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Abstract 

KINDERGARTEN TEACHERS’ PERCEPTIONS OF KINDERGARTEN READINESS.   

Early childhood is a critical development period for academic, social, and emotional learning. 

Children experience a variety of early care and educational environments from infancy to age 

five. Due to these diverse environments, students enter kindergarten at multiple levels of 

academic, social, and emotional readiness, creating an achievement gap for some at the start of 

their schooling journey. This study sought to determine kindergarten teachers’ perceptions of 

kindergarten readiness in northwest, New Jersey.  Additionally, the research examined the 

instructional grouping structures used in the kindergarten classroom to address the diverse needs 

of learners.  The researcher employed the survey method utilizing a cross sectional questionnaire 

design and interviews to collect information from a sample of 45 kindergarten teachers to 

determine perceptions of readiness and gather information on instructional grouping structures 

used in the classroom.  To enhance the study and bring further insight to the findings of the 

survey results, the researcher held face-to-face interviews with six kindergarten teachers.  The 

study found that kindergarten teachers’ perceive most of their students to have the readiness 

skills needed to be successful in kindergarten.  However, the study revealed that all kindergarten 

classrooms studied have students that require supports academically, socially, and emotionally.  

Additionally, the study identified the need to further examine the instructional approaches used 

in the kindergarten classroom to meet the needs of students.  Outcomes identified in this research 

will contribute to developing on-going professional development for administrators and teachers 

on effective early childhood practices to support the cognitive and emotional needs of 

kindergarten students.  This research will also support the efforts to continue to bring preschool 

expansion funds to more communities in New Jersey to meet the diverse needs of all learners. 
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Chapter 1: Introduction to the Study 

Many children enter kindergarten without the academic, social, and emotional skills they 

need to succeed.  Math and reading readiness at the start of kindergarten are powerful predictors 

of school success, and children who enter kindergarten behind in their skills are unlikely to catch 

up in later grades (Friedman-Krauss, Barnett & Nores, 2016; Carter & Welner, 2016).  

Unfortunately, achievement gaps that begin in kindergarten are difficult to close and can have a 

lasting impact on students, schools, and communities (Reardon & Portilla, 2016).  

Although high quality preschool programs have been known to reduce achievement gaps, 

not all children have access to these programs (Friedman-Krauss et al., 2018).  Friedman-Krauss 

et al., (2016) found that the implementation of a national high-quality universal preschool 

program has the potential to reduce achievement gaps in readiness in kindergarten based on 

race/ethnicity and income.  Parker, Diffy, and Atchison (2018), report that in the United States 

only Vermont, Washington, Florida, and the District of Columbia have true universal pre-k 

programs.  

In New Jersey, only 35 of the 691 school districts in the state have full-day funded 

preschool for all 3-and 4-year-old children in their communities.  An additional 75 school 

districts receive some state preschool expansion funding for all or some children between 3 and 4 

(NJDOE, n.d.-f).  Most recently, New Jersey received additional preschool expansion funds from 

Governor Murphy to begin to fulfill the promise made in 2008 by then-Governor Corzine to 

expand preschool statewide (Murphy, 2019). 

The research conducted in this study examined teachers’ perceptions of kindergarten 

readiness and explored the instructional grouping structures used in the classroom to meet the 

needs of students.  The study surveyed teachers in the following northwestern, New Jersey 
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counties: Hunterdon, Morris, Passaic, Somerset, Sussex, and Warren.  Of these six counties, state 

funded preschool is available for all 3-and 4-year-old children in one Warren County school 

district (Phillipsburg School District) and two school districts in Passaic County (Passaic City 

School District and Paterson Public Schools).  Morris, Somerset, and Sussex County have three 

school districts that have received state funding through Preschool Education Expansion Aid 

(PEEA) to serve some children in their community.  In Morris County, the Boonton, Morris, and 

Wharton Boro School Districts have received PEEA funds.  In Somerset County, the Franklin 

Township, North Plainfield Borough and Somerville Borough School districts have received 

PEEA funds.  In Sussex County, the Franklin Borough, Newton, and Ogdensburg Borough 

School Districts have received PEEA funds.  All three school districts in Sussex County and one 

school district (Boonton School District) in Morris County started serving some of their 

preschool students in January of 2019.   

The outcomes of this research identified the readiness of students entering kindergarten.  

Additionally, it evaluated the current instructional grouping structures utilized to meet the 

spectrum of learners entering kindergarten.  These findings support the efforts to make preschool 

expansion in New Jersey a priority for all 3-and-4 year-old students and highlight the learning 

supports needed to meet the academic, social, and emotional needs of all students entering 

kindergarten. This research provides educational leaders with an understanding of 

developmentally appropriated practices in early childhood to ensure high quality experiences for 

children and support for teachers. 

Background 

The National Assessment of Educational Progress (NEAP) is the largest national 

assessment that represents students’ achievement throughout the United States in several subject 
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areas.  The NEAP reading and math assessment is administered every two years to fourth, 8th 

and 12th grade students across the United States.  Congress mandated NEAP testing in 1969, and 

it is administered by the National Center for Education Statistics (NCES) as part of the 

Department of Education’s Institute of Educational Sciences.  In 2017, NEAP reported that 63% 

of fourth grade students nationwide scored at basic and below basic levels on the NEAP reading 

assessment.  In math, 60% of fourth grade students nationwide scored at basic and below basic 

levels.  According to the NEAP report (2017), 51% of fourth graders in New Jersey scored at 

basic and below basic levels on the reading assessment and 50% scored basic and below basic on 

the math assessment. 

Equally alarming is that, according to the State of New Jersey’s Department of Education 

(2018), 48% of New Jersey’s third graders failed to meet expectations on the 2018 Partnership 

for Assessment of Readiness for College and Careers (PARCC) annual year-end English 

Language Arts test, while 47% of students failed to meet expectations on the PARCC math 

assessment.  Furthermore, 42% of New Jersey’s fourth grade students failed to meet expectations 

on the 2018 PARCC annual year-end English Language Arts test and 51% of students failed to 

meet expectations on the math assessment.  

 The National Conference of State Legislatures (2018) and the Annie E. Casey 

Foundation (2017) suggest that a students’ ability to read proficiently by the end of third grade is 

a predictor of future academic success.  To ensure this milestone is taken seriously, sixteen states 

and the District of Columbia have passed legislation requiring third grade students to be retained 

if they are not reading proficiently by the end of third grade (Weyer, 2018).  Fourteen of these 

states allow for good-cause exemptions, such as students that are not proficient in English, 

students that qualify for special education and intervention programs, recommendations from 
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parents, principals, or teachers, previous retentions, or the passing of alternate assessments 

(Weyer, 2018).  Eight states allow retention, but do not require it.  Although some states, like 

Florida, believe retention is working (Balkcom, 2014).  However, most of the research found 

retention to have a negative impact on students, which includes the likelihood that students will 

not finish high school (Allensworth, 2004; Andrew, 2014; Jacob & Lefgren, 2007; Ou & 

Reynolds, 2010; Jimerson, Anderson, & Whipple, 2002; Xia & Glennie, 2005).  Research by the 

Education Commission of the States [ECS] (2018) concluded that the United States will see a 

reduction in grade retention and students requiring special education services for each cohort of 

4-year-old children attending preschool.  Therefore, it is critical for states to focus on providing 

high-quality preschool experiences, early identification, and support for students with reading 

and math difficulties, not retention.    

Early identification and intervention support for students struggling to read should be 

implemented well before the end of third or fourth grade.  Research indicates that reading 

intervention in early childhood is effective and may even prevent reading difficulties in later 

school years (Foorman, Francis, Fletcher, Schatschneider, & Mehta, 1998; Partanen & Siegel, 

2014).  Early identification, coupled with focused and comprehensive instruction, is the most 

effective course of action utilized to combat reading difficulties (Bos, Mather, Friedman Narr, & 

Nalan, 1999; Coyne, Kame’enui, & Simmons, 2001; Ehri, Nunes, Stahl, & Willows 2001; 

Pearson & Hiebert, 2015; Menzies, H.M., Mahdavi, J. N., & Lewis, J. L. 2008). 

According to Hinton, Flores, and Shippen (2013), early instruction in math skills builds 

the foundation for children being able to develop higher order math skills.  The early 

development of math skills in preschool and kindergarten may also play a role in the 

development of a child’s executive functioning (Fuhs, Nesbitt, Farran, & Dong, 2014).  
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Therefore, early difficulties in numeracy can affect a plethora of math and executive function 

skills as children move throughout the grades (Schmitt, Geldhof, Purpura, Duncan, & 

McClelland 2017; Fuhs et al. 2014; Wright, Martland, & Stafford, 2006).  Math interventions in 

the early grades can support students’ success in later grades. 

While early literacy and math development are essential to a child’s academic success, 

the development of social and emotional learning (SEL) competencies are vital components to 

educating the whole child.  According to research by Denham and Weissberg (2004), children 

learn and retain social and emotional skills most successfully in early childhood.  CASEL, the 

Collaborative for Academic, Social, and Emotional Learning, described social and emotional 

learning as “the process through which children and adults acquire and effectively apply the 

knowledge, attitudes, and skills necessary to understand and manage emotions, set and achieve 

positive goals, feel and show empathy for others, establish and maintain positive relationships, 

and make responsible decisions” (Collaborative for Academic, Social, and Emotional Learning, 

n.d.).  Greenberg et al. (2003) and Denham and Brown (2010) found that the development of 

social and emotional skills in early childhood through high school, improves a child’s 

interpersonal skills, relationships, behavior, school attendance, avoidance of alcohol and drug 

use, as well as academic achievement.  In fact, children in the early years of schooling that learn 

to self-regulate emotions, be self-aware, make responsible decisions, understand others, and 

engage in social behaviors, are more likely to have a successful school experience (Denham & 

Brown, 2010; Elias, Zins, Graczyk, & Weissberg, 2003; Elliot, Kratochwill, & Roach, 2003). 

Problem Statement 

Before entering kindergarten, children experience a variety of early care and educational 

environments.  Some children may have experienced childcare with their parents or relatives, 
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while others may have been cared for in private homes, centers, or public/private schools 

(Donoghue & Council on Early Childhood, 2017; Friedman-Krauss, Barnett, & Nores, 2016; 

Hyson & Tomlinson, 2014).  According to Corcoran and Steinly’s (2019) report of the National 

Household Education Survey from 2016, “approximately 60 percent of children age five and 

younger not enrolled in kindergarten were in at least one nonparental care arrangement that was 

regularly scheduled at least once a week” (p.5).  Children that attended weekly care in a 

nonparental arrangement varied from relative care, private homes, and center-based care 

(Corcoran & Steinly, 2019).  

According to The Center on the Developing Child at Harvard University (2007), the 

emotional and physical health, social skills, and cognitive-linguistic abilities that are developed 

in early childhood are all vital elements for success in school and later in life.  Children entering 

kindergarten lacking the necessary social-emotional, cognitive, and physical skills needed for 

success, will likely struggle throughout their schooling. 

In New Jersey, the compulsory school age is six, however, most students enter 

kindergarten at the age of 4 or 5.  Early childhood is a critical developmental period for learning 

in which children develop a variety of pre-academic and social emotional abilities. 

However, the learning experiences of children under the age of six differ greatly.  Therefore, 

students enter kindergarten at multiple levels of academic, social, and emotional readiness, 

creating an achievement gap for some at the start of their schooling journey (Friedman-Krauss et 

al., 2016; Hyson & Tomlinson, 2014). 

Access to high quality preschool is likely to have an impact on a child’s well-being, 

school readiness, and learning development.  Moreover, high quality preschool has been linked 

to higher test scores in reading and math, as well as reductions in retention and special education 
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placements (Parker, Diffey, & Atchison, 2018).  New Jersey needs to continue to provide 

funding to enhance and expand access to high quality preschool programs.  An investment in 

early childhood education will support efforts to close the achievement gap that exists at many 

income levels.  

Many studies focus on the impact of high-quality preschool and need for children to be 

kindergarten ready.  However, an understanding of the complexities of kindergarten readiness is 

necessary to fully address the diverse needs of learners, to ensure school and life success. 

Purpose of the Study 

The purpose of this study is to determine if public school teachers in northwest, New 

Jersey perceive students to be academically, socially, and emotionally ready for kindergarten.  

Additionally, the research examined the instructional grouping structures used in the 

kindergarten classroom to address the diverse needs of all learners. 

The results of this study will further support the efforts for New Jersey to increase 

spending and resources to provide high quality preschools for all 3-and-4-year-old children.  The 

study will also provide educational leaders with an understanding of developmentally 

appropriated practices in early childhood to ensure high quality experiences for children and 

support for teachers.  

Research Questions 

1. What are teachers’ perceptions of kindergarten readiness skills in reading? 

 

2. What are teachers’ perceptions of kindergarten readiness skills in math? 

 

3. Do teachers perceive students to be socially and emotionally ready for kindergarten? 

 

4. Do students in kindergarten spend more time in whole group or small group and 

individual activities? 
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Theoretical Foundation 

This study is grounded in three major themes of Vygotsky’s sociocultural theory; social 

interaction, the more knowledgeable other (MKO), and the zone of proximal development 

(ZDP).  

Vygotsky (1978), stated that the development of thinking occurs in the everyday 

experiences that children have, particularly in their interactions with more experienced members 

of their cultural community.  Through social interaction, adults pass on to children the practices, 

values, and goals of their culture (p. 34).  The theory of social interaction emphasizes the fact 

that children adapt to the culture in which they are immersed (Conkbayir & Pascal, 2014).  This 

immersion in culture allows children to acquire language.  The term cultural tools, coined by 

Vygotsky, described how humans communicate to make meaning.  The tools used to 

communicate can be physical like a book or psychological such as language and thought.     

Vygotsky believed in the importance of a child’s interaction with teachers and peers to 

advance knowledge (Mooney, 2013).  The more knowledgeable other (MKO) refers to someone 

who has a higher understanding than the learner.  The MKO is often thought of as an adult or 

teacher who provides teaching or tutoring in a one-on-one situation to a child.  However, 

assistance can come from a peer or a group of peers in an activity such as play (Bodrova & 

Leong, 2015). 

The concept of the MKO is directly related to Vygotsky’s theory of zone of proximal 

development (ZPD).  According to Vygotsky (1978), ZDP is the social interaction most likely to 

promote cognitive development.  The zone of proximal development is the zone between what a 

child can do independently and what he or she can accomplish under guidance or in 

collaboration with more capable peers (Conkbayir & Pascal, 2014; Danish, Saleh, Andrade & 
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Bryan, 2017; Guseva & Solomonovch, 2017; Mooney, 2017; Spodek & Saracho, 2008; 

Vygosky, 1978).  The ZPD is the area the child will learn best through guidance or instruction 

from an MKO. 

The rate at which a child grows and develops from birth is uniquely based on life 

experiences.  As children develop, they acquire the knowledge and skills necessary to function in 

society through social interactions.  The experiences, culture, and role models children encounter 

from birth to age five differ greatly, thus, creating varied learning opportunities that affect the 

nature and course of cognitive development (Gauvain, Beebe, & Zhao, 2011; Mooney, 2013).  

Some of these learning opportunities are informal and others occur in more formal settings like 

school.    

According to Vygotsky’s theory of social development, differences in cognitive and 

social emotional development are largely dependent on everyday experiences and interactions 

with others.  Therefore, children entering kindergarten are diverse learners that differ in their 

culture, background knowledge, and cognitive skills.  Access to high quality preschool can help 

to minimize the cognitive and social developmental differences that exist among children 

entering kindergarten.   

 Careful observation of students by teachers will allow them to plan curricula accordingly 

to extend knowledge through scaffolding.  Using Vygogsky’s theory of ZPD, teachers can 

support learning and growth through the example of peers and adults, keeping in mind what each 

child is ready to learn.  

Definition of Terms 

The following terms are defined to help the reader understand the context of each term in 

this study. 
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Achievement Gap: When one group of students outperforms another group and the 

difference is scores is statistically significant (National Center for Education Statistics [NCES]). 

Approaches to Learning: The skills and behaviors children use to engage in learning.  

The approaches to learning domain incorporate emotional, behavioral, and cognitive self-

regulation as well as initiative, curiosity and creativity (Early Childhood Learning & Knowledge 

Center [ECLKC], 2018a). 

Early Care and Education: The care and education of children birth to 8 years old in a 

setting that promotes the development of a child’s social, emotional, cognitive and physical need 

to build a foundation for lifelong learning and wellbeing (UNESCO, n.d.). 

Early Identification: Intervention for children from birth through 4 years of age who 

demonstrate delays in development that may place them at risk for later identification as having a 

learning disability (National Joint Committee on Learning Disabilities, n.d.). 

Kindergarten Readiness: A child’s readiness to learn in the following five domains: 

physical well-being, social and emotional development, approaches to learning, language 

development, and cognition and general knowledge (Stedron & Berger, 2010). 

High Quality Preschool:  The following is present in a high quality preschool: children 

develop positive relationships with each other and their teachers, teachers support children’s 

development and learning, teachers plan and adapt curriculum to help children learn and grow, 

teachers assess children’s learning and development to understand what each child knows and 

can do and teachers build trusting relationships’ with families (National Association for the 

Education of Young Children [NAEYC], n.d.). 

New Jersey Student Learning Standards (NJSLS): The standards provide local school 

districts in New Jersey clear and specific benchmarks for student achievement in nine content 
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areas.  The standards are developed by a panel of stakeholders and influenced by the national 

standards, research-based practices, and students’ needs.  Currently, the standards are designed to 

prepare students for college and careers by emphasizing high-level skills needed for tomorrow’s 

world (NJDOE, n.d.-d). 

Partnership for Assessment of Readiness for College and Careers (PARCC): 

Assessments in math and English language arts that are aligned to the Common Core State 

Standards and were created to measure a students’ ability to apply their knowledge of concepts 

and measure readiness for college and career (Pearson, 2017). 

Preschool Education Expansion Aid (PEEA): Grant from the New Jersey Department 

of Education to fund the expansion of preschool to communities (NJDOE, n.d.-f). 

Preschool Expansion Grant (PEG): Funds allotted to school districts in New Jersey to 

provide high quality preschool from federal grant awarded jointly by the U.S. Department of 

Education and the U.S. Department of Health and Human Services (NJDOE, n.d.-f). 

Race to the Top-Early Learning Challenge (RTT-ELC):  A grant competition 

focusing on improving early learning and development programs for young children by 

supporting States' efforts to: (1) increase the number and percentage of low-income and 

disadvantaged children in each age group of infants, toddlers, and preschoolers who are enrolled 

in high-quality early learning programs; (2) design and implement an integrated system of high-

quality early learning programs and services; and (3) ensure that any use of assessments 

conforms with the recommendations of the National Research Council's reports on early 

childhood 

Universal Preschool: Pre-k programs are available to any child in a given state, 

regardless of family income, children’s abilities, or other factors (NAEYC, n.d.). 
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Assumptions 

All kindergarten teachers contacted to take part in the study are certified by the state of 

New Jersey and have experience teaching kindergarten.  The researcher assumes that all 

participants have the ability and knowledge to accurately assess the readiness of students in 

reading, math, social, and emotional skills.  For purposes of the study, it is assumed that all 

participants will be accurate and honest in their responses.  Furthermore, it is assumed that the 

survey used in this research has validity. 

