

(3) The child was rated by a Pre-K teacher at the beginning of the year, and the entire class
was missing end of the year ratings;

(4) The child was not rated at the beginning or the end of the Pre-K year, but the child was
listed on an Office of School Readiness roster submitted in Fall 1996, plus we received
some piece of information at the end of the year confirming the child’s enrollment (i.e.,
parent phone numbers submitted at the end of the year, attendance sheets received from
the site, and/or parent telephone surveys that confirmed the child’s full year enrollment).

After removing children who did not meet any of the above criteria, there were 3,692 students
remaining in the study.  Data collection efforts for the Fall of 1997 began by trying to locate
these children.  Efforts focused on information received from Pre-K lead teachers and parents
as to where they expected children to attend kindergarten.  Additionally, lists were sent to public
school superintendents in the Fall of 1997 with the names of children for whom no school name
was identified, but who did reside within a particular county and, therefore, would most likely
attend a public school within that county.  Superintendents were asked to provide the name of
the school in which the child(ren) were enrolled.  As a final attempt, a list of children’s names
and social security numbers was forwarded to the Georgia Department of Education requesting
that student names be matched with enrollment data so that a school could be identified.
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Once children were associated with a particular school, whether public or private, a list with
those children’s names was mailed to the principal of the elementary school.  Along with the
request to confirm the child’s enrollment, the principal also was asked to identify the name of the
kindergarten teacher for the child. Social security numbers were included with all children’s
names so that the correct child was referenced.  After receiving confirmation that a child was
enrolled in a specific classroom, the appropriate surveys were mailed to the principal and
kindergarten teachers.

Of the 3,692 children who were included in the sample of 207 Prekindergarten classrooms in
the first year of the study, a total of 3,201 students were located in 1,672 kindergarten
classrooms in the second year of the study.  This number does not include children who were
located but either moved out of Georgia, participated in home-schooling for their kindergarten
year, or died.
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Appendix B. Data Collection, Entry, and Verification

Data for year two of the longitudinal study of the Georgia Prekindergarten Program were
collected from principals, teachers, and parents, as well as from in-class observations of a
sample of kindergarten classes.  Specific methods for data collection and response rates for all
surveys are discussed below.  Copies of the instruments used for data collection are available
upon request.

1. Principals

The first phase of data collection occurred in October 1997.  Principals were mailed a packet
of materials.  Each packet contained a set of survey instruments to be distributed to each of
the kindergarten teachers in our study at that school.  In addition, principals were asked to
complete three survey instruments: (a) a beliefs and practices questionnaire regarding early
childhood education, (b) an estimated socioeconomic status (SES) rating of parents/
caregivers on a school-wide level, and (c) a personal demographics question guide.  Of the
678 principals in our study, we received completed materials from 442 of them, which is a
65% response rate.

2. Teachers

Included in the packet mailed in October 1997 and distributed by principals were two
instruments for kindergarten teachers in our study to complete: (a) a beginning of the year
student rating form for children in our study, and (b) an estimated socioeconomic (SES)
rating of parents/caregivers for each teacher’s classroom as a whole.  A follow-up mailing
was sent in March 1998 for teachers who had not yet returned the materials.  Both mailings
resulted in completed materials received for 2,357 students from the total of 3,201 students.
This is a response rate of 74%.

In April 1998, a second packet mailed to principals and distributed to teachers included two
more survey instruments: (a) an end of the school year student rating form for children in our
study, and (b) a teacher survey of beliefs and practices regarding early childhood education.
We received completed rating forms for 2,189 students from the total of 3,201 students, a
68% response rate.  In addition, 1,154 out of 1,672 teachers returned the survey of beliefs
and practices, which was a 69% response rate.