Scope and Generalizability 

The researcher utilized a quantitative approach to collect information on New Jersey 

public school teachers’ perceptions of kindergarten readiness.  The survey instrument gathered 

information in the following areas: classroom and student characteristics, class organization and 

resources, instructional activities and curricular focus, parent involvement, evaluations and 

grading practices, school and staff activities, views on school readiness, and school climate and 

the environment.  The survey was electronically sent using Google Forms to kindergarten 

teachers in Hunterdon, Morris, Passaic, Somerset, Sussex, and Warren counties in New Jersey.  

Additionally, the researcher conducted face to face interviews with six kindergarten teachers 

utilizing the survey questions to gain further insight into readiness and instructional grouping 

structures used in the classroom. 

 The researcher did not consider environmental and biological factors, interpersonal 

relationships, or early environment and experiences of students.  Additionally, the researcher did 

not gather information on students’ learning environments before entering kindergarten.  

The finding of the study could potentially support the efforts to secure funding to bring 

high quality pre-k classes and programs to more children in the state of New Jersey.  
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Furthermore, the finding could assist in the development of kindergarten programs that are 

designed to meet the needs of all students academically, socially, and emotional with an 

emphasis on closing the achievement gap in the primary grades.  Findings can also provide 

educational leaders with an understanding of developmentally appropriate practices in the 

kindergarten to ensure high quality programing and support for teachers. 

Limitations 

 The geographical area and small sampling used in this study is likely to limit the 

generalizability of the findings throughout New Jersey and the United States.  The six counties of 

New Jersey used in this study are not representative of the population of New Jersey or the 

United States.  The information collected from the survey relies on self-reported data from 

respondents.  Teachers may have provided socially acceptable answers to survey questions.  

Teachers interviewed to gain insight into kindergarten readiness and instructional structures used 

in the classroom may also feel obligated to provide socially acceptable answers.  

To protect the privacy of participants, the survey did not collect any identifiable information 

about participants’ school district or school.  Therefore, it is difficult to understand the 

socioeconomic factors that may influence results.  Moreover, the survey does not consider 

environmental and biological factors, interpersonal relationships, or early environment and 

experiences of students.  Lastly, the length of the survey may affect the response rate. 

Significance 

Early childhood education is at the forefront of improving schools and reducing the 

achievement gap that starts for some students as early as kindergarten.  Research by the 

Education Commission of the States (2018) found that the “United States could see a net benefit 

of at least $83.3 billion, a reduction in retention rates, special education and other factors for 
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each cohort of 4-year-olds attending preschool” (p. 2).  Furthermore, high quality preschool 

provides benefits beyond the early years and builds a stronger foundation for social and 

economic success, as well as improved health (Frede & Hearne, 2019). 

Although much research is available on the positive effects of high-quality preschool, 

access still remains low.  In September of 2018, New Jersey governor Murphy allocated $20.6 

million of Preschool Education Expansion Aid (PEEA) to 31 eligible districts to enhance and 

expand preschool programs throughout the state.  Although this is the largest increase in 

preschool funding in over a decade, it is still not enough to reach all students to ensure readiness 

for kindergarten.  

Findings from this research study could support the following areas: to inform legislators 

to make pre-k expansion a state priority in New Jersey, to further the research of early childhood 

instructional practices to support the cognitive and emotional needs of students, to inform local 

and state boards of education on the need for high quality preschool and developmentally 

appropriate practices in kindergarten, provide educational leaders the knowledge of 

developmentally appropriate practices in kindergarten to inform programing and professional 

development, and to expand the knowledge base of research on teachers’ perceptions of 

kindergarten readiness. 

Summary 

The readiness of students entering kindergarten relies heavily on early childhood 

experiences and care.  According to Vygotsky’s (1978) sociocultural theory, differences in 

cognitive and social emotional development are largely dependent on everyday experiences and 

interactions with others.  Therefore, high quality cognitive, social, emotional, and physical early 

childhood experiences are vital to development and readiness.  When children enter kindergarten 
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lacking readiness skills to be successful, they are unlikely to catch up in later grades (Friedman-

Krauss, Barnett, & Nores, 2016; Carter & Welner, 2016).  

In New Jersey and throughout the United States there are large percentages of third and 

fourth graders not meeting grade level expectations in reading and math.  Research shows the 

positive impact of a high-quality preschool experience on achievement in reading and math as 

well as social and emotional skills.  However, access to preschool in New Jersey and throughout 

the United States is low.  Even with recent funds through Preschool Education Expansion Aid 

(PEEA), only about 5% of New Jersey children between 3 and 4 have access to true universal 

preschool. 

The researcher sought to understand the perceptions of New Jersey public school teachers 

on kindergarten readiness in Hunterdon, Morris, Passaic, Somerset, Sussex, and Warren 

counties.  Additionally, the study examined the instructional grouping structures used in the 

classroom to combat the vast differences in cognitive and social and emotional development 

among students.  These findings will highlight the need to secure additional funding for high 

quality preschool in more communities in New Jersey, strengthen kindergarten curriculum to 

target the needs of students, and provide educational leaders with the knowledge necessary to 

implement developmentally appropriate programing and support teachers. 
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Chapter 2: Literature Review 

Early childhood is a critical developmental period for academic, social, and emotional 

learning.  During this crucial time, children experience a variety of early care and educational 

environments.  Due to these diverse environments, students enter kindergarten at multiple levels 

of academic, social, and emotional readiness, creating an achievement gap for some at the start 

of their schooling journey. 

The purpose of this study is to determine if public school teachers in northwest, New 

Jersey perceive students to be academically and socially ready for kindergarten.  Additionally, 

the research examines the instructional grouping structures used in the kindergarten classroom to 

address the diverse needs of all learners.  

Chapter 2 reviews the literature related to early care and education in the United States 

and New Jersey.  The researcher explores the impact of early childhood experiences and 

education on school readiness as well as the government-funded programs available for children, 

schools, and families to increase school readiness.  Additional information reviewed in this 

chapter includes: a history of kindergarten, kindergarten assessments, curriculum, resources 

utilized in New Jersey to provide students with a high-quality learning experience, and classroom 

instruction. 

Literature Search Strategy 

The researcher utilized the following literature search strategies to evaluate and 

summarize the literature: 

1. Identify key terms about the topic to locate materials 

2. Search the literature to collect information about the topic using databases and books. 

3. Critique and analyze literature to determine if it is relevant to the topic. 
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4. Organize the literature to write a review to communicate the research. 

Additionally, the researcher reviewed dissertations similar to the topic of this study to 

gain further insight. The the researcher accessed free search engines like Google as well as 

databases from The Taylor Memorial Library at Centenary University.  Databases used from The 

Taylor Memorial Library include but are not limited to EBSCOHost, EBSCOHost books, 

Education database, ERIC, JSTOR, ProQuest, Psychology, and eBooks.  The researcher used the 

library’s journal database to search for articles on key topic terms.  Additionally, the researcher 

purchased books relevant to the research topic. 

 Articles used in this research were mainly peer reviewed and published within the last 5 

years.  The researcher used F1000Workspace to organize, manage, and store references.  

Early Care and Education 

The foundation for a child’s success in school and life is built during the early years of 

brain development, when learning is greatly influenced by experiences, environments, and 

relationships.  These influences can impact the neural, cognitive, social and emotional 

development of children before they enter kindergarten (Friedman-Krauss, et al, 2016; 

Hornbeck, 2018; Isaacs & Magnuson, 2016; National Academies of Sciences, Engineering and 

Medicine, 2018; National Women’s Law Center, n.d; Sacks, 2016; Carter & Welner, 2016).   

High quality early care and education from birth to kindergarten entry is not only vital to 

positive child development, but also the economic development of society.  Access to early care 

and education has the potential to support the reduction of poverty by increasing family incomes.  

In fact, The Education Commission of the States (2018) reported that the “United States could 

see a net benefit of at least $83.3 billion, in reduced grade retention, students qualifying for 
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special education and other factors for each cohort of 4-year-olds attending preschool” (Parker et 

al., 2018, p. 2).  

There is a vast amount research concluding that participation in high quality preschool 

programs can enhance a child’s development, reduce achievement gaps at kindergarten entry, 

and have long term benefits into later school years (Friedman-Krauss, et al., 2016).  A recent 

study from Georgetown University (2017), reported that a high-quality pre-k experience could 

have lasting effects far into middle school.  Gromley, Phillis, and Anderson (2017) found that 

students who attended Oklahoma’s universal pre-k as 4-year-olds had higher math scores, were 

less likely to have been retained in a grade, and more likely to take honors courses.  Research by 

McCoy et al. (2017) found similar results, including that early care and education programs can 

have lasting effects through high school.  Furthermore, high quality early childhood education 

has been linked to college success, in a study led by Reynolds (2018) at the University of 

Minnesota on educational outcomes.  Reynolds, Ou, and Temple (2018) followed 1,398 children 

to age 35 and found that preschool to third grade intervention was significantly associated with a 

48% higher rate of degree completion.  While most studies of early childcare and education yield 

positive results, a 2015 study of Tennessee’s voluntary pre-k program found gains in 

kindergarten but by first grade students that had attended preschool tested similar to their peers 

and by third grade they tested lower than their peers (Lipsey, Farran, & Hofer, 2015). 

Despite early childhood education access being on the forefront of change initiatives in 

the United States and an increase in government spending over the last decade, little progress has 

been made to increase enrollment to meet the needs of all children and families (Barnett, 2010; 

National Academies of Sciences, Engineering and Medicine, 2018).  The percentage of children 

enrolled in early childhood education and care in the United States is low, according to the 2016 
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Organization for Economic Cooperation and Development (OCED) average.  The OECD (2016) 

data reports approximately 99% of children age 5, 68% of children age 4, 40% of children age 3 

and 27% of children under 3 are enrolled in early childhood education. Many children not 

enrolled in early care and education are from low-income families and have been exposed to 

adverse early experiences that cognitively, physically and emotionally impact school readiness 

(Cooper, Masi & Vick, 2009; Hornbeck, 2018; Isaacs & Magnuson, 2016; Sacks, 2016). 

Early childhood education and care in the United States is funded and delivered in both 

the private and public sectors.  Programs operate from half-day to full-school-and-work–day 

programs (Kamerman & Gatenio-Gabel, 2007; OECD 2017).  The settings and locations vary 

from private homes to centers and public or private schools.  There are several different names 

for early childhood education in the United States such as childcare, daycare, preschool, pre-

kindergarten, transitional kindergarten, and nursery school.  Most childcare centers provide care 

for children between the ages of 3 and 5, but some centers provide care to infants and toddlers as 

well (Kamerman & Gatenio-Gabel, 2007).  The differences between childcare centers and 

preschools are not distinct and are often referred to as childcare center, nursery school, or 

preschool. 

The National Academies of Sciences, Engineering and Medicine (2018), define the 

following three goals for the provision of early care and education in the United States, “To 

promote healthy child development and learning, to provide parents the opportunity to fully 

participate in the economy, and to develop human capital and prepare the nation’s children to be 

productive members of the future workforce” (p. 17).  To meet these goals, financing for early 

childcare and education in the United States includes a multitude of programs with different 

funding structures, constituencies, eligibility requirements, and quality standards. 
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Most early childhood settings for children age birth to five are private and not subsidized 

by government funding.  However, state and federally funded programs have been created to 

meet the goals for early education in the United States.  The National Institute for Early 

Education Research (2017) reported that forty-three states, plus the District of Columbia and 

Guam, provide some publicly funded preschool to 3-and-4-year-olds. Although state funded 

preschool programs are available, the majority of programs service only at-risk children; 

therefore, not all children within the states are eligible to attend (OCED, 2017). 

Government Funded Programs  

Head Start and Early Head Start are programs funded through federal grants to support 

children birth to age five from low-income families.  These programs are delivered nationwide, 

to provide services to children and families to support learning, health and family well-being 

(Early Childhood Learning & Knowledge Center [ECLKC], 2019; OCED, 2017).   

The Head Start program, introduced in 1965 under President Johnson as an eight-week 

summer program to help low income preschoolers, had an enrollment of 560,000 children.  Due 

to the success of the summer program, Head Start moved to a partial day nine-month program.  

In 1969, the Head Start program moved from being funded through the War on Poverty Action 

Programs (CAP) and managed by the Office of Economic Opportunity to being administered by 

the United States Department of Health and Human Services.  In this same year, the Migrant 

Head Start program was created for farmworkers and their children to ensure they had the same 

advantages available through Head Start.   

In 1972, Congress amended The Economic Opportunity Act requiring Head Start to 

include handicap children in at least ten percent of their national enrollment.  Through this 
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legislation, Head Start collaborated with other federal programs to provide preventative and 

treatment medical services to children (ECLKC, 2018; Thompson, 2018).   

In response to the need to provide assistance to families before they were eligible for 

Head Start or a pre-k program, the Early Head Start program was created in 1995. The goal of 

Early Head Start is to develop and nurture healthy attachments between parents and children.  

The program is available to pregnant women, infants, and toddlers under the age of 3 (ECLKC, 

2018; Thompson, 2018).  Early Head Start services from pregnancy to age 3 include: 

developmental screenings, parenting and health education, mental health services, and childcare 

(ECLKC, 2018). 

Head Start and Early Start were designed to meet the needs of the local community and 

can be based in schools, childcare centers, and family childcare homes.  As funding and 

enrollment has increased, Head Start and Early Head Start have expanded the availability of the 

programs, developed school readiness goals, provided professional development for teachers, 

created performance standards for centers and added nutrition, home, community, and family 

components to programs.   

Head Start programs serve over a million children throughout the United States that are 

living below the poverty level, in foster care, or receiving public assistance.  However, the need 

for early learning services exceeds the capacity of Head Start and Early Head Start in urban, 

rural, migrant, American Indian, and Alaska Native communities and territories (ECLKC, 2013).  

The Children’s Defense Fund (2019) reported that only 5% of eligible infants and toddlers attend 

Early Head Start and 54% of eligible 3 and 4-year-old children attend Head Start programs. 

 In response to the growing number of women in the workforce, the Child Care and 

Development Block Grant (CCDBG) was created in 1990 to help women find affordable 
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childcare as well as attend job trainings and/or educational programs.  The Office of Child Care 

manages this federal program, which is part of the Department of Health and Human Services. 

 The CCDBG Act was amended and reauthorized by the Personal Responsibility and 

Work Opportunity Act of 1996, which created the Temporary Assistance for Needy Families 

(TANF) program and dramatically changed the nation’s welfare system by requiring work in 

exchange for time-limited assistance. Along with strong work requirements, rewards to states for 

finding employment for welfare recipients, the enforcement of child support, and support for 

families transitioning from welfare to work, the law included increased funding for childcare and 

guaranteed medical coverage (U.S. Department of Health and Human Services, n.d.).  In 2014, 

congress reauthorized the CCDBG again, to add state requirements in childcare quality, safety, 

and access, while giving flexibility to states.  The law expanded requirements for state licensing, 

consumer and provider information, professional development, program inspections, criminal 

and history background checks, child to provider ratios, health and safety, child abuse reporting, 

protections for working parents, parent choice, priority for low income populations, coordination 

with other programs, and emergency and state wide child care disaster planning.  Additionally, 

the law provided technical assistance on business practices.  Although the bill was detailed with 

all of these requirements, it provided state flexibility to set provider payment rates and quality 

options (National Conference of State Legislators, 2019; U.S. Department of Health and Human 

Services, n.d.). 

In March 2018, Congress approved an increase of $2.37 billion in CCDBG to help 

address gaps in the existing program. This historic increase can be used by the states to allow 

more low-income families to have access to assistance to help pay for childcare, increase 

provider payments, and improve the quality of childcare. While this increase in funding helps 
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states improve access to affordable, reliable high-quality early childcare and education, only 1 in 

6 children eligible for federal childcare receives it (National Women’s Law Center, n.d.; U.S. 

Department of Education, 2018; United States Department of Health and Human Services, n.d.).  

To further respond to the need for working families to have access to childcare, in 1997 

the Child Tax Credit (CTC) was enacted to offset the cost of raising children.  The credit is 

worth up to $2,000 per child under the age of 17 and includes a $500 non-refundable credit for 

families with qualifying non-child dependents.  Working families can receive a refund equal to 

15% of their earnings above $2,500; the refund can be worth up to $1,400 per child (Burman, 

Maag & Rohaly, 2005; Center on Budget and Policy Priorities, 2019).  The CTC increases with 

household earnings, however, families earning less than $2,500 are ineligible for the credit and 

single parents earning between $2,500 and $30,000 earn partial credit.  The Center on Budget 

and Policy Priorities (2019) reports that “the CTC lifted approximately 2.7 million people out of 

poverty in 2016, including about 1.5 million children and lessened poverty for another 12.3 

million people including 6.1 million children” (p. 2).  

Title I, a federal grant program established in 1965, when Congress passed the 

Elementary and Secondary Education Act (ESEA) was reauthorized in 2002 with the No Child 

Left Behind Act (NCLB).  Most recently, NCLB was reauthorized as the Every Student 

Succeeds Act (ESSA), which provides supplemental funding to local school districts and schools 

to meet the needs of at-risk and low-income students in preschool through high school. Title I 

funding is distributed among four sections: Part A, improving basic programs operated by state 

and local educational agencies (LEAs), Part B, state assessments and grants, Part C, education of 

migratory children and Part D, prevention and intervention programs for children and youth who 
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are neglected, delinquent or at-risk (National Center for Education Statistics, 2019; U.S. 

Department of Education, 2019).   

Title I, part A of the ESSA provides financial assistance through state educational 

agencies (SEAs) to LEAs through four statutory formulas based on census poverty estimates and 

the cost of education in each state.  Schools can qualify for basic grants, concentration grants, 

targeted grants, and Education Finance Incentive Grants (EFIG).  Basic and concentration grants 

are based on a formula that considers the number of children in the formula and the percentage 

of a LEA’s school age population.  Targeted grants are calculated using the same data for basic 

and concentration grants, except the data are weighted to allocate additional funds to LEAs with 

higher numbers or percentages of formula children.  An EFIG distributes funds to states based on 

wealth as measured by its per capita income and how funds are distributes among LEAs in the 

state.  Funds are then provided using a weighted formula similar to targeted grants (U.S. 

Department of Education, 2019). 

Schools receiving Title I funds can operate school-wide or targeted programs to ensure 

that all children are meeting academic achievement standards using instructional strategies based 

on scientific research and parent involvement.  Schools in which children from low-income 

families make up 40% of the population can use funds to provide educational programs and 

resources to all children in order to raise academic achievement.  Schools that enroll less than 

40% of students from low income families can provide programs that are focused to meet the 

needs of students that are failing or in danger of failing to meet academic benchmarks (National 

Center for Education Statistics, 2019; U.S. Department of Education, 2019).  

Part B of Title I was designed to provide assistance to SEAs and LEAs in the 

improvement of reading skills for students in kindergarten through third grade. Reading 
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programs funded by the grant are designed to provide instruction to ensure students are reading 

at grade level by third grade.  Additionally, Title I part B, supports teachers, including special 

education teachers, with professional development to effectively instruct students that struggle to 

read at grade level.  Supports include screening and diagnostic reading assessments as well as 

instructional materials and programs to implement effective reading instruction to meet the needs 

of students and family literacy programs (U.S. Department of Education, 2019). 

Part C of the Title I grant assists states with the education of migratory children.  These 

funds help to ensure migratory children have supports to overcome academic and health issues 

they may encounter as the result of multiple moves among the states.  The program also assures 

that students are not penalized by disparities that may exist among state curricula, graduation 

requirements, or content standards (U.S. Department of Education, 2019). 

Title I, Part D of the ESSA, provides funding to improve the quality of education for 

neglected and delinquent youth in local and state facilities.  The program also provides funds to 

prevent as-risk youth from dropping out of school as well as support systems for youth that are 

transitioning to or from an institutional setting (Legal Center for Youth Justice and Education, 

2017; U.S. Department of Education, 2005). 

According to the most recent data collected by The U.S. Department of Education (2018) 

from the 2015 -2016 school year, more than 55,906 public schools across the country used Title I 

funds to design programs to provide learning supports to help low achieving students meet grade 

level benchmarks.  Of the 26 million students receiving Title I services, approximately 58% were 

in kindergarten through fifth grade, 21% were in grades 6-8, 19% were in grades 9-12 and less 

than 1% were considered ungraded (a class that is not organized on the basis of age or grade 

grouping and has no standard grade designation).  
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The Individual with Disabilities Act (IDEA) enables all children with disabilities to 

receive a free appropriate public education (FAPE) in the least restrictive environment (LRE) to 

meet their needs through special education and related services (U.S. Department of Education, 

2018).  IDEA provides children from birth to age 2, and their families, early intervention services 

in a variety of settings in the home and community in which other children without disabilities 

also participate.  Federal funding is allotted to states to provide children starting at age 3 an 

Individual Education Program (IEP) and resources to meet their needs in the school community.  

The U.S. Department of Education (2019) reported that services under IDEA are being provided 

to more than 340,000 infants and toddlers with disabilities and their families. 

Under IDEA, if the school community is unable to provide the required services for a 

child, the school will provide a proper placement outside of the school community (U.S. 

Department of Education, 2018).  Children and youth ages 3 to 22 are covered by IDEA to 

ensure they receive support through special education and related services.  

More than 20 years ago, the New Jersey Supreme Court ruling in Abbott v. Burke led to 

universal preschool in 31 of the state’s poorest districts.  These districts became known as Abbott 

districts, now referred to as “SDA Districts” (Schools Development Authority) and are the only 

districts in New Jersey that provide free full day preschool to all 3-and 4-year-olds (Alliance for 

Early Success, 2019; NJDOE).  With the charge of having to offer high quality preschool 

education, New Jersey established classrooms with a maximum class size of 15, certified 

teachers, assistant teachers, support services, and a developmentally appropriate curriculum.   

The state also provides funding for the non-Abbott Early Childhood Program Aid 

(ECPA) program, which gave funding to 96 districts that had between 20% and 40% of students 

qualify for free or reduced lunch.  In 2004, The Launch to Learning Initiative allowed non-
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Abbott districts to apply for funds to expand enrollment, improve quality, and extend program 

hours.  In 2008, with the adoption of the School Funding Reform Act (SFRA) the non-Abbott 

designation was removed and combined ECP and Abbott pre-k programs.  If enacted, SFRA 

would have expanded preschool to all 3-and 4-year-olds in 84 high poverty districts and to all 

low-income children statewide.  Unfortunately, under Governor Christy this program was not 

funded due to financial restraints (NJDOE, 2017b). 

In 2014, the NJDOE received a federal Preschool Expansion Grant (PEG) of up to $17.5 

million a year to be renewed annually up to four years, to provide quality preschool to 2,300 four 

year-old children in 17 communities through school-based providers, private providers and Head 

Start programs. The grant utilized the previously adopted preschool program from the former 

Abbott districts.  The grant aimed to serve an additional 1,248 eligible children and improve 

existing programs by meeting the state’s high-quality preschool criteria (NJDOE, 2017b).  

In 2018, Governor Murphy announced preschool funding of $20.6 million to 31 eligible 

districts through Preschool Education Expansion Aid (PEEA).  The funding was distributed 

based on the number of low-income students in a school district.  The grant expanded preschool 

education programs for more than 2,000 3-and 4-year olds across the state. In 2019, a second 

round of PEEA funding equaling $26.7 million was awarded to benefit an additional 2,000 

children.  As of February 2019, a third round of districts have been awarded funds under PEEA.  

Due to the Governor’s commitment to expanding access to preschool, 113 New Jersey 

communities were able to provide full-day state funded preschool to residents during the 2018-

2019 school year.  Governor Murphy is continuing to invest in preschool by proposing an 

additional $68 million in the 2020 state budget to support existing preschools and expand new 
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programs.  Funding from 2019 and 2020 will open 12,000 seats to preschoolers throughout New 

Jersey (Pre-K Our Way, 2019). 

Awarded PEEA school districts must submit a completed five-year operational plan and 

PEEA budget plan to the New Jersey Department of Education.  Additionally, all funded districts 

must enroll in Grow NJ Kids and complete the Grow NJ Kids self-assessment.  Grow NJ Kids is 

New Jersey’s quality rating improvement system that provides information on providers for 

parents and resources for childcare programs (Grow NJ Kids, n.d.).  Only children residing in the 

school district can be supported by PEEA funding.  Funding can be used by districts to fund 

salaries, professional development and all classroom furniture, supplies and materials. Preschool 

programs must have 750 square feet of usable space to operate a classroom.  Districts without the 

required space to operate classrooms can contract with Head Start or private childcare facilities.   

Districts awarded monies must follow the guidelines of meeting the state’s high-quality 

preschool criteria.  Programs must be full-day and may not exceed 15 children including children 

with special needs.  According to the state criteria, no more than one-third of the children in a 

classroom should have disabilities.  Preschool teachers must hold proper teaching certification 

and participate in professional development provided by the school district.  Additionally, 

programs must have a master teacher, an evidence-based curriculum model based on the New 

Jersey Preschool Teaching and Learning Standards, a Preschool Intervention and Referral Team 

(PIRT), a developmental screen tool for incoming children, and an Early Childhood Advisory 

Council (ECAC) and (NJDOE, 2019). 

Master teachers in the program must have a bachelor’s degree and a Preschool through 

Grade Three Teaching Certification or equivalent. In addition, he or she must have three to five 

years of experience teaching preschool.  Furthermore, to meet the qualifications of a master 
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teacher, a candidate must have experience providing professional development to teachers, 

implementing a developmentally appropriate curriculum, and using performance-based 

assessments.  These specialized teachers spend the majority of their time in classrooms coaching 

teachers, providing feedback on teaching to improve instruction, and modeling exemplary 

practices.  However, they also dedicate their time to planning and providing professional 

development for teachers that is aligned to the New Jersey Teaching and Learning Standards 

(NJDOE, 2015). 

Adopted curriculum for preschool programs should be aligned with the Preschool 

Teaching and Learning Standards.  According to the New Jersey Preschool Implementation 

Guidelines (2015), effective curricula should meet the following criteria: “Provide methods for 

inclusion of students with disabilities, have clear, research-based content and teaching strategies, 

include significant content taught with focus and integration, focus on maximizing child 

initiation and engagement, be developmentally appropriate, and show evidence of benefits” (p. 

25). 

A Preschool Intervention and Referral Team (PIRT) is in place to assist teachers in 

providing learning and behavioral plans to adapt activities and environments to meet the 

individual needs of students.  Teams may include, but are not limited to, teachers, master 

teachers, social workers, behaviorists, learning consultants, or specialists.  PIRT coordinates the 

administration of a developmentally appropriate screening for all incoming students and 

classroom visits to assess the academic, social, and emotional needs of students.  Learning and 

behavioral plans provided by PIRT are developed to support the success of all students in the 

regular education classroom.  PIRT members should have knowledge of best practices in early 

childhood, the district’s preschool curriculum, and positive behavior supports.  Together with 
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families, PIRT strives to reduce achievement gaps and promote the success of students (NJDOE, 

2015, 2018c). 

An Early Childhood Advisory Council (ECAC) is in place for all preschool sites funded 

through PEEA.  According to the New Jersey Department of Education Preschool Program 

Implementation Guidelines (2015), the council can be comprised of community members from 

the following groups: 

Child care providers, pediatric medical providers, Head Start agencies, child and family 

advocates, municipal government, health professionals/agencies, social service providers, 

higher education, philanthropic community, mental health agencies, school district 

central office, teacher’s union, business community, parents, kindergarten through grade 

three teacher(s), bilingual education specialists, supervisors and administrative 

organizations, early intervention/special education groups, community groups such as: 

NAACP, Urban League, churches, YMCA/YWCA, and The New Jersey Association for 

the Education of Young Children (NJAEYC). (p.23) 

The council assess the needs of the community and determines the necessary resources to 

ensure the implementation of a high-quality preschool services as well as support for the 

transition from preschool through grade 3.  Additionally, the school nurse, a community and 

family involvement specialist (CPIS), and family workers communicate with families to ensure 

the social and health care needs of students and families are being met. 

New Jersey has made significant investments in preschool education in economically 

disadvantaged communities.  According to NIEER (2015), in 2012-2013 New Jersey’s preschool 

programs enrolled 43,000 3-and 4-year-olds in the 31 Abbott districts.  In 2016-2017, 53,370 3-

and 4-year-olds were enrolled in state funded preschool programs.  Of these students, 21% were 
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3-year-olds and 30% were 4-year-olds.  Of the 53,370 students enrolled, 24,956 students were in 

special education and federally funded Head Start programs (NIEER, 2018).  In 2017-2018, 

96,903 3-and 4-year-olds were eligible for state funded preschool.  Only 47,2019 (49%) of those 

were in full day programs, leaving 49,684 children underserved (Education Law Center, n.d.).  

While it is clear that funding has been increased to serve low-income communities and students 

at-risk, the expansion of preschool needs to be available to a wider range of New Jersey families. 

Despite early education and care government funding structures that are designed to 

capture at risk children, children with disabilities and their families, these programs are not 

sufficiently funded to enable families at all income levels to access high quality early education 

and care services.  The 2018 National Institute for Early Education Research (NIEER), reported 

that in 2017, 5% of 3-year-olds had access to state funded preschool and more than one-third of 

4-year-olds were enrolled in programs. Although the number of 4-year-olds in programs has 

significantly increased since 2002, the number of 3-year-olds in programs has only increase 2% 

since 2002 (p. 5).   

A report by The National Academies of Sciences, Engineering and Medicine (2018) 

states that high quality early care and education in the United States has been financed in such a 

way that it is only available to a small portion of families needing it. Moreover, it does little to 

enhance the quality of early care institutions and the workforce. Additionally, the report suggests 

that “an ideal financing structure should support high standards; a highly qualified workforce; 

and equitable access for families from all socio-economic, racial, ethnic, ability and geographical 

backgrounds” (p. 2). 
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Kindergarten 

In the late 1700s, John Pestalozzi laid the foundation for what would eventually be called 

kindergarten, when he developed lessons to support under-served children in Switzerland using 

real objects to teach (Moore & Sabo-Risley, 2018).  Pestalozzi, a follower of Jean-Jacques 

Rousseau, a 18th century philosopher who believed that all children are inherently good and that 

children learn from natural experiences.  Rousseau is often referred to as the “Father of 

Elementary Education,” based his educational philosophy on children learning when they are 

ready and interested (Doyle & Smith, 2007; Platz & Arellano, 2011). 

Friedrich Froebel, a 19th century German reformer and educator that studied under John 

Pestalozzi in Switzerland, returned home to Germany to open an elementary school, which he 

called “Kindergarten” (Moore & Sabo-Risley, 2018).  Froebel’s concept of kindergarten 

meaning children’s garden, was grounded in the belief that children learned best through play 

(Froebel USA, n.d.; Hoskins & Smedley 2016).   

Froebel’s model of teaching kindergarten was quickly adopted throughout Europe and the 

United States (Froebel USA, n.d.; Moore & Sabo-Risley, 2018).  In 1856, Margaret Schurz 

introduced Froebel’s model of kindergarten in the United States to a German speaking 

community in Watertown, Wisconsin.  Elizabeth Peabody, who also studied Froebel’s methods, 

started the first English language kindergarten in Boston in 1860 (Shepley, 2011; More Muelle 

n.d.).  Following the kindergarten in Boston, several kindergartens were open in large cities to 

care for the children of immigrant factory workers.  In 1873, Susan Blow, a Froebel educated 

teacher, and Elizabeth Peabody brought kindergarten to the St. Louis Public School system; 

eventually other cities followed (Shepley, 2011). 
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Currently in the United States, kindergarten is the year prior to entering compulsory 

education in most states.  Forty-two states plus the District of Columbia require school districts 

to offer a kindergarten program.  Most states have a kindergarten entrance age of five or turning 

five by the end of September.  Of the eight states that do not require kindergarten, two states 

have designated districts that are mandated by their state to offer full-day kindergarten.  

Although 42 states require districts to offer kindergarten, only 17 states plus the District of 

Columbia require children to attend kindergarten.  The length of the day that children attend 

kindergarten varies by state; 29 states require districts to offer half-day kindergarten and 13 

states plus the District of Columbia require districts to offer full day kindergarten programs 

(Education Commission of the States, 2018; National Center for Educational Statistics, 2014; 

OECD, 2017).   

New Jersey is one of five states that does not require school districts to offer 

kindergarten.  The exception to this rule is former Abbott districts (state funded and lower 

income districts) that are mandated by a court order to have full-day early childhood programs.  

Children in New Jersey must be registered for school at age six, which is typically the start of 

first grade, making attendance in kindergarten not mandatory across the state. 

Although kindergarten is not required, about 90% of districts offer full-day programs to 

children that turn 5 by a district determined date.  Districts with only half-day kindergartens 

struggle to find the funds and space to house full day kindergarten, but soon they may be 

mandated to offer full-day kindergarten.  In January of 2018, a bill to require all school districts 

to offer full day kindergarten was proposed.  The bill requires school districts in factor groups 

(an indicators of socioeconomic status of citizens in school districts) A, B, CD or DE to begin a 

full-day program in the 2019–2020 school year, and all other districts to have a program in the 
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2020-2021 school year.  The bill also establishes a uniform entrance age, requiring a child to be 

5 years old by October 1 (State of New Jersey, 2016).  

While almost 90% of 5-year-olds are enrolled in preprimary programs (NCES, 2016), 

some parents of age eligible children will choose to hold their children back for a year to give 

them an advantage over their peers. The practice of delaying a child’s school entry to develop 

academically, socially, or athletically is called redshirting (Ackerman & Barnett, 2005; Deming 

& Dynarski, 2008; Dhuey, Figlio, Karbownik, & Roth, 2017; Huang, 2015).  The practice of 

redshirting is more common in boys from affluent families (Bassok & Reardon, 2013; Huang, 

2015; Schanzenbach & Larson, 2017).   

The percentage of children delaying entry to kindergarten has been declining since the 

1970’s.  Lincove and Painter (2006) reported a redshirt rate of approximately 9% and Byrd, 

Weitzman and Auinger (1997) found a rate of approximately 12% in the 1970s.  Data from the 

National Household Education Survey (NHES) of 1993 and 1995 reported that approximately 

9% of children delayed kindergarten entry.  Data from the Early Childhood Longitudinal Study-

Kindergarten Class of 1998-1999 (ECLS-K) revealed that about 7% of parents delayed 

kindergarten entry.  More recently Bassok and Reardon (2013) found that approximate 5% of 

children enter school later in the United States. 

While, parents believe redshirting will give their child an advantage over their peers, the 

evidence on whether there is any truth to this assumption is mixed (Huang, 2015).  A study of 

children born in Florida between 1994 and 2000 by Schanzenbach and Larson (2017) found that 

children that were redshirted and children that were retained in early grades had similar 

education levels when they reached testing grade levels, showing only a small gap in test scores.  



TEACHERS' PERCEPTIONS OF KINDERGARTEN READINESS 

 

35 

Other researchers have found that redshirted students, compared to children that enter 

kindergarten on time, have a higher probability of being placed in special education programs 

(Graue & DiPerna, 2000; May, Kundert, & Brent, 1995), are more likely to drop out of school 

(Lincove & Painter 2006) and are at a higher risk for behavioral and substance abuse problems 

(Guagliardo, Huang, Hicks & D’Angelo, 1998). 

On the other hand, studies have shown that older children have an advantage over their 

younger classmates.  A study by Dhuey, et al., (2017)  that followed children born after the 

cutoff date to start kindergarten through their academic careers into university, found that older 

students were 2.6% percent more likely to attend post-secondary school and 2.6% more likely to 

graduate from an elite university compared to their younger peers.  Although the findings are 

significant, the data is unclear if redshirting is an effective technique. 

Readiness 

Policymakers and educators agree that the academic success of a child is dependent on 

being ready to learn and participate in a successful kindergarten experience (Ackerman & 

Barnett, 2005).  Since 1994, when President Clinton signed the Goals 2000: Educate America 

Act, which included the national goal: “By the year 2000, all children will start school ready to 

learn” (The National Education Goals Panel, n.d.). The term readiness has received attention at 

the local, state, and federal levels.  While “readiness” has been at the forefront of educational 

reform, the term readiness is difficult to define due to the varying levels of learning and 

development, which are influenced by the experiences that children encounter before entering 

kindergarten.  Furthermore, parents, teachers, and policy makers have different expectations of 

what it means to be ready to learn (Ackerman & Barnett, 2005).  
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The expectations of readiness go beyond academics and should include all areas of 

physical, cognitive, social, and emotional learning as well as a positive attitude and confidence in 

the process of learning (ECLKC, 2019; Gartrell, 2018; NAEYC, 2009; Regenstein, Connors, 

Romero-Juarado, & Weiner, 2017).  Furthermore, defining readiness is not just about children’s 

readiness; it is about the readiness of families, communities, early care and education and 

schools to meet the needs of children (Maxwell & Clifford, 2004; NAEYC, 2009; Regenstein et 

al., 2017; The National Education Goals Panel, n.d). 

Defining readiness is so complex that research by the Education Commission of the 

States (2018) found that according to state statutes, rules, and regulations, only 14 states have 

some form of a statutory definition of school readiness.  Some states use this definition to define 

their version of school readiness, while other use the definition to address the components of 

their kindergarten entrance assessment (KEA).  