A final data source from kindergarten teachers was an end of the year survey inquiring
about teaching practices, learning environment, and perceptions of the lottery-funded Pre-K
program.  A random sample of teachers received the survey.  Initially, surveys were
conducted via the Computer Assisted Telephone Interviewing (CATI) System, but efforts to
contact teachers were not as productive as anticipated.  The survey was converted to a
written format and mailed with a postage-paid return envelope in May 1998.  The sample for
this survey consisted of the 316 teachers whose classes had been randomly selected to
receive an in-class observation, as well as an additional 400 teachers who were randomly
selected from the remaining teachers in our study.  Of the 716 kindergarten teachers who
received the survey, 510 teachers returned a completed survey, which resulted in a 71%
response rate.
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3. Classroom Observations

A random sample of 343 classes was selected to receive ratings of the classroom
environment through on-site classroom observations.  In an attempt to observe classes in
which we had located more than one child, we applied a selection process that gave classes
with more of our sampled children a greater probability of being selected.  The process was
conducted in four phases as we located children throughout the year.  During each phase,
we selected 100 schools as possible observation sites.  All children in our study who were
located at these schools were assigned a number (1 through n).  Classes for observation
were chosen by randomly selecting children based on their assigned numbers.  Guarding for
duplicate classes, once a child in a class was selected, that class was no longer a potential
choice.  Thus, if a child’s assigned number was selected after another child in their class
had been chosen, we skipped that number and went to the next random number until our
quota was filled.  In total, 343 sites were assigned for observation.  A total of 316
observations were completed, a 92% completion rate.  Twenty-seven classes were not
observed for various reasons, such as a refusal to participate by the school or because the
child used to select the class either moved or transferred out of the class.

Observations were conducted by an eight-member research team from December 1997
through May 1998.  Prior to the data collection, the research team was led in a three-day
training session for the observation instrument by one of the co-creators of the instrument
and two assistants.  While the co-creator led the overall training, researchers were divided
into three teams for practice sessions, with one of the trainers leading each team.  Each
team rated two classrooms for a total of six kindergarten classrooms that were observed to
complete the training.  Before researchers began collecting data independently, an
additional 12 classrooms out of our sample were visited by two or three researchers
simultaneously in order to establish inter-rater reliability.  These 12 classrooms translated
into 16 pairs of observations, with a Spearman Rho rank order correlation of .85.

Approximately 30-40 classes were assigned to each researcher to be competed
independently, and assignments were generally clustered by region of the state.  Each
researcher was responsible for contacting the principal of the school to schedule a time to
visit the classroom(s) that was convenient for the teacher(s).  Observations were intended to
be unobtrusive, in that the researcher sat inconspicuously in the room and observed the
classroom layout, the materials and resources, and the children’s interactions with other
children and with the teacher. In an effort not to bias the classroom environment,
researchers maintained little or no interaction with the children or teacher.  If activities took
the children out of the classroom during the observation period, the researcher followed the
children.  At the end of the observation period, researchers asked teachers questions about
items that were not readily apparent to the observer.  Observations generally lasted 3 to 4
hours.

4. Parents

Telephone interviews were attempted with all parents of the children in our sample for which
we had working telephone numbers.  Surveys were conducted immediately following the
school year, during June, July, and August of 1998.  We had telephone numbers for 3,464
parents; this included parent numbers for children from the Pre-K year even though we may
not have located the children in the kindergarten year.  A total of 1,738 surveys were
completed with parents. There were 1,141 disconnected or bad numbers.  The remaining
parents were not surveyed due to refusals (32 parents) or inability to reach the parent at
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home after eight or more attempts (553 parents).  Excluding the disconnected and bad
phone numbers, the response rate for this survey was 75%.

5. Data Entry and Verification

All mailed surveys were entered into a data file in SPSS (Statistical Package for the Social
Sciences) by a member of the research team and verified for accuracy by another
researcher on the team.  As in the previous year, verification procedures varied by the type
of data being verified, but usually followed the rule that every fifth case was verified.  For
instance, with student level data, every fifth child was verified.  When verifying teacher level
data, every fifth teacher was verified, and so on.
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