Assessment 

Thirty-two states plus the District of Columbia have an entrance screening or readiness 

assessment that is administered to students entering kindergarten.  While the indicators of 

readiness vary among states, the Kindergarten Entry Assessments: Practices and Polices report 

by Hanover Research (2013) concluded that “readiness should be evaluated in the following five 

domains: physical and motor development, social and emotional development, language and 

communicative development, approaches to learning, and cognitive development or general 

knowledge” (p. 4).  Although math and literacy skills are often associated with school readiness, 

Daily, Burkhauser, and Halle (2010) suggested that social-emotional, physical, and behavioral 

development are significant to readiness.  Therefore, school readiness assessments should 

capture the development of the whole child to be effective in measuring readiness.  
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Similar to the variety of definitions of readiness, states differ on the purposes of using a 

kindergarten entry assessment (KEA).  The goals of utilizing a KEA may include: screening to 

identify gaps in competencies, developmental concerns, to inform instruction, engage parents, 

and track the trends of specific groups to inform funding, or form policies at the local and state 

level. These finding should not be used to prevent entry into kindergarten, but to develop schools 

that are ready to meet the varying needs of all incoming kindergarteners.  In doing this, proper 

implementation and on-going teacher support are key to success (Ackerman, 2018; Build 

Initiative, n.d; Hanover Research, 2013; Regenstein et al., 2017; U.S. Department of Education 

2016). 

While several states have adopted internal or commercially packaged KEAs, 

implementing a valid and reliable comprehensive assessment is complex.  Ackerman (2018) 

studied issues that challenged the validity and reliability of KEAs used in Delaware, Illinois, 

Maryland, North Carolina, Ohio, Pennsylvania, and Washington.  The study utilized different 

types of KEAs that varied in the domains that were assessed.  All seven KEAs included literacy 

and cognition or math skills, and six of the seven included physical and social emotional 

development.  The time spent measuring these domains and the number of domains varied across 

the measures.  All the states selected received Race to the Top-Early Learning Challenge RTT-

ELC grants to support early learning and development programs for young children (U.S. 

Department of Education, 2018).  The case studies by Ackerman (2018) revealed the need for 

Illinois, North Carolina, and Pennsylvania to revise their KEAs to align with state learning 

standards.  Additionally, Oregon had items that were too difficult, and Illinois had to add a more 

advanced levels to their KEA.  North Carolina, Maryland, Ohio, Oregon, and Pennsylvania made 

revisions based on teacher feedback, which stated the need for clarity on specific skills and tasks.  
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All the states also encountered administration time issues as well as issues in the revision of 

KEA timeline policies.  Furthermore, the study found that teachers required additional training 

and support to accurately assess English language learners (ELL) and students with special 

needs, utilize technology, and access and analyze data (Ackerman, 2018).  A similar study by the 

U.S. Department of Education (2016), which examined the implementation practices of KEAs in 

23 schools in Maryland, Oregon, Pennsylvania, and Washington, also found that teachers 

identified challenges administering KEAs with ELLs and students with special needs, using 

results to inform instruction and sharing data with parents. 

Although New Jersey does not have a statutory definition of school readiness or a 

requirement for a kindergarten entrance assessment, several districts implement internal or 

commercially packaged assessments and/or screeners to inform the readiness of kindergarten 

students.  The New Jersey Department of Education (NJDOE) encourages districts to use the 

observation-based assessment system, Teaching Strategies GOLD, which was adopted in 2014 

when New Jersey was awarded the RTT-ELC grant. The New Jersey Kindergarten Assessment 

(NJKEA) is used to assess children’s academic and social development as they enter 

kindergarten (NJDOE, 2018a). 

Teaching Strategies GOLD assesses children from birth through third grade.  The intent 

of the NJKEA is to go beyond kindergarten entry to guide instructional decisions, curriculum 

planning, professional development, and family engagement.  The instrument is aligned with the 

New Jersey Early Learning Standards, Head Start Child Development and Early Learning 

Framework, and the Common Core State Standards for kindergarten.  The assessment includes 

38 predictors of school success, which represent the progressions of learning and development 

from birth to third grade.  The objectives for development and learning cover the following 
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domains: social emotional, physical, language, cognitive, literacy, math, science and technology, 

social studies, and the arts.  In addition to these domains, English language acquisition is 

included to measure the receptive and expressive language of dual-language learners.  Moreover, 

the assessment is inclusive of students with disabilities as well as those who are performing 

beyond typical development expectations (Teaching Strategies, 2016). 

Teaching Strategies (2016) state the following: 

 The Primary purposes of the GOLD assessment system are to help teachers 

• Observe and document children’s development and learning over time 

• Support, guide and inform planning and instruction 

• Identify children who might benefit form special help, screening, or 

further evaluation 

• Report and communicate with family members and others 

The secondary purposes are to help teachers 

• Collect and gather child outcome information as one part of a larger 

accountability system 

• Provide reports to administrators to guide program planning and 

professional development opportunities 

GOLD is not designed as a screening or diagnostic tool, a readiness or 

achievement test, or a teacher or program evaluation tool.  For accountability 

purposes, the information obtained should be used as just one part of a larger 

system of data collection for decision making. (p. vii) 

According to the Center on Enhancing Early Learning Outcomes (2017), nine states use 

GOLD in some form as a tool to identify kindergarten readiness.  Four of these states are still in 
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the piloting stage and others are in various stages of implementation.  All the states in the 

implementation stage have reduced the number of learning objectives that need to be reported. 

Three of the states require all six domains to be observed but have limited the number of 

objectives within each domain.  New Jersey is one of two states that do not require teachers to 

report on all six learning domains. 

Colorado and Washington are the only two states reporting their percentages of readiness 

for kindergarten.  In 2017 the Colorado Department of education reported that approximately 

two-thirds (65.96%) of their kindergarteners met five or six of the readiness domains.  The 

Washington State Department of Education (2018-19) reported that 62% of students entered 

kindergarten ready in five or six areas of development and learning.  New Jersey, which has been 

using the Teaching Strategies Gold since piloted in 2012, in several districts houses data in the 

Department of Education’s NJ Standards Measurement and Resource for Teaching (NJ SMART) 

reporting system (NJDOE, 2015).  This system is a secure data and transfer-reporting site that is 

bound to the requirements of the Family Educational Rights and Privacy Act (FERPA).  

Therefore, New Jersey’s Teaching Strategies GOLD assessment data is not publicly available. 

In 2014 with the start of the NJKEA implementation, teachers from 25 districts 

participated in a series of training days on how to implement the Strategies Gold Assessment 

tool.  Since the implementation, the series is offered regionally throughout the state for teachers 

and administrators.  All districts that plan to use the NJKEA must attend professional 

development sessions (NJDOE, 2018a; Teaching Strategies, 2019).  Although currently a 

voluntary assessment system, the NJDOE (2017a) has developed a phased implementation 

strategy to utilize the NJKEA instrument statewide by 2019. 
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The information gained from the NJKEA or other learning assessment will help 

kindergarten teachers understand the strengths, needs, and interests of their students.  It is 

important for teachers to have an understanding of learning progressions and to plan engaging 

learning experiences that are developmentally appropriate for each student. The progression of 

development for each child will be vastly different and highly dependent on prior experiences. 

The kindergarten curriculum in New Jersey is based on the New Jersey Learning 

Standards (NJSLS).  These standards cover the following content areas: 21st century life and 

careers, health and physical education, English language arts, math, science, social studies, 

technology, visual and performing arts, and world languages.  It is important for kindergarten 

teachers to understand a child’s development to ensure that learning experiences and teacher-

child interactions are appropriate for each child’s developmental stage.  Social emotional 

learning (SEL) is a crucial part of this development.  In response to the need to integrate social 

emotional learning across grades and subject areas, New Jersey developed SEL competencies 

and sub-competencies in the following areas: self-awareness, self-management, social 

awareness, responsible decision making, and relationship skills (NJDOE, 2017c).  The NJSLS in 

kindergarten reflect appropriate learning goals for children, however, they must be taught in 

conjunction with SEL to provide students with a classroom environment that promotes higher 

level thinking skills, while stimulating curiosity, experimentation, brainstorming, and problem 

solving (NJDOE, 2011). 

How children learn is closely connected with their cognitive and social emotional 

competencies.  How children learn is often referred to as approaches to learning, which focus on 

the skills and behaviors children use to engage in learning.  This learning domain incorporates 

behavioral and cognitive self-regulation, initiative, curiosity, and creativity.  These skills help 
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students acquire new knowledge, learn new skills, and set and achieve goals (ECLKC, 2018).  A 

study by McDermott, Rikoon and Fantuzzo (2014) found that children who demonstrate adaptive 

learning abilities early in life were more proficient in reading, vocabulary, language, math, and 

science.  Razza, Martin, and Brooks-Gunn (2015) reported that early success with approaches to 

learning plays a significant role in academic achievement and social competence through middle 

childhood.  Furthermore, Bustamante, Greenfield, and Nayfeld (2018) suggested that approaches 

to learning can help children achieve school and life success and these approaches can be applied 

to the teaching of early childhood science and engineering.  

Preschool and kindergarten are critical periods for the development of approaches to 

learning.  The NJDOE has recognized that children’s progress depends greatly on their 

motivation, interest, persistence, and ability to plan their work and manage their emotions from 

kindergarten through third grade (Hyson, n.d.).  MariLou Hyson, as a consultant for the NJDOE, 

created the document Approaches to Learning, Kindergarten to Grade 3 Guide.  The guide 

defines approaches to learning and gives teachers examples, grade by grade, of how to support 

these competencies.  The guide refers to these skills as EPPIC skills: engagement, planning and 

problem solving, and initiative and creativity.  Included are tools and examples for teachers to 

utilize to plan lessons with opportunities for EPPIC skill development. 

An additional resource for kindergarten teachers is the New Jersey Kindergarten 

Implementation Guidelines (2011), these guidelines were created to build continuity from 

preschool to grade 3.  The guidelines are designed to give teachers and administrator’s guidance 

and resources to provide a high-quality kindergarten experience for students.  Each section of the 

guidelines is devoted to ensuring teachers have the knowledge, skills, and supports to provide 



TEACHERS' PERCEPTIONS OF KINDERGARTEN READINESS 

 

43 

students with developmentally appropriate experiences that promote social, emotional, and 

academic success.   

The New Jersey Kindergarten Implementation Guidelines (2011) state the following 

about what a kindergarten classroom should look like and what should be emphasized on 

a daily basis: 

• An academic perspective that matches the developmental level of kindergarten-

age children; 

•  A center-based classroom environment that supports hands-on activity in each of 

the content areas; 

• A balanced daily schedule that accommodates play based learning across content 

areas; and 

• An approach to curriculum meeting New Jersey’s Core Curriculum Content 

Standards through purposefully planned experiences that: 

• Uses New Jersey’s Core Curriculum Content Standards as the basis for 

• Curriculum and lesson planning decisions 

• Integrates content areas during each segment of the children’s daily 

schedule; and 

• Provides opportunities for longer-term investigations and projects 

(NJDOE, 2011). 

Learners will differ in their background knowledge, life experiences, home culture, prior 

exposure to early care and education, language development and physical, social-emotion and 

cognitive development (NJDOE, 2011).  The uniqueness of each learner requires teachers to 

differentiate to support these differences.  Differentiated instruction supports the strengths and 
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needs of students and encourages them to explore learning in a variety of ways.  Differentiated 

instruction is more than just offering students different activities.  It is a process of tailoring 

instruction to meet the needs of students in learning centers, flexible grouping, or individualized 

lessons (Dixon, Ysse, McConnell, & Hardin, 2014; Wilson, Nabors, Berg, Simpson, & Timme, 

2012; Tomlinson, Edison, & Cunningham, 2003). 

 In a differentiated classroom, assessment takes on many forms and it is no longer just a 

formal assessment at the end of a unit.  Teachers assess students’ developing readiness levels, 

interests, and approaches to learning through a variety of modalities to maximize the learning 

experience for all students (Tomlinson, 2017; Middendorf, 2008).  Formal and informal 

assessments help teachers monitor progress and plan instruction that best support a child’s next 

step in learning.  Observations of behavior, choice, oral language, reactions, and skill 

development in the natural setting of the classroom provides  data to inform child-centered 

instruction (Middendorf, 2008). 

 To support this learning, the kindergarten classroom should be designed around learning 

centers.  The following learning centers should be implemented in the kindergarten classroom: 

block center, literacy center, math center, dramatic play center, science/discovery center, sand 

and water center, and an art center.  In addition to these centers, kindergarten classrooms should 

have a meeting area and privacy area (NJDOE, 2011). 

 Each center time should begin with children gathered in the meeting area for a brief mini 

lesson on the centers for the day.  Students should have the opportunity to choose their center 

using an efficient system that allows students to have equal choice.  During this time children 

explore, play, and investigate hands-on-activities designed by the teacher in the content areas. 
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Teacher should facilitate when necessary, observe, and provide effective feedback to students 

(Dinnerstein, 2016; Mraz, Porcelli, & Tyler, 2016, NJDOE, 2011).  

 Materials and activities in each center should be aligned with learning standards and 

change over time based on students’ needs and interests.  Centers in the kindergarten classroom 

should be designed to promote growth and development through play and inquiry.  Play that 

combines free play with a focus on learning outcomes with adult guidance is referred to as 

guided play.  “Guided play offers an exemplary pedagogy because it respects children’s 

autonomy and their pride in discovery.  It thus, may help to cultivate children’s love of learning, 

promoting their engagement while offer support for knowledge acquisition” (Weisberg, Hirsh-

Pasek, Golinkoff, Kittredge, & Klahr, 2016, p. 179).  Furthermore, guided play promotes optimal 

learning where children are actively engaged in meaningful learning that is socially interactive 

(Hirsh-Pasek et al., 2015; Toub, Rajan, Golinkoff, & Hirsh-Pasek, 2016). 

 Guided play sometimes referred to as discovery learning has been found to have better 

outcomes than other types of learning (Alfieri, Brooks, Aldrich, & Tenenbaum, 2011).  Fisher, 

Hirsh-Pasek, Newcombe, and Golinkoff (2013) found that when children learned about shapes 

though guided play, they had better outcomes than in the free-play condition or didactic-

instruction.  Additionally, researchers have found guided play to promote learning and 

development in vocabulary learning (Han, Vukelich, & Buell, 2010), social and emotional 

development (Ogan & Berk, 2009), behavioral self-regulation, and letter recognition (Tominey 

& McClelland, 2011). 

 A full-day kindergarten schedule should include content area experiences blended 

throughout the day with a balance of activity and quieter times.  The morning portion of the day 

should include activities that demand the most focus (NJDOE, 2011).  As shown in Table 1, the 
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New Jersey Kindergarten Implementation Guidelines (2011) encourages teachers to follow a 

balanced schedule that accommodates play-based learning across content areas. 

Table 1 

 

Full Day Kindergarten Schedule 

 

Full Day Kindergarten Schedule 

8:30-8:45 15 minutes Arrival 

8:45-9:00 15 minutes Morning Meeting 

9:00-9:20 20 minutes Shared Reading 

9:20-10:20 60 minutes Choice Time with ongoing investigations/Project Work and 

Guided Reading 

10:20-10:35 15 minutes Cleanup and Sharing 

10:35-10:50 15 minutes Snack 

10:50-11:20 30 minutes Outdoor recess 

11:20-12:00 40 minutes Math Explorations 

12:00-12:30 30 minutes Lunch 

12:30-1:00 30 minutes Rest and Independent Reading or Read-Aloud 

1:00-1:30 30 minutes Writing Workshop 

1:30-2:10 40 minutes Choice Time with Ongoing Investigations/Project Work (timed 

by the actual length of overall school day) 

2:10-2:50 40 minutes Specials 

2:50 -3:10 20 minutes Sharing, Review, and Closing 
Notes  

*With 110 minutes of uninterrupted literacy time, the sample provided meets the 90-minute literacy requirement for 

at risk districts.  

**Guided reading will be used in addition to shared reading as the year progresses, based on teachers’ observations 

of children’s behaviors as they participate in literacy activities.  

**Social studies and science experiences are incorporated with reading, writing, choice, investigations or project 

work, mathematics, and outdoor portions of the day. 

 

Note. Reprinted from New Jersey Kindergarten Implementation Guidelines, by the NJDOE, 

2011, retrieved from http:// www.nj.gov/education/ece/guide/KindergartenGuidelines.pdf 

 
  The kindergarten classroom should be full of joyful learning experiences for children.  

For many, this is their first experience at school.  The environment should be welcoming and 

provide students with a sense of predictability through rules and routines.  Children should have 

multiple opportunities grow and develop through play and differentiated experiences carefully 

designed by teachers to meet the needs of learners.  Kindergarten should be a place to conduct 
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experiments, create art projects, read books, write stories, make friends, and imagine.  The 

classroom should be designed to encourage independence, collaboration, and exploration.  Every 

child should feel like they are part of a caring community that fosters their identity while 

challenging them to reach academic, social, and emotional goals (Hansel, 2018; Dinnerstein, 

2016; NJDOE, 2011). 

Summary and Conclusions 

The research is clear; the first five years of a child’s life is a time of rapid brain 

development, making it a critical period for learning and growth.  A child’s brain growth is 

strongly affected by his or her experiences.  These experiences have a direct impact on how 

children develop physically, emotionally, socially, and academically (Friedman-Krauss et al., 

2016; Hornbeck, 2018) 

Access to a high-quality early care and education can have a profound effect on the early 

development of a child.  Additionally, it can promote equity by closing the achievement gap for 

at-risk students as well as reduce the number of students that qualify for special education 

services and retention.  

Studies have shown that early care and education positively contribute to the growth of 

our economy (Parker et al., 2018).  In an effort to make early care and education more 

accessible, the United States offers several government funded early care and education 

programs to support children, schools, and families that are considered at risk. However, these 

programs are not sufficient, leaving many children and families without the necessary services to 

support school readiness (Children’s Defense Fund, 2018; ECLKC, 2013; NIEER, 2014, 2018).  

While there seems to be an understanding across the literature that school readiness is 

critical to being prepared for academic and social challenges, the term readiness is difficult to 
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define.  Most would agree that the term readiness encompasses physical, cognitive, social, and 

emotional skills as well as approaches to learning.  Although the term has received local state 

and federal attention since 1994 with the Goals 2000: Educate America Act, only 14 states have 

some form of the definition of readiness for school. 

The concept of kindergarten dates back to the 1700’s, yet New Jersey and several other 

states do not require school districts to offer kindergarten, nor do they require students to attend 

kindergarten.  Although there is not a requirement for kindergarten in the New Jersey, most 

school districts offer a program to 5-year-olds.  However, not all parents take advantage of 

kindergarten entry at 5 years old.  Starting kindergarten late in order to have an advantage 

academically, socially, emotionally, or athletically is called redshirting. This method is on the 

decline and there have been mixed results on the outcomes of students. 

New Jersey, similar to other states, implements a kindergarten entry assessment to gather 

information on students.  Teachers utilize information gained from KEAs or other assessments 

and observations to carefully design developmentally appropriate experiences for students.  A 

balanced schedule allows children to experience play-based learning activities across the content 

areas that are aligned to the learning standards and matched to their needs.  The NJDOE provides 

kindergarten teachers with guidance documents to support the implementation of a high quality 

and joyful kindergarten experience for New Jersey students (NJDOE, 2011).  These experiences 

will hopefully lessen the achievement gap that exists at the entry of kindergarten and inspire 

lifelong learning. 
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Chapter 3: Research Method 

The purpose of this study was to determine if public school teachers in northwest, New 

Jersey perceive students to be academically, socially, and emotionally ready for kindergarten.  

Additionally, the research examined the instructional grouping structures used in the 

kindergarten classroom to address the diverse needs of learners. 

The outcomes of this study identified the readiness of students and evaluate the 

instructional grouping structures utilized to meet the spectrum of learners in kindergarten.  These 

finding could potentially support the efforts to secure funding to bring high quality preschool to 

3-and 4-year-olds in more New Jersey communities.  Additionally, the findings could assist in 

the implementation of instructional grouping structures that are designed to meet the needs of all 

students academically, socially, and emotional with an emphasis on closing the achievement gap 

in the primary grades.  Furthermore, the study will inform state and local educational leaders of 

the importance of implementing high quality kindergarten programs to meet the needs of 

students, which could potentially reduce retention and special education referrals.  Lastly, these 

findings will provide educational leaders knowledge of developmentally appropriate early 

childhood practices to ensure the implementation of high-quality programs and support for 

teachers. 

This chapter describes the demographics of the counties surveyed for this descriptive 

research study.  The research design and rationale are reviewed as well as the methodology of 

the research, the methods used for participant selection, instrumentation, and data collection.  

Threats to validity and ethical procedures are explored in this chapter followed by a summary of 

the research. 
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Setting 

 The researcher contacted 128 school districts in the following northwestern, New Jersey 

counties: Hunterdon, Morris, Passaic, Somerset, Sussex, and Warren.  After surveys were 

completed, the researcher contacted teachers in Morris and Sussex County for face-to-face group 

interviews.  These counties were chosen because they do not have any school districts formerly 

known as Abbott districts. 

  The population and socioeconomic status of each county is diverse.  Additionally, each 

county is made up of a spectrum of District Factor Groups (DFGs).  DFGs are a classification 

system grouping school districts from A (lowest) to J (highest), which are used to represent an 

approximate measure of a community’s socioeconomic status (SES).  A community’s DFG is 

calculated using the following six variables: percent of adults with no high school diploma, 

percentage of adults with some college education, occupational status, unemployment rate, 

percentage of individuals in poverty, and median family income (NJDOE, n.d.-c, p. 1).   

According to the 2017 United States Census Bureau population estimates, Hunterdon 

County has a population of 125,000 people with a median income of $111,000 and a 4% poverty 

level.  The population is 86% white, 3% black, 7% Hispanic, and 4% Asian.  Four percent of the 

population is under 5 and 20% is under the age of eighteen.  Ninety five percent of the 

population over 25 has a high school diploma and 51% have a bachelor’s degree or higher.  

Hunterdon County school district’s DFGs range from D through J; 21% of districts are DE and 

FG and 79% are GH, I and J (NJDOE, n.d.-c, p. 7). 

Morris County has a population of 500,000 with a median income of $107,000 and a 5% 

poverty level.  The population is 71% white, 4% black, 14% Hispanic, and 11% Asian.  Five 

percent of the population is under the age of 5 and 21% is under the age of eighteen.  Ninety four 
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percent of the population over 25 has a high school diploma and 53% have a bachelor’s degree 

or higher (United States Census Bureau, 2017).  Morris County school district’s DFGs range 

from A through J; 3% of districts are A, 21% are DE and FG and 76% are GH, I, and J (NJDOE, 

n.d.-c, pp. 11-12). 

Passaic County has a population of 513,000 with a median income of $107,000 and a 

17% poverty level.  The population is 41% white, 15% black, 42% Hispanic, and 6% Asian. 

Seven percent of the population is under the age of 5 and 24% is under the age of eighteen.  

Eighty three percent of the population over 25 has a high school diploma and 27% have a 

bachelor’s degree or higher (United States Census Bureau, 2017).  Passaic County school 

districts DFGs range from A through H; 37% of districts are A, B, and CD, 53% are DE and FG 

and 11% are GH (NJDOE, n.d.-c, pp. 12-13). 

Somerset County has a population of 335,432 with a median income of $106,046 and a 

5% poverty level.  The population is 56% white, 10% black, 15% Hispanic, and 18% Asian.  

Five percent of the population is under the age of 5 and 22% is under the age of eighteen.  Ninety 

four percent of the population over 25 has a high school diploma and 53% have a bachelor’s 

degree or higher (United States Census Bureau, 2017).  Somerset County school districts DFGs 

range from B through J; 18% of districts are B and CD, 12% are DE and FG and 71% are GH, I, 

and J (NJDOE, n.d.-c, p. 13-14). 

The population of Sussex County is 143,570 with a median income of $89,240 and a 5% 

poverty level.  The population is 86% white, 2% black, 8% Hispanic, and 2% Asian. Five 

percent of the population is under the age of 5 and 20% is under the age of 18.  Ninety four 

percent of the population over 25 has a high school diploma and 34% have a bachelor’s degree 

or higher (United States Census Bureau, 2017).  Sussex County school district’s DFGs range 
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from B through I; 9% of districts are B, 68% are DE and FG and 23% are GH and I (NJDOE, 

n.d.-c, p. 14). 

The population of Warren County is 107,000 with a median income of $76,000 and a 7% 

poverty level.  The population is 81% white, 5% black, 10% Hispanic and 3% Asian.  Five 

percent of the population is under the age of 5 and 20% is under the age of 18.  Ninety one 

percent of the population over 25 has a high school diploma and 32% have a bachelor’s degree 

or higher (United States Census Bureau, 2017).  Warren County school district’s DFGs range 

from B through I (NJDOE, n.d.-c, p. 15). 

Of the six counties contacted to complete the questionnaire, state funded preschool is 

available to all 3-and 4-year-olds in one Warren County school district (Phillipsburg) and two 

districts in Passaic County (Passaic City and Paterson City).  Morris, Somerset, and Sussex 

Counties each have three school districts that have received state funding through the Preschool 

Education Expansion Aid (PEEA) grant to serve some 3-and 4-year-olds in their districts. Three 

of the districts in Sussex County and one of the districts in Morris County only started serving 

some of their preschool students in January of 2019.   

In the 2017-2018 school year, all 22 school districts in Hunterdon County offered full-

day kindergarten to 1,055 students.  In Morris County four districts offered half-day kindergarten 

to 708 students and 33 districts offered full-day kindergarten to 3,973 students.  Passaic County 

offered full day kindergarten to 4,856 students in 16 districts and half-day kindergarten to 377 

students in one district.  Somerset County offered full day kindergarten in 16 districts to 1,986 

students and half-day kindergarten to 997 students in three districts.  In Sussex County all 20 

school districts offer full day kindergarten to 1,216 students.  In Warren County, 19 districts 



TEACHERS' PERCEPTIONS OF KINDERGARTEN READINESS 

 

53 

offered full day kindergarten to 874 students and two districts offered half-day kindergarten to 

102 students (NJDOE, n.d.-a).   

In the 2017-2018 school year, 16,144 students attended public kindergarten in the 

counties selected for this study.  Of these students, 14% attended half-day kindergarten.  This 

percentage is slightly higher than the state average of ten percent (NJDOE, n.d.-a).  Furthermore, 

only 5,803 students attended public preschool in the 2017-2018 school year in the counties 

selected for this study.  Fifty-six districts offered full day preschool to 3,553 students and 86 

districts offered half day preschool to 2,250 students.  Therefore, based on the 2017-2018 

kindergarten enrollment in Hunterdon, Morris, Passaic, Somerset, Sussex, and Warren Counties, 

approximately 36% of students attended state funded preschool before entering kindergarten in 

the 2018-2019 school year (NJDOE, n.d.-a). 

Research Design and Rationale 

The researcher in this study employed the survey method utilizing a cross sectional 

questionnaire design and interviews to collect information from a sample of kindergarten 

teachers to determine perceptions of readiness and gather information on instructional grouping 

structures used in the classroom. This researcher chose a questionnaire designed by The National 

Center of Education Statistics (NCES) within the Institute of Education Sciences (IES) of the 

U.S. Department of Education (Appendix A).  The questionnaire is comprehensive and collects 

information in several areas of kindergarten readiness. 

The study used a self-administered Google Forms online questionnaire to easily access 

kindergarten teachers in several counties at no cost.  The use of Google Forms allowed for the 

collection of anonymous data utilizing a shared link through email.  Google Forms are easy to 

create, and a variety of question types are available. Responses were collected automatically, and 
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data was generated in chart form as well as an Excel data spreadsheet.  This format makes it 

simple to calculate responses and organize data.  

In addition, the researcher interacted with kindergarten teachers during face-to-face group 

interviews to gain a more in depth understanding of kindergarten teachers’ perceptions of 

readiness and instructional grouping structures used in the classroom. 

Methodology 

This study used a descriptive quantitative research design.  Descriptive research is used to 

identify the characteristics of an observed situation, subject, behavior, or phenomenon or to 

explore relationships that may exist among two or more phenomena.  It involves observing and 

describing a subject or problem without changing or modifying the situation under investigation 

(Leedy & Ormrod, 2010).   

A researcher may use the following methods to collect descriptive research: 

observational, case study, or survey.  The observational method is used to record the actions and 

behaviors of test subjects in a laboratory or natural setting.  A case study involves an in-depth 

study of an individual or a group of individuals (Creswell, 2015; Leedy & Ormrod, 2010).  The 

survey method is the most commonly used descriptive quantitative design in the social sciences, 

providing a quantitative description of trends, attitudes, or opinions of a population by studying a 

sample of the population.  The two primary methodological designs in survey research are cross-

sectional and longitudinal studies using questionnaires and/or structured interviews for data 

collection (Creswell, 2015; Leavy, 2017).  

This researcher used the survey method to provide a quantitative description of 

kindergarten teachers’ perceptions of readiness and collect information on instructional grouping 

structures used in the classroom in two phases.  In the first phase kindergarten teachers 



TEACHERS' PERCEPTIONS OF KINDERGARTEN READINESS 

 

55 

completed an on online survey.  In the second phase, six teachers from the survey group were 

selected to participate in face-to-face group interviews to gain a more in-depth perspective of 

readiness and instructional group structures used in the classroom.  Data collected from the 

online survey and interviews were used to answer the following research questions: 

1. What are teachers’ perceptions of kindergarten readiness skills in reading? 

2. What are teachers’ perceptions of kindergarten readiness skills in math? 

3. Do teachers perceive students to be socially and emotionally ready for kindergarten? 

4. Do students in kindergarten spend more time in whole group or small group and 

individual activities? 

Population Selection 

 The researcher collected data from kindergarten teachers in six counties in northwest, 

New Jersey.  The population of school districts selected to participate included half day and full 

day kindergartens.  Additionally, all participants hold an appropriate teaching certificate and are 

employed in a public school.  Schools within the population selection vary in grade levels, 

number of students and socioeconomic status.  Interview participants were selected from Morris 

and Sussex counties.  Teachers were selected in these two counties because they do not have any 

school districts that are formerly known as Abbott districts (districts that offer universal 

preschool to all 3-and 4-year-olds). 

Procedures for Recruitment, Participation, and Data Collection  

The researcher contacted the superintendent of each school district in the six selected 

counties in northwest, New Jersey to request permission to survey kindergarten teachers.  The 

request for permission was sent via email (Appendix B) and included a link to an online Google 

Form survey.  Each email included a description of the research and a request to invite 
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kindergarten teachers to participate.  All participants were informed that the questionnaire was 

anonymous and did not collect any information to identify participants or school districts.  The 

questionnaire included a brief description of the study and provided a consent form to ensure all 

participants fully understood the nature of their involvement in the study and that participation is 

voluntary. 

Additionally, some superintendents were contacted a second time to request their 

permission to invite kindergarten teachers to voluntarily participate in group interviews to gain 

additional information on kindergarten readiness.  Interview questions were identified from 

survey responses in advance and the researcher developed a coding strategy to organize 

responses.  To minimize errors in the coding process, the researcher assigned a letter to each 

teacher and assigned a number to each answer.  The coding of answers allowed the researcher to 

appropriately interrupt the data (Fowler, 2014).  During group interviews, the researcher utilized 

the recording App Voice Memo on the iPhone to ensure all information was captured. 

Convenience sampling was used to select participants for this study.  This type of 

sampling was chosen to collect information from the target population (kindergarten teachers).  

This method also ensured that all kindergarten teachers were from a public school with a New 

Jersey Teaching certification. 

Instrumentation 

The National Center of Education Statistics (NCES) within the Institute of Education 

Sciences (IES) of the U.S. Department of Education developed the questionnaire used in this 

study (Appendix A).  The questionnaire has been used nationally in a longitudinal study to 

collect information from kindergarten teachers to better understand children’s development and 

experiences in elementary grades.  The Early Childhood Longitudinal Study, Kindergarten Class 

of 2010-11 (ECLS-K: 2011) followed children through fifth grade and gathered additional 
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information from child assessments, parents, administrators, and before and after care providers 

(Najarian et al., 2018). 

 For the purposes of this study, the questionnaire was used to collect information in a 

cross-sectional design using a Google Forms survey and face-to-face group interviews.  The 

questionnaire was chosen due to the design, which collects comprehensive data to better 

understand kindergarten teachers’ perceptions of readiness and gathers information on 

instructional grouping structures in the classroom.   

The questionnaire contains the following sections: 

• Classroom and student characteristics 

• Class organization and resources 

• Instructional activities and curricular focus 

• Parent involvement 

• Evaluation and grading practices 

• School and staff activities 

• Views on school readiness, school climate and the school environment. 

Each section of the questionnaire contains a series of closed-ended questions.  Closed-ended 

questions consisted of yes/no, multiple choice, and rating scale questions.  The use of closed 

answers reduced the level of error in response data (Fowler, 2014). 

Additionally, ten interview questions and responses were selected directly from the 

online questionnaire to use in interviews (Appendix C).  Questions were chosen in the following 

four categories: reading readiness, math readiness, social and emotional readiness, and 

instructional grouping structures.  These categories are directly related to the research questions 
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in this study and will provided insight into readiness in the classroom and instructional grouping 

structures. 

The survey allowed the researcher to capture rich descriptive demographic data about the 

characteristics of the target population.  To further add to the demographic data collected, the 

researcher included questions about teacher certification and years of teaching experience.  

Data Analysis Plan 

To analyze the data, the researcher collected responses from the survey.  Data collected 

from the Google Forms survey was downloaded as a summary report with figures and as an 

individual report of responses in an Excel data spreadsheet.  After a thorough review of survey 

questions, the researcher determined questions to use in interviews.  

Interview questions and responses were selected directly from the online questionnaire 

based on categories linked to each research question.  An interview guide with questions and 

responses was created in an Excel spreadsheet to organize and code answers.  

Each interview group had between two and four teachers.  Teachers in each group were 

asked the same questions, in the same order.  The researcher recorded each group interview 

using the App Voice Memo on the iPhone.  Additionally, the researcher took notes in an Excel 

data spreadsheet to organize information. 

Recordings from interview groups were transcribed using the software program NVivo 

Transcription.  This software was chosen because it is easy to download recordings, provides 

good quality audio, and has a high accuracy rate.  The researcher combined the transcripts to 

create one document to analyze the responses.  After transcribing the results, responses were 

edited to remove unnecessary words or phrases.  The researcher listened to the recordings several 

times to edit transcripts to reflect accuracy. 
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The researcher used NVivo to create a word search query to determine the most 

frequently used words during the interviews.  Interview questions were reviewed for information 

in the following categories: reading readiness, math readiness social and emotional readiness, 

and instructional grouping structures. The responses were reviewed to record commonalities in 

answers to the questions. 

The descriptive data collected was used to answer research questions on kindergarten 

readiness and instructional grouping structures used in the classroom.  The researcher examined 

the collected data and used descriptions and figures to represent the descriptive data gleaned 

from the questionnaire and interviews in Chapter 4. 

Threats to Validity  

The findings of this study face some threats to validity.  First, the convenience sampling 

method used in the study limits the generalizability of the data collected from kindergarten 

teachers (Terrell, 2016).  The results collected in six counties in northwestern New Jersey will 

likely not be generalizable throughout New Jersey or the United States.  This is mostly due to the 

fact that the demographics of the population studied may not be generalizable.  Second, the 

sample size may limit the generalizability of the data collected.  Teachers responding to the 

questionnaire and interviews may not be a representation of all kindergarten teachers in New 

Jersey or in the United States.  Furthermore, the study will not consider the early care and 

education of students before entering kindergarten.  These experiences could likely skew the data 

findings.  Moreover, the survey method in the form of a questionnaire and interviews may have 

limitations.  Self-reported data might not be accurate due to misinterpretations from respondents 

as well as the subjectivity of perceptions of readiness.  Lastly, subjects may provide answers that 

are socially acceptable, rather than accurate. 
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Ethical Procedures 

           The Centenary University Institutional Review Board (IRB) granted the research approval 

for this research study in May of 2018.  This research adheres to the ethical standards of the 

university, which required training to ensure human participant protections.  The researcher, as 

well as the dissertation committee chair, completed a web-based training course titled 

“Protecting Human Research Participants” from the National Institutes of Health (NIH) Office of 

Extramural Research (Appendix D).  Additionally, the Centenary University IRB required the 

researcher to identify any risks to participants, report manipulation information, describe the 

collection of data and anonymity to participants, identify potential immediate and long term risks 

to participants and clarify if the study would be using any deception. 

As per the researcher responsibilities agreement with the Centenary University IRB, the 

researcher obtained consent from superintendents as well as kindergarten teachers before 

administering the questionnaire and interviews.  The data collected from the questionnaire was 

recorded anonymously and no identifiable information was collected to protect the privacy of 

participants.  The questionnaire included an introductory statement, which described the purpose 

of the study, how information would be collected, and the confidentiality of results.  All 

participants had to certify that they are at least 18 years of age and that they understood that 

participation is voluntary before they are able to access the questions. The researcher agreed to 

store informed consents from participants and data for a minimum of three years. 

Summary 

This study used a descriptive quantitative research design to gather information to 

identify the readiness of kindergarten students and evaluate instructional grouping structures 

utilized to meet the spectrum of learners in kindergarten.  The researcher employed the survey 
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method utilizing a cross sectional questionnaire design and face-to-face interviews to collect 

information from a sample of kindergarten teachers. 

The researcher provided demographic data on the six Northwestern New Jersey Counties 

surveyed for this research.  Data on full day and half-day kindergarten in each county was also 

provided.  The data collected on each county provided rich information, however the 

demographics of the counties surveyed may make it difficult to generalize the study results.  The 

method of sampling and sample size also may be a threat to the validity of the research.  

To recruit participants for this research study, the researcher contacted 128 

superintendents in six counties by email.  The email introduced the research study and made a 

request to invite kindergarten teachers to participate using an online link to a Google Form 

questionnaire.  All participants were informed that the questionnaire was anonymous and did not 

collect any information to identify participants or school districts.  Adhering to the ethical 

standards of the Centenary University IRB, the questionnaire provided a consent form to ensure 

all participants fully understand the nature of their involvement in the study and that participation 

is strictly voluntary. 

Additionally, the researcher contacted superintendents and principals in Morris and 

Sussex counties a second time via email or a phone to request permission to interview 

kindergarten teachers.  Interviews provided the researcher a more in-depth understanding of 

perceptions of readiness and instructional group structures used in the classroom.  

The researcher visited schools to interview teachers in face-to-face structured interviews.  

Responses from interviews were recorded using the Voice Memo App on the iPhone.  The 

researcher also manually recorded answers in an Excel spreadsheet to organize responses. 
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The researcher collected the responses from the questionnaire and group interviews.  The 

descriptive data collected was used to answer the research questions on kindergarten readiness 

and instructional grouping structures used in the classroom.  The researcher used descriptions 

and figures to represent descriptive data gleaned from the questionnaire and interviews in chapter 

4. 
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Chapter 4: Reflections and Conclusions 

The purpose of this study was to determine if public school teachers in northwest New 

Jersey perceive students to be academically, socially, and emotionally ready for kindergarten.  

Additionally, the researcher examined the instructional grouping structures used in the 

kindergarten classroom to address the diverse needs of learners. This researcher collected 

quantitative data through the use of an online Google Forms self-administered questionnaire and 

face-to-face interviews. This chapter reveals the data collected from kindergarten teachers to 

answer the following research questions: 

1. What are teachers’ perceptions of kindergarten readiness skills in reading? 

2. What are teachers’ perceptions of kindergarten readiness skills in math? 

3. Do teachers perceive students to be socially and emotionally ready for kindergarten? 

4. Do students in kindergarten spend more time in whole group or small group and 

individual activities? 

Data Collection 

Data for this study was collected in two phases.  In phase one, an online Google Forms 

questionnaire was sent to 128 school districts in northwest, New Jersey.  Of the 128 school 

districts contacted, 45 kindergarten teachers participated in the survey research from October 

2018 through February 2019.  In phase two, five school districts that completed the survey were 

contacted for face-to-face interviews.  Of the five school districts contacted, three school districts 

agreed to participate in interviews.  The researcher contacted 11 teachers in Morris and Sussex 

counties for interviews.  Of the 11 teachers contacted, four teachers in Morris County and two 

teachers in Sussex County agreed to participate in face-to face group interviews.  To maintain 

anonymity, teachers were identified using letters. 
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The National Center of Education Statistics (NCES) within the Institute of Education 

Sciences (IES) of the U.S. Department of Education (Appendix A) created the survey used to 

collect responses in this study.  This questionnaire has been used nationally in a longitudinal 

study to collect information from kindergarten teachers to better understand children’s 

development and experiences in elementary grades.   

For the purposes of this study, the questionnaire was used to collect information in a 

cross-sectional design using a Google Form self-administered questionnaire and face-to-face 

group interviews.  The questionnaire was chosen due to the design, which collected 

comprehensive data to better understand kindergarten teachers’ perceptions of readiness and 

gather information on instructional grouping structures in the classroom.  Additionally, 

information was collected on teaching certification and years of kindergarten teaching 

experience. 

Online questionnaire participants answered all applicable questions and responses were 

generated in chart form as well as an Excel data spreadsheet.  The researcher reviewed each 

question and examined the accuracy of the percentages calculated by the Google Forms survey.  

The researcher found several mistakes in the number of responses and the calculation of 

percentages.  The researcher cross-referenced summary and individual data several times to 

ensure accuracy of the findings. 

 Ten interview questions (Appendix C) with sub questions were selected in advance from 

the online questionnaire to create an interview guide for interview groups.  Each selected 

question was taken directly from the survey.  The researcher used the possible responses directly 

from the survey and numbered each answer to organize information collected.  Interview 

participants were asked to elaborate and share their reasoning for their answers. 
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Structured interviews were conducted with three groups of kindergarten teachers.  

Teachers were given a letter to identify their responses.  Interviews were recorded and each 

participant’s responses were coded using numbers.  Every answer was assigned a number to 

minimize error during coding and analysis (Fowler, 2014).  In addition to recording each 

interview group, the researcher logged participant responses in an Excel spreadsheet.  

This researcher utilized the software program NVivo to transcribe recorded interviews.  

This software was used because it was easy to download recording from the Voice Memo App, 

and the software has a high rate of accuracy.  The interviews were transcribed verbatim, 

however, only relevant parts of the interviews that pertained directly to the questions were used 

in the research.  Transcripts and recordings were reviewed several times to accurately report 

interview data.  Changes to the transcripts were made when discrepancies were found from the 

recording.  In addition, transcripts were edited to remove certain speech elements; for example, 

“um” or “like.” 

Research Study Participants 

Research participants were public school kindergarten teachers from the following 

northwestern, New Jersey counties: Hunterdon, Morris, Passaic, Somerset, Sussex, and Warren.  

Although the population of school districts selected to participate included half day and full day 

kindergartens, all respondents to the survey and interviews taught full day kindergarten.  

Survey Participants 

The certifications and the number of years teaching varied among the teachers that 

completed the questionnaire.  A total of 45 kindergarten teachers completed the online Google 

Forms questionnaire.  Twenty-three (51%) participants held an elementary school teacher 

certification kindergarten through sixth grade (K-6).  Sixteen (36%) teachers held a dual or a 
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certification that is no longer available due to changes in certification structures in New Jersey.  

Six (13%) of the participants held a preschool through third grade certification (P-3).  For further 

clarification refer to Figure 1.  

 

Figure 1. New Jersey teaching certification titles held by participants in the study. 

 

 Participants that held dual certificates had an additional certification in special education.  

Other certificates held by participants were nursery school through grade eight (N-8) certification 

and preschool through grade eight (P- 8) certification.  These certifications are no longer 

available due to changes in New Jersey certification structures (NJDOE, 2016). 

To obtain a teaching certification in New Jersey, teaching candidates must at a minimum 

possess a bachelor’s degree from a regionally accredited institution.  A Certificate of Eligibility 

(CE) is issued to candidates who have not completed a teacher preparation program and meet the 

academic and test requirements for teacher certification.  A Certificate with Advanced Standing 

(CEAS) is issued to teacher candidates that have graduated from a traditional teacher preparation 

program approved by the state of New Jersey.  After a teacher obtains a CE or a CES and 

employment they must enroll in the Provisional Teacher Process (PTP).  The Provisional 

Teacher Process requires all novice teachers to be mentored and evaluated by experienced 
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professionals at their school site to work toward obtaining their standard license.  Standard 

Teaching Certificates are issued to individuals that have meet all of the certification requirements 

outlined by New Jersey (NJDOE, n.d.-b; Rutgers Center for Effective School Practice, n.d.).  

The certification titles held by participants were as follows: 30 (67%) held a standard 

certificate, 14 (31%) held a Certificate of Eligibility with Advanced Standing and one (2%) of 

the participants held a Certificate of Eligibility.  See Figure 2. 

 

Figure 2. New Jersey teaching certifications held by participants in the study. 

 

This researcher also collected information on teacher experience in the kindergarten 

classroom.  Eighteen (40%) of the participants reported having four to seven years of experience 

teaching kindergarten and 14 (31%) of the participants reported having 12 or more years of 

experience.  Seven (16 %) of the participants reported having zero to three years of experience 

and six (13%) participants reported having eight to twelve years of experience.  See Figure 3.   
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Figure 3. Study participants’ years of teaching in the kindergarten classroom. 

  All kindergarten teachers in this study taught full day kindergarten with between ten and 

twenty-four students in a class.  The number of children absent and tardy on an average day 

ranged from zero to two in each classroom.  See Table 2. 
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Table 2 

Summary of Demographic Background of Kindergarten Classrooms in the Sample (N=44) 

Variable Frequency % 

Type of kindergarten classroom   
Half-day 0    0.0 

Full day 44 100.0 

Total 45 100.0 
   
Number of children in kindergarten classroom   

10-14 9  20.0 

15-19 23  51.0 

20-24 13  29.0 

Total 45 100.0  
  

Number of children absent on an average day   
0 30  67.0 

1 12  27.0 

2 3    6.0 

Total 45 100.0    
Number of children tardy on an average day   

0 23  51.0 

1 14  31.0 

2 8  18.0 

Total 45 100.0 

 

Five (11%) of the classrooms in this study have English Language Learners (ELL).  

Thirty-five (78%) classrooms in the study do not have children on the Autism Spectrum and nine 

(20%) classrooms have between one and two students on the Spectrum.  One (2 percent) 

classroom has three students on the Autistic Spectrum and twenty (45%) classrooms in the study 

have one to two students receiving special education services.  Fourteen (31%) classrooms have 

no students receiving special education services, nine (20%) classrooms have three to four 

students receiving special education services and two (4%) classrooms have five to seven 

students receiving special education services.  Forty-three (96%) of the 45 classrooms in the 

study have zero students classified as gifted and talented and two (4%) classrooms have one to 
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two students classified as gifted and talented.  At the kindergarten level, students may not, as yet 

been identified for special education or gifted and talented services. See Table 3 

Table 3 

Summary of Demographic Background of Kindergarten Classrooms in the Sample (N=44) 

Variable Frequency % 

Classrooms with English Language Learners (ELL)   
No 40  89.0 

Yes   5  11.0 

Total 45 100.0    
Number of children on the Autism Spectrum   

0 35  78.0 

1-2   9  20.0 

3-4   1    2.0 

Total 45 100.0    
Number of children receiving special education services   

0 14  31.0 

1-2 20  45.0 

3-4   9  20.0 

5-7   2    4.0 

Total 45 100.0    
Number of Children classified as gifted and talented   

0 43  96.0 

1- 2   2     4.0 

Total 45 100.0 

 

The researcher collected data on the number of students with a diagnosed disability in the 

kindergarten classrooms surveyed and found 18 (40%) classrooms have one or two students with 

a diagnosed disability.  The findings also showed that 15 (33%) classrooms have zero students 

diagnosed with a disability and 11 (25%) classrooms have three or four students diagnosed with 

a disability.  One (2%) classroom has five or six students diagnosed with a disability.  Twenty-

seven (61%) of the 45 kindergarten teachers reported having zero students with a developmental 

delay.  Additionally, 11 (25%) teachers reported having a classroom with one to two students 

with a developmental delay and six (14%) teachers reported having a classroom with three to 
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four students with a developmental delay.  As shown in Table 3, kindergarten teachers reported 

on disabilities in the following categories: speech or language impairments, visual impairments, 

and hearing impairments. 

Table 4 

Summary of Demographic Background of Kindergarten Classrooms in the Sample (N=44) 

Variable Frequency % 

Number of children with a diagnosed disability   
0 15 33.0 

1-2 18  40.0 

3-4 11  25.0 

5-6 1    2.0 

Total 45 100.0 
   
Number of children with a developmental delay   

0 27  61.0 

1-2 11  25.0 

3-4 6  14.0 

Total 44 100.0 
   
Number of children with speech or language impairments   

0 19  43.0 

1-2 16  36.0 

3-5 9  21.0 

Total 44 100.0 
   
Number of children with visual impairments   

0 39  89.0 

1-2 5  11.0 

Total 44 100.0    
Number of children with hearing impairments   

0 41  93.0 

1-2 3   7.0 

Total 44 100.0 

 

Interview Participants 

The six teachers that participated in group interviews were from Morris and Sussex 

Counties, in New Jersey.  These counties were selected because they do not have any school 

districts formerly known as Abbott districts.  Furthermore, both of these counties recently 
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received preschool expansion money in January of 2019 from the Preschool Education 

Expansion Aid (PEEA) grant from the state of New Jersey. To maintain anonymity, teachers are 

identified using letters.  Please refer to Table 5 for demographic information on interview 

participants. 

Teachers A and B are from a school in Morris County with a DFG of GH.  The school 

serves 282 students from kindergarten through fifth grade.  Approximately, 12% of the school 

population is economically disadvantaged, 17% of students have disabilities, and 12% of 

students are English learners.  Preschool is not available at this school, but the district has a 

lottery system for preschoolers in the community (NJDOE, 2019).  Teacher A has 25 children in 

her class; four of her students receive special education services for reading and math.  She has 

been teaching kindergarten for two years with a K-6 teaching certificate.  Teacher B has 23 

children in class, and has been teaching kindergarten for ten years with a K-8 teaching 

certificate.   

Teachers C and D are from a school in Morris County with a DFG of GH.  The school 

serves 288 students from kindergarten through fifth grade.  Approximately, 15% of the school 

population is economically disadvantaged, 12% of students have disabilities, and 19% are 

English learners.  Preschool is not available at this school, but the district has a lottery system for 

preschoolers in the community to a (NJDOE, 2019).  Teacher C has 22 children in her class, and 

she has been teaching kindergarten for four years with a K-6 teaching certificate.  Teacher D has 

21 children in her class, and she has been teaching kindergarten for one year with a K-6 and 

Special Education teaching certificate. 

Teachers E and F are from a school in Sussex County with a DFG of CD.  The school 

serves 461 students from preschool through eighth grade.  Approximately, 40% of the school 
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population is economically disadvantaged, 25% of students have disabilities, and zero students 

are English learners.  This school recently received PEEA funding in January 2019, to serve 

some of the 3- and 4-year-olds in the community (NJDOE, n.d.-f).  Teacher E has 17 children in 

her class, and she has been teaching kindergarten for twelve years with a K-5 teaching 

certificate.  Teacher F has 18 children in her class, and she has been teaching kindergarten for 

thirteen years with a K-5 teaching certificate.  

Teachers were selected from these two counties to gain a perspective of the readiness of 

students in different socioeconomic settings.  While, six classrooms are only a small snapshot of 

kindergarten readiness, the perspective of these teachers may bring some insight to the findings 

of the survey results and enrich the discussion in Chapter 5. 

Table 5 

 

Summary of Demographic Background of Interviewed Kindergarten Teachers  

 

Participant 

Years  

Teaching 

Kindergarten 

Teaching 

Certificate 

Kindergarten 

Class 

County  DFG Preschool 

 

Teacher A 2 K-5 21 Morris GH aTuition based 

lottery system 

Teacher B 10 K-8 23 Morris GH aTuition based 

lottery system 

Teacher C 4 K-6 22 Morris GH aTuition based 

lottery 

Teacher D 1 K-6 21 Morris GH aTuition based 

lottery 

Teacher E 12 K-5 17 Sussex CD bFree full-day 

lottery system 

Teacher F 13 K-8 18 Sussex CD bFree full-day 

lottery system 

  a Only half day available to three-and-four-year-olds 

  b Available to three-and-four-year-olds as of January 2019 
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Data Analysis 

The purpose of this study was to examine teachers’ perceptions of kindergarten readiness 

skills and to examine the instructional grouping structures utilized in the classroom to meet the 

varying needs of students in the six selected northwest, New Jersey counties.  The researcher 

collected responses from an online Google Forms questionnaire and structured group interviews.   

Responses were organized and reviewed in stages.  During the first stage of analysis, the 

researcher reviewed answers from the online Google Forms questionnaire as a summary.  The 

responses to each question were carefully reviewed to examine trends and accuracy.  In the 

second stage, the researcher reviewed individual responses in an Excel spreadsheet format to 

examine noteworthy trends in readiness and classroom structure.  Additionally, the researcher 

examined class sizes and number of students preforming below grade level in reading and math.  

Data on social and emotional skills was examined against class size as well.  These trends were 

highlighted on an Excel spreadsheet to determine percentages according to class size and 

examine similarities and differences among the responses.  The researcher collapsed columns in 

the Excel document to analyze the trends and similarities in various questions. 

  This researcher reexamined summary and individual data to determine group interview 

questions.  Ten questions with sub questions were selected to use with interview participants.  

Interview questions and responses were selected directly from the online questionnaire.  An 

interview guide with questions and responses was created in an Excel spreadsheet to organize 

and code answers. 

The researcher collected and organized data from three structured face-to-face group 

interviews.  Each interview group consisted of two teachers.  Teachers in each group were asked 
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the same questions, in the same order.  The researcher listened to the recordings several times to 

become familiar with the data reported.  

Recordings from interview groups were transcribed using the software program NVivo.  

The researcher combined the transcriptions to create one document to analyze data.  After 

transcribing the results, responses were edited to remove unnecessary words or phrases that did 

not directly pertain to the questions.  The researcher listened to the recordings several times to 

edit transcripts to reflect accuracy. 

 The researcher utilized NVivo to create a word search query.  This allowed the 

researcher to examine a summary of the most frequently used words during the interviews.  

Transcripts were also reviewed for data in the following categories: reading readiness, math 

readiness, social emotional readiness, and instructional grouping structures.  The researcher 

examined responses in each category to analyze commonalties in the data.  Responses were 

analyzed for differences among schools and teachers.  Responses collected and manually 

recorded during interviews in an Excel spreadsheet were also reviewed for commonalities. 

After reviewing interview data, the researcher returned to the summary and individual 

questionnaire data to explore trends that were similar and different in the interviews.  Responses 

were organized according to research questions.  The researcher reexamined the data together to 

search for additional connections to research questions.  Questionnaire and interview questions 

that were similar were grouped and analyzed for commonalities. 

The descriptive data collected was used to answer research questions on kindergarten 

readiness and instructional grouping structures used in the classroom.  The researcher examined 

the collected data and used descriptions and figures to represent the data gleaned from the online 

questionnaire and interviews. 
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Results 

Research Question 1: What are teachers’ perceptions of kindergarten readiness skills in 

literacy? 

Survey results.  The researcher sought to present an understanding of kindergarten 

teachers’ perceptions of readiness skills in reading.  Teachers reported that the majority (76%) of 

students in their class are on grade level in reading skills (M= 4.24, SD 3.32).  The summary of 

the online Google Forms found between zero and fifteen students below grade level in reading 

skills.  The responses collected indicated that 18 (40%) teachers reported having between zero 

and two students below grade level in reading skills in their classroom.  Fifteen (33%) teachers 

reported having between three and five students below grade level in reading skills in their 

classroom and seven (16%) teachers reported having between six and eight students below grade 

level in reading skills in their classroom. Three (7%) of the 45 teachers reported having between 

nine and twelve students below grade level in reading skills and two (4%) teachers reported 

having 13-15 students below grade level in reading skills in their classroom.  See Figure 4. 

 
Figure 4. Number of students below grade level in summary of kindergarten classes. 

The comparison of individual responses and class sizes revealed the number of students 

below grade level in reading skills in each classroom.  Based on classroom size, the percentage 
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of students below grade level in reading for the 45 classrooms in the study was approximately 

23% (M= 0.23, SD 0.15).  As shown in Figure 5, four teachers reported that more than half of 

their students are below level in reading skills.  Reporting of individual classrooms revealed 20 

classrooms had 11%-20% of students below grade level in reading skills, nine classrooms had 

21% - 30% of students below grade level in reading skills and six classrooms had zero to ten 

percent of students below grade level in reading skills. Five classrooms in the study had 31% - 

40% of students below grade level in reading skills and two classrooms had 50% -60% of 

students below grade level in reading skills.  Two classrooms reported having 61%-70% of 

students below level in reading skills and one teacher reported having 41%-50% of students 

below level in reading skills. 

 

 
Figure 5. Percentages of students below grade level in reading skills based on classroom size in 

the kindergarten classrooms studied. 

 

 Three of the four teachers that reported 50% or more of their students below grade level 

in reading skills had a K-6 teaching certificate and the fourth teacher had a P-3 teaching 
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years of kindergarten teaching experience reported that 15 (63%) students were below grade 

level in reading skills.  A third teacher with four to seven years of teaching experience reported 

that nine (53%) students were below grade level in reading skills in the class.  The fourth teacher 

with eight to twelve years of kindergarten teaching experience reported that 12 (52%) students in 

the class were below grade level in reading skills.   

 Teachers that reported more than 50% of students below grade level in reading skills had 

no more than three students diagnosed with a disability in their classroom.  One teacher with a 

class of 19 students reported having 13 (68%) students below grade level in reading skills and 

two students diagnosed with a disability.  Another teacher with 24 students reported having 15 

(63%) students below grade level in reading skills and three students diagnosed with a disability.  

Another teacher with more than half of the class below in reading skills reported that nine (53%) 

of 17 students were below grade level in reading and zero students were diagnosed with a 

disability.  A fourth teacher with over 50% of students below grade level in reading reported that 

12 (52%) of 23 students were below grade level in reading skills and two were diagnosed with a 

disability.  

 Three of the four teachers with 50% or more students below grade level in reading skills 

reported that their students behave well or exceptionally well.  One of the teachers with 15 (63%) 

of 24 students below grade level in reading skills reported that students misbehave occasionally. 

Interview Results.  Interview results found slightly higher percentages (30%) of students 

below level in reading skills, when compared to the initial survey.  As shown in Table 6, the 

group of six teachers reported an average of six students below grade level in reading skills 

(M=6.16, SD 1.47).   
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When these finding were calculated according to teacher’s class size, a slightly higher 

percentage of students below level in reading skills was found.  An average of 31% students 

were below grade level in reading skills (M=0.31, SD 0.10).  Teacher A reported six (29%) of 

her 21 students below grade level in reading skills and teacher B reported five (22%) of her 23 

students below grade level in reading skills.  Teacher C reported six (27%) of her 22 students 

below grade level in reading skills and teacher D reported five (24%) of 21 students below grade 

level in reading skills.  Teacher E and F reported the highest percentages of students below grade 

level in reading skills.  Teacher E reported six (35%) of her 17 students below grade level and 

teacher F reported nine (50%) of 18 students below grade level in reading skills.   

Table 6 

 

Summary of Teacher and Classroom Demographic Data from Interview Sample  (N=6) 

 

Participant 
Years Teaching 

Kindergarten 

Teaching 

Certificate 

Kindergarten 

Class 
Percent of Students Below 

Grade Level in Reading Skills 

Teacher A 2 K-5 21 28.6 

Teacher B 10 K-8 23 21.8 

Teacher C 4 K-6 22 27.3 

Teacher D 1 K-6 21 23.8 

Teacher E 12 K-5 17 35.3 

Teacher F 13 K-8 18 50.0 

 

Interviewed teachers reported that students are struggling with letter and sound 

recognition skills as well as decoding skills.  When participants were asked about what students 

struggle with the most in reading, teachers described the reading foundational skills students are 

struggling with in the classroom. 
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My low students struggle with accuracy.  And a couple struggle with the comprehension, 

like inferential thinking beyond the text and decoding.  My two red flags are actually 

blending words and word attack strategies, like not using the picture clues or the sound. 

(Teacher A) 

 

Half of my six students struggling are ESL students who came in not even knowing how 

to hold a pencil.  And they couldn't even speak the letters in their name.  They had no 

prior knowledge of school before starting school.  They probably are still struggling with 

letter recognition, letter sounds, rhyming and decoding everything.  (Teacher C) 

 

Definitely letters sounds, they just have very poor phonemic awareness all the way 

around. You have some that went to preschool and know a lot of skills and then you have 

ones that they don't have any idea: they don't even know the difference between a letter 

and a number. (Teacher F) 

 

Teachers reported that students below grade level in reading were struggling with several 

reading foundational skills.  However, teachers reported students having better comprehension 

when not reading independently.  When teachers discussed listening comprehension, Teacher C 

shared, “They actually have good listening comprehension.  When they're not reading 

independently, they don’t have an issue with listening comprehension.”  Teacher F noted, “I 

think they have good listening comprehension when they're on task.  They're very chatty bunch 

but they do they love to listen to stories.”  
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Reading Instruction 

Survey results.  Survey questionnaire results revealed that 44 participants work on 

lessons or projects in reading and language arts five days a week as a whole group, in small 

groups or individualized arrangements.  One teacher responded working on lessons or projects in 

reading and language arts one day a week as a whole group, in small groups or individualized 

arrangements.   

All survey participants spend time teaching reading and language arts on an average day, 

As shown in Figure 6, twenty-seven (60%) teachers spend about two hours working on lessons 

or projects in reading and 13 (29%) teachers spend about one hour working on lessons or 

projects in reading.  Four (9%) of the surveyed teachers spend about three hours working on 

lessons or projects in reading and one (2%) teacher spends a half hour or less working on lessons 

or projects in reading.  

 

Figure 6. Percentage of time (in an average day) teachers spend teaching reading and language 

arts. 

 

Data collected from the survey questionnaire indicates that in an average week, the 

majority of teachers divided students into achievement groups for reading activities or lessons.  

As shown in Table 5, sixteen (36%) teachers divide students into achievement groups five days a 
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week and 11 (24%) teachers divide students into achievement groups four days a week.  

Additionally, eight (18%) teachers divide students into achievement groups three days a week 

and four (9%) teachers divide students into achievement groups two days a week.  Two (4%) of 

the 45 teachers divide students into achievement groups one day a week, one (2%) teacher 

divides students into achievement groups less than one day a week and three (7%) teachers never 

divide students into achievement groups. 

 

Table 7 

 

Summary of Time Spent in Weekly Reading Achievement Groups     Teachers in Sample (N=45) 

 

 Variable Frequency % 

Number of days students are divided into reading achievement groups   
Five Days a Week 16 35.6 

Four Days a Week 11 24.4 

Three days a Week 8 17.8 

Two Days a week 4  8.9 

One Day a week 2  4.4 

Less than one day a week 1  2.2 

Never 3  6.7 

Total 45 100 

 

 

 Although the majority of teachers utilize achievement grouping in reading, the number of 

groups varied among responders.  On days that teachers use achievement groups, 18 (41%) 

teachers reported working with five reading groups and 11 (25%) teachers reported work with 

four reading groups.  Seven (16%) teachers reported working with three reading groups, three 

(7%) teachers reported working with six reading groups and three (7%) teachers reported not 

working with reading groups.  One (2%) teacher reported working with two reading groups and 

one (2%) teacher reported working with one reading group.  These results were based on 44 

responses; one participant did not answer this question. 
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 When teachers were asked to respond how much time students spent in reading 

achievement groups, the most frequently occurring response was one to thirty minutes a day.  

Twenty teachers (44%) divide students into reading achievement groups for 16-30 minutes a day, 

18 (40%) teachers divide students into reading achievement groups for 1-15 minutes a day and 

three (7%) teachers divide students into reading achievement groups for 31-60 minutes a day. 

One (2%) teacher divides students into reading achievement groups for more than 60 minutes a 

day and three (7%) teachers do not have reading groups. 

 Study participants were asked to report how often students who need more help with 

reading receive extra individual assistance from the teacher.  Sixteen (36%) teachers responded 

that they work individually with students once or twice a week and 15 (33%) teachers responded 

they work with students individually three or four times a week.  Twelve (27%) of the 45 

teachers responded that they work with students individually daily and three (7%) teachers 

responded they work with students individually less than once a week.   

 Teachers were asked, how often children in their class who need more help in reading 

receive individual tutoring from an aide or volunteer and 15 (33%) teachers reported that 

students never receive individual tutoring from an aide or volunteer. Ten (22%) teachers reported 

that students receive individual tutoring from an aide or volunteer once or twice a week and nine 

(20%) teachers reported students receive individual tutoring from an aide or volunteer daily.  

Seven (16%) of the 45 teachers reported students receive individual tutoring from an aide or 

volunteer three or four times a week and four (9%) teachers reported students receive individual 

tutoring from an aide or volunteer less than once a week.   

  When participants in the study were asked if students in need of help in reading received 

individual tutoring by a specialist, the most popular answer was no.  Twenty four (53%) teachers 
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responded that students in need of reading help never receive individual tutoring by a specialist, 

8 (18%) teachers responded that students receive individual tutoring by a specialist once or twice 

a week, five (11%) teachers responded that students receive individual tutoring by a specialist 

daily, four (9%) teachers responded that students receive individual tutoring by a specialist three 

or four times a week and four (9%) teachers responded that students receive individual tutoring 

by a specialist lesson than once a week. 

According to the results of the survey, some students that are behind in reading skills 

participate in pullout reading instruction in small groups.  However, 16 (36%) teachers reported 

not having any small group pullout reading instruction available to students in need of support 

with reading.  Eleven (24%) teachers reported having small group pullout instruction available 

daily, eight (18%) teachers reported having small group pullout reading instruction three or four 

times a week and seven (16%) teachers reported having small group pullout instruction once or 

twice a week. Three (6%) teachers reported having small group pullout reading instruction less 

than once a week.  Refer to Table 8 for a summary of reading supports for students. 

 Survey results indicated that nearly all teachers implement phonics instruction daily in 

their classroom.  Thirty-seven (86%) teachers indicated that they work on phonics daily, four 

(9%) teachers indicated that they work on phonics three or four times a week and one (2%) 

teacher indicated that they never work on phonics. Two participants did not provide results for 

this question. 

 Teacher responses revealed that shared reading and read aloud are part of daily reading 

instruction in almost all classrooms.  Thirty-one (72%) teachers reported using shared reading 

daily and five (12%) teachers reported using shared reading three or four times a week and one 
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(2%) teacher reported using shared reading two to three times a month. Two teachers did not 

respond to this question. 

 According to survey data, several teachers implement daily Read-Alouds as part of their 

instruction. Thirty-two (74%) teachers implement Read-Alouds daily, eight (19%) teachers 

implement Read-Alouds three or four times a week and four (9%) teachers implement Read-

Alouds once or twice a week.  Two teachers did not answer this question. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



TEACHERS' PERCEPTIONS OF KINDERGARTEN READINESS 

 

86 

Table 8 

 

Summary of Reading Supports for Students Struggling in Reading  (N=45) 

 

Variable Frequency % 

Individual reading support from teacher   

  Daily 12 26.7 

  3 or 4 times a week 15 33.3 

  1 or 2 times a week 15 33.3 

  Less than 1 time a week   3   6.7 

  Never   0     0 

  Total 45 100 
   

Individual reading support from aide/volunteer  

  Daily   9 20.0 

  3 or 4 times a week   7 15.6 

  1 or 2 times a week 10 22.2 

  Less than 1 time a week   4  8.9 

  Never 15 33.3 

  Total 45 100 

 
  

Individual reading support from specialist   

  Daily   5 11.1 

  3 or 4 times a week   4   8.9 

  1 or 2 times a week   8 17.8 

  Less than 1 time a week   4   8.9 

  Never 24 53.3 

  Total 45 100 

 
  

Pullout reading support: small group   

Daily 11 24.4 

3 or 4 times a week   8 17.8 

1 or 2 times a week   7 15.6 

Less than 1 time a week   3   6.7 

Never 16 35.5 

Total 45 100 

 

 When teachers were asked about students self-selecting books to read, 31 (72%) 

teachers responded that students self-select books daily and four (9%) teachers responded that 
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students self-select books three or four times a week. Eight (19%) teachers responded that 

students self-select books once or twice a week.  Two teachers did not answer this question. 

 Interview results.  Interviewed teachers shared results similar to the survey about 

interventions and supports for students struggling with reading skills.  All teachers responded 

that they provide in class interventions through small group and individual teaching.  Teacher F 

shared, “I teach both a small group and individual group.  I have to pretty much tier everything to 

two and three different levels.”  Teacher A shared, “In the classroom we do small group or 

individual conferencing.”  Teacher F shared, “I add a group in the morning, if I notice there 

there's a skill that I taught the day before that they really struggled with instead of doing morning 

work.”  

Three of the six teachers responded that students have support out of the classroom five 

times a week.  The other three teachers responded that students do not receive any help outside 

of the classroom.  Teacher D responded, “We were just allowed to submit kindergarten referrals 

for the first time like yesterday, so we are open to the possibility of a cycle of support.” 

Teachers discussed supports for students struggling to read.  Teacher B shared, “two of 

my students receive ESL support, but it depends on her schedule; it's supposed to be two times a 

day but our numbers have increased, so I'm doing it in the classroom. But, there's no way they go 

to the reading specialist...not yet.” Teacher B discussed support from the resource teacher, “The 

resource teacher has time built into her schedule.  She takes students for about 30 minutes 

outside of the reading block in her classroom.  And she focuses on just letters.  I think they've 

transitioned into simple sight words.”  

            There might be students that we feel are struggling and need support over another student 

that's actually getting it because they scored poorly on the Star 360 (an online formative 
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assessment used to gage students mastery of grade level skills).  In my class we struggled 

a little bit because the basic skills teacher didn't fit in our schedule, so my kids only get 

basic skills two days a week and the other teacher get five day because it works into the 

schedule. (Teacher F) 

While teachers from the interviews indicated that students were receiving supports, they 

felt that additional support was needed for certain students.  When interviewed teachers were 

asked if they thought struggling students had reading help at home, they indicated that about half 

of their students had help at home.  Teacher A responded that four of six students below level in 

reading skills received help at home and teacher B responded that four of her five struggling 

students received help at home.  Teacher C responded that three of her six struggling students 

received help at home and teacher D responded that two of five students struggling with reading 

received help at home.  Teacher E responded that three of her six students struggling received 

help at home and teacher F responded that five of her nine students below reading level were 

receiving help at home.  Teacher F discussed some of issues parents have trying to help their 

children with reading at home. 

  I do have some parents that want to help but they're just not quite sure of what to do.  

And they themselves are struggling to read directions and to do things so they're kind of 

at a standstill to help. So, I've been trying to give them easier tasks to do.  We have a 

number of parents who actually can't read. I try to read directions and explain things to 

them.  

Teacher C suggested that parents are not supporting students at home.  “I truly believe 

that they go home and they're handed either a tablet or they're handed something and then they 

come back to school with nothing remembered. Skills are not reinforced at home.”  Teacher B 
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shared, “I would say help is very limited, parents are also limited with what they can share to 

help.” 

Reading Resources 

 Survey results.  When study participants were asked about reading resources, 36 (80%) 

teachers reported having most or all of the resources they need to teach reading. Eight (18%) 

teachers reported that they get most of the resources they need and one (2%) teacher reported not 

getting any of the resources needed to teach reading.  

 Survey results indicated that 25 (56%) teachers never use a basal reading series to 

teaching reading and nine (21%) teachers use one every day.  Seven teachers (16%) reported 

using a basal reading series once or twice a week and three teachers (7%) reported using a basal 

series once or twice a month.  While 33 (73%) teachers reported using Reading/Writing 

Workshop almost every day, only three (7%) teachers reported using it daily/every day.  One 

teacher (2%) reported never using Reading/ Writing Workshop and one teacher (2%) reported 

using it once or twice a month. 

 Survey data revealed that 17 (39%) teachers use computer software/websites for reading 

instruction almost every day and 16 (36%) teachers reported using computer software/websites 

for reading instruction once or twice a week.  Three (7%) teachers reported using computer 

software/websites for reading instruction once or twice a month and eight (18%) teachers 

reported never using computer software/websites for reading instruction.  One teacher did not 

respond to this question. 

Interview results 

 During interviews, four teachers reported using Reading Workshop daily and two 

teachers reported using the Basal Series Wonders.  The teachers that use Reading Workshop 
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shared that they are also using the new Units of Study in Phonics by Lucy Calkins.  All six 

teachers shared that they use computers in the classroom to support reading instruction.  

Assessment 

 Survey results.  When participants were asked about assessment, 25 (63%) of the 40 

teachers indicated that commercially produced tests or quizzes were used once or twice a month.  

Twenty-three (56%) of the 40 responders also reported that they use teacher made tests or 

quizzes one or two times a month.  Thirty (75%) teachers reported using tests from a textbook 

series, one or two times a month.  While 16 (40%) teachers shared that they use worksheets to 

assess students three or more times a week.  An additional 16 (40%) teachers used worksheets to 

assess students one or two times a month.  Survey data collected from 40 teachers indicated that 

38 (95%) teachers use teacher observation to assess specific objectives. 

Interview Results.  During group interviews, teachers elaborate on the types of reading 

assessments used in the classroom.  Four teachers (A, B, C, D) shared using the Fountas and 

Pinnell Reading Benchmark Assessment System (BAS) three times a year to assess students’ 

independent and instructional reading levels.  These teachers also reported using an inventory 

assessment by Fountas and Pinnell three times a year to monitor students’ progress.  Two (E, F) 

of the interviewed teachers shared that they use The Star 360 program by Renaissance three 

times a year to monitor students’ reading progress.  Additionally, teachers E and F reported using 

teacher-made assessments, worksheets, and basal series tests. 

 Overall, teachers perceive that the majority of students have the reading skills to be 

successful in kindergarten.  Survey and interview results showed that nearly all teachers have 

students below grade level in reading skills.  Teachers reported receiving some support for 
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students struggling with reading according to survey and interview data however, teachers did 

not indicate that students received help daily. 

Research Question 2: What are teachers’ perceptions of kindergarten readiness skills in 

math? 

Survey Results.  The study examined survey questions to gain a better understanding of 

kindergarten teachers’ perceptions of readiness skills in math.  According to data collected from 

the survey, the majority (83%) of students are on grade level in math skills in kindergarten 

(M=3.00, SD 2.20).  

The summary of the online Google Forms questionnaire captured responses from 

teachers ranging from zero to eight students below grade level in math skills.  The responses 

collected indicated that 24 (53%) teachers reported having between zero and two students below 

grade level in math skills, 14 (31%) teachers reported having between three and five students 

below grade level in math skills.  Additionally, seven (16%) teachers reported having between 

six and eight students below grade level in math skills in their classroom.  

The comparison of individual responses and class size revealed the number of students 

below grade level in math skills in each classroom.  Based on classroom size, the percentage of 

students below grade level in reading for the 45 classrooms in the study was approximately 16% 

(M= 0.16, SD 0.11).  As shown in Figure 8, seven teachers reported having zero students in their 

class below level in math skills.  Reporting of individual classrooms revealed, 15 classrooms had 

11%-20% of students below grade level in math skills and 12 classrooms had 21% - 30% of 

students below grade level in math skills.  Seven of the 45 classrooms had between one and ten 

percent of students below grade level in math skills and four classrooms had 31% - 40% of 

students below grade level in math skills.  
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Six of the seven teachers reporting zero students below grade level in math skills have an 

Elementary School Teacher K-6 Teaching Certificate and one of the teachers have an 

Elementary School Teacher N-8 Teaching Certificate.  Three of these teachers have between 

zero and three years of teaching experience, two teachers have between four- and seven-years 

teaching experience and two teachers have 12 or more years of teaching experience.   

 

 

Figure 7. Percentage of students below grade level in math in surveyed classrooms 

 

According to the data collected, the classrooms that reported zero students below level in 

math skills vary in size.  Two of classrooms have 19 students, one of the classrooms has 22 

students, one classroom has 21 students and one classroom has 16 students. Additionally, one 

classroom has 15 students and one classroom has 14 students.  See Table 9 for a summary of 

teachers with zero students below grade level. 
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Table 9  

Summary of Classrooms with Zero Students Below Level in Math Skills 

Years Teaching 

Kindergarten 

Teaching 

Certificate 

Kindergarten Class  Students Below Grade Level in 

Math Skills 

             0-3 K-6 21 0 

             0-3 K-6 19 0 

             4-7 K-6 16 0 

             0-3 K-6 15 0 

          12 or more K-6 19 0 

         12 or more K-6 22 0 

             4-7 N-8 14                            0 

 

One of the teachers that reported having zero students below grade level in math has two 

students on the Autism Spectrum and four students diagnosed with a disability among the 16 

students in the class.  Additionally, the teacher responded that the class behaves exceptionally 

well.  A second teacher with zero students below grade level in math and two students diagnosed 

with a disability reported that the class misbehaves frequently and is often difficult to handle.  

Two teachers with zero students below grade level in math skills reported that their class 

misbehaves occasionally. 

Teachers reporting more than 30% of students below grade level in math skills had 

between two and four students in their classroom diagnosed with a disability.  One classroom of 

22 students with eight (36%) students below grade level in math skills has three English 

Language Learners (ELL) and four students diagnosed with a disability.  Additionally, this 
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teacher with zero to three years teaching experience in kindergarten, reported that the class 

misbehaves occasionally.  

Another teacher with four to seven years of teaching experience in kindergarten has 18 

students and seven (39%) students below grade level in math and three students are diagnosed 

with a disability.  This teacher reported that the class behaves well. 

 Interview results.  Interview participants reported similar percentages of students below 

grade level in math skills as the survey results.  As shown in Table 9, the group of six teachers 

reported an average of four students below grade level in math skills (M=3.83, SD .75).   

When these finding were compared to each teacher’s class size, the study found an 

average of 19% of students below grade level in math skills (M=0.19, SD 0.06).  Teacher A 

reported that four (19%) of her 21 students were below grade level in math skills and teacher B 

reported that four (17%) of her 23 students were below grade level in math skills.  Teacher C 

reported that three (14%) of her 22 students were below grade level in math skills and teacher D 

reported that reported that three (14%) of 21 students were below grade level in math skills.  

Teacher E reported that reported that five (29%) of 17 students were below grade level in math 

skills and teacher F reported that reported that four (22%) of 18 students were below grade level 

in math skills.  
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Table 10 

 

Summary of Teacher and Classroom Demographic Data from Interview Sample  (N=6) 

 

Participant 
Years Teaching 

Kindergarten 

Teaching 

Certificate 

Kindergarten 

Class 

Percent of Students Below 

Grade Level in Math Skills 

Teacher A 2 K-5 21 19.0 

Teacher B 10 K-8 23 17.4 

Teacher C 4 K-6 22                   13.5 

Teacher D 1 K-6 21 14.3 

Teacher E 12 K-5 17 29.4 

Teacher F 13 K-8 18 22.2 

 

Data collected from interviews indicated that students are struggling with number 

recognition of higher numbers, one to one number correspondence, addition, and subtraction. 

Two teachers shared that students are doing better with subtraction than addition.  Teachers were 

asked to discuss what students in their classroom were struggling with in math.  Teacher B 

discussed decomposing numbers “Now we're getting into higher numbers and decomposing 

numbers.  At this point we are taking the number 14 and pulling it apart to make a group like 10 

and 4. They struggle to make the groups with manipulatives.” Teacher C shared, “Comparing 

numbers also, adding and subtracting is hard.  They get confused when to add and when to 

subtract.  And especially now we are into the higher numbers they struggle more.” Teacher E 

shared “Right now we're working 10 plus a number.  For example: 10 plus 8.  They're having a 

very hard time starting at 10 and counting on.  They want to recount the 10.  Yet, subtraction was 

much easier for some reason.” 
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Basically single digit addition. They're doing pretty well with the subtraction but they're 

getting a little bit confused. They have trouble with higher numbers and number sense 

they lack an understanding how to write you a 24 and identifying the numbers. 

(Teacher A) 

 

 Counting from 11 to 20.  They're still struggling with because they came in only knowing 

1 to 10 and just building on that vocabulary from 11 to 20.  Counting or number 

recognition and being able to display it with manipulatives.  (Teacher D) 

 

A lot of them are coming in not knowing the numbers, so they don't understand that three 

means three of something.  They'll just count one, two, three.  But they don't actually 

know what the number looks like and then they don't understand that three actually 

means three of something. If they don't have that understanding and then how are you 

going into addition?  (Teacher F) 

 

Math Instruction 

 The survey questionnaire results revealed that 44 participants work on lessons or projects 

in math five days a week as a whole group, in small groups or individualized arrangements.  One 

teacher responded working on lessons or projects in math one day a week as a whole group, in 

small groups or individualized arrangements.   

All survey participants spend time teaching math on an average day.  As shown in Figure 

9, thirty-four (76%) teachers spend about one hour working on lessons or projects in math, six 

(13%) teachers spend about a half hour or less working on lessons or projects in math and four 
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(9%) teachers spend about two hours working on lessons or projects in math. One (2%) teacher 

spends about three hours working on lessons or projects in math. 

 

Figure 8. Percentage of time in an average day teachers spend teaching math. 

 

Data collected from the survey indicates that in an average week nearly all teachers 

divide students into math achievement groups for math activities or lessons.  As shown in Table 

10, twelve (27%) teachers divide students into math achievement groups five days a week and 

nine (20%) teachers divide students into math achievement groups two days a week.  Seven 

(16%) teachers divide students into math achievement groups three days a week and six (13%) 

teachers divide students into math achievement groups less than once a week.  Five (11%) 

teachers divide students into math achievement groups four days a week, four (9%) teachers 

never divide students into math achievement groups and two (4%) teachers divide students into 

math achievement groups one day a week. 
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Table 11 

 

Summary of Time Spent in Weekly Math Achievement Groups     Teachers in Sample (N=45) 

 

 Variable Frequency Percent 

Number of days students are divided into math achievement groups 
  

Five Days a Week         12 26.7 

Four Days a Week  5  11.1 

Three days a Week  7  15.6 

Two Days a week  9  20.0 

One Day a week  2    4.4 

Less than one day a week  6   13.3 

Never  4    8.9 

Total         45   100 

 

The majority of teachers utilize achievement grouping in math however, the number of 

groups varied among the responders. On days that teachers used math achievement groups, 13 

(31%) teachers responded working with four math groups and six (14%) teachers responded 

working with five math groups.  Five (12%) of the teachers responded working with two math 

groups and two (5%) teachers responded that they did not work with math groups.  Additionally, 

one (2%) teacher responded working with one math group and one (2%) teacher responded 

working with ten math groups.  One (2%) teacher also responded working with nine math groups 

and one teacher (2%) responded working with varied numbers of groups.  These results were 

based on 42 responses; three participants did not answer this question. 

 When teachers were asked to respond to the question, “How long are students divided 

into math achievement groups?,” the most frequently occurring response was the range 16-30 

minutes a day.  Nineteen teachers (42%) divide students into math achievement groups for 16-30 

minutes a day and 15 (33%) teachers divide students into math achievement groups for 1-15 
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minutes a day.  Six (13%) teachers do not use math achievement groups, five (11%) teachers 

divide students into math achievement groups for 31-60 minutes a day and one (2%) teacher 

divides students into math achievement groups for more than 60 minutes a day. 

 Survey results indicated that most teachers count aloud with students daily in their 

classroom.  Thirty-five (81%) of 43 teachers indicated that they work on counting daily, seven 

(16%) teachers indicated that they work on counting three or four times a week and 1 (2%) 

teacher indicated working counting once or twice a week.  

 Teacher responses revealed that counting manipulatives are used to learn basic math 

operations.  Twenty-one (48%) of the 44 teachers reported using counting manipulatives to learn 

basic math operations daily and 16 (36%) teachers reported using counting manipulatives to 

learn basic math operations three or four times a week.  Four teachers (9%) reported using 

counting manipulatives to learn basic math operations once or twice a week and four teachers 

(9%) reported using counting manipulatives to learn basic math operations two or three times a 

month.  One (2%) teacher reported never using counting manipulatives to learn basic math 

operations. 

 According to survey data collected, some teachers play math related games in the 

classroom.  Seventeen (39%) teachers responded that they play math related games in the 

classroom daily, 12 (27%) teachers responded that they play math related games in the classroom 

three or four times a week and 12 (27%) teachers responded that they play math related games in 

the classroom once or twice a week, Two (4%) of the 45 teachers reported that they play math 

related games in the classroom two or three times a month and two (4%) teachers reported that 

they play math related games in the classroom once a month or less. One teacher reported never 

playing math related games in the classroom.  
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 Teachers in the study were asked if they use music, creative movement, or creative 

drama to understand math concepts. Of the 44 respondents to this question some teachers used 

these methods, but most did not use them daily in the classroom.  Twelve (28%) teachers 

reported never using music and 11 (25%) reported never using creative movement or drama to 

teach math concepts.  Ten (23%) teachers reported using music, creative movement or creative 

drama to teach math concepts once or twice a week. Eight (19%) teachers reported using music 

daily to teach math concepts but only three (7%) teachers reported creative movement or creative 

drama to teach math concepts daily.  Six (14%) teachers reported using creative movement or 

creative drama to teach math concepts two or three times a month and 5 (11%) teacher reported 

using music to understand math concepts two or three times a month.  Five (11%) teachers used 

music once a month or less and 10 (23%) teachers reported using creative movement or creative 

drama to teach math concepts once a month or less.  Four (9%) teachers reported using music 

three or four times a week and five (11%) teachers reported using creative movement or creative 

drama to teach math concepts three or four times a week. 

 When participants in the study were asked if they teach students to explain how a math 

problem is solved the most frequently occurring answer was daily.  Eighteen (40%) teachers 

responded that they teach students to explain how a math problem is solved daily.  Fifteen (33%) 

teachers responded that they teach students to explain how a math problem is solved three or four 

times a week and six (13%) teachers responded that they teach students to explain how a math 

problem is solved once or twice a week. Three (7%) teachers responded that they teach students 

to explain how a math problem is solved two or three times a month and one (2%) teacher 

responded that students are taught to explain how a math problem is solved once a month or less. 
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Three (7%) teachers responded that they never teach students to explain how a math problem is 

solved. 

  Forty (91%) of the 44 responses reported that teachers engage in calendar activities 

daily.  Seventeen (40%) of 43 responses reported that students do math worksheets daily, nine 

(21%) teachers reported that students do math worksheets three or four times a week.  Thirteen 

(30%) teachers reported that students do math worksheets once or twice a week, three (7%) 

teachers reported that students do math worksheets once a month or less and two (5%) teachers 

reported that students never do math worksheets.  

 Information collected from the questionnaire indicates that 21 (47%) teachers have 

students do math problems from textbooks/workbooks daily and 12 (27%) teachers have students 

do math problems from textbooks/workbooks once or twice a week.  Seven (16%) teachers have 

students do math problems from textbooks/workbooks three or four times a week and five (11%) 

teachers never have students do math problems from textbooks/workbooks.  One (2%) teacher 

has students do math problems from textbooks/workbooks once a month or less. 

 Participants in the study reported teaching several math skills in the classroom 

throughout the school year.  When teachers were asked how often they work with rulers, 

measuring cups, spoons or other measuring instruments 22 (50%) teachers responded once a 

month or less and ten (23%) teachers responded two or three times a month. Nine (20%) teachers 

responded never using measuring instruments and three teachers responded once or twice a 

week.  One teacher responded three or four times a week and zero teachers responded daily (one 

missing response). 

 When teachers were asked to report how often they taught students correspondence 

between number and quantity, 32 (71%) teachers reported teaching number correspondence daily 
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and seven (16%) teachers reported teaching number correspondence three or four times a week. 

Four (9%) teachers reported teaching number correspondence once or twice a week and two 

(4%) teachers did not respond. 

 Study participants were asked how often they teach recognizing and naming geometric 

shapes.  Fourteen (31%) teachers responded that they teach recognizing and naming shapes once 

or twice a week and nine (20%) teachers responded that they teach recognizing and naming 

shapes once a month or less.  Six (13%) teachers responded that they teach recognizing and 

naming shapes three or four times a week and six (13%) teachers responded that they teach 

recognizing and naming shapes two or three times a month.  Five (11%) teachers responded that 

they teach recognizing and naming shapes daily and two (4%) teachers responded that they never 

teach recognizing shapes because it is taught at a higher-grade level.  Four (8%) teachers did not 

respond to the question. 

 Participants in the survey were asked how often they taught writing all numbers between 

one and ten and writing all numbers between one and one hundred.  Twenty-eight (62%) teachers 

replied teaching writing numbers between one and ten daily and nine teachers replied that they 

teach writing all numbers between one and ten three or four times a week.  Four (9%) teachers 

replied that they teach writing all numbers between one and ten three or four times a week and 

one (2%) teacher replied teaching writing numbers between one and ten once a month or less.  

Three teachers did not respond to this question.  As shown in Table 9, study participants were 

asked to indicate how often they taught identifying quantity, ordering objects by size and ordinal 

numbers.  
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Table 12 

 

Frequency of Math Skills Taught in the Classroom (N=45) 

 

Variable Frequency Percent 

Identifying quantity (e.g., equal, more less)   
  Daily  13  28.9 

  Three of four times a week  14  31.1 

  Once or twice a week    9  20.0 

  Two or three times a month    6  13.3 

  Missing response    3    6.7 

  Total  45 100.0 

   

Ordering objects by size or other properties   
  Daily   4    8.9 

  Three of four times a week   5   11.1 

  Once or twice a week   7   15.6 

  Two or three times a month 12   26.7 

  Once a month or less 11   24.4 

  Not taught/taught at a higher level   1    2.2 

  Missing response   5   11.1 

 45  100.0 

Ordinal numbers   
  Daily   8   17.8 

  Three of four times a week   3     6.7 

  Once or twice a week  4     8.9 

  Two or three times a month 12   26.7 

  Once a month or less 10   22.2 

  Not taught/taught at a higher level   3    6.7 

  Missing response   5   11.0 

  Total 45  100.0 

   

 Twenty (44%) teachers replied that they do not teach writing all numbers between one 

and a hundred because it is taught at a higher level.  Nine (20%) teachers replied that they teach 

writing all numbers between one and a hundred once a month or less and six (13%) teachers 

replied that they teach writing all numbers between one and a hundred daily.  Five (11%) 

teachers replied that they teach writing all numbers between one and a hundred once or twice a 
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week and three (6%) teachers replied that they teach writing all numbers between one and a 

hundred two or three times a month. Three (6%) teachers did not respond to this question. 

 As shown in Table 12, research participants were asked how often they teach adding and 

subtracting single digit numbers as well as reading two-digit numbers.  

Table 13 

 

Frequency of Math Skills Taught in the Classroom  (N=45) 

 

Variable Frequency Percent 

Adding single digit numbers   
  Daily 11  24.4 

  Three of four times a week  7  15.6 

  Once or twice a week 10  22.2 

  Two or three times a month   8  17.8 

  Once a month or less   5  11.1 

  Not taught/taught at a higher level   1    2.2 

  Missing response   3    6.7 

  Total 45 100.0 

   
Subtracting single digit numbers   
  Daily   8   17.8 

  Three of four times a week   5   11.1 

  Once or twice a week 10   22.2 

  Two or three times a month 10   22.2 

  Once a month or less   8   17.8 

  Not taught/taught at a higher level   1     2.2 

  Missing response   3     6.7 

  Total 45   100.0 

   
Reading two-digit numbers   
  Daily 18    40.0 

  Three of four times a week   4      8.9 

  Once or twice a week   8    17.8 

  Two or three times a month   6    13.3 

  Once a month or less   3      6.7 

  Not taught/ taught at a higher level   2      4.4 

  Missing response   4      8.9 

  Total 45   100.0 
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 When teachers were asked to respond how often they teach writing math equations to 

solve math problems, ten (22%) teacher responded once a month or less.  Eight (7%) teachers 

responded not teaching writing math equations to solve math problems because it was taught at a 

higher level and seven (15%) teachers responded teaching writing math equations to solve math 

problems once or twice a week.  Six (13%) teachers responded teaching writing math equations 

to solve math problems two or three times a month and five (11%) teachers responded teaching 

wring math equations to solve math problems daily.  Five (11%) teachers responded teaching 

writing math equations to solve math problems three or four times a week. 

Interview results.  Interview participants responses about using math groups in the 

classroom were in line with the survey.  All teachers reported using small and individual 

groupings in the classroom to support students struggling in math.  Teacher A discussed her 

grouping strategy in the classroom 

I pull students in small groups but not as much as reading. I teach Monday through 

Thursday and on Friday, I have math centers as weekly wrap up. When students are in 

centers, I pull students to review things I noticed they were struggling with throughout 

the week.  I also use the time to go over tests with students. 

Teacher B stated, “I pull students in small groups and individual conferences two to three 

times a week.”  Teacher C shared, “We do math groups every day.”  Teacher E and Teacher F 

also responded that they have math groups in the classroom every day.  Teacher B shared that 

she uses the Reteach and Enrich resources from GoMath. 

We do math centers every day.  We meet in small group after the whole group.  After the 

lesson is complete, students transition into centers and the ones that are struggling with 
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our GoMath program the one that we use. They have resources that are Reteach for those 

strugglers or Enrich those higher learners.  

All teachers participating in the interview used small math groups in the classroom. Three 

teachers mentioned using centers during math.  Several teachers also indicated that they have 

some type of push-in or pullout support during part of a math period.  Teacher A stated, “We 

have push in during math sometimes, depending on the ESL teachers schedule.”  Teacher E 

shared, 

We have math BSI (Basic Skills Intervention) three days a week. The BSI teacher pulls 

the students for half of the period and works with them on foundational skills in her room 

and she pushes into the classroom for half of the period.  

Teacher A and B responded that they have BSI math push-in once a week in their 

classroom for 30 minutes a week.  Teacher C shared, “Kindergarten students are not eligible for 

BSI services.”  Teacher F, shared that she has BSI support two days a week, half out of the class 

pullout and half push-in in the classroom. 

 When interviewed, teachers were asked if students receive help at home in math, most 

teachers replied, “Yes.”  Teacher F shared her thoughts about sending homework home to be 

completed.  “Based on what we did in class students can pretty much leave class and do their 

homework because it is a complete extension of what we did that day.” 

Math Resources 

 Survey results.  When study participants were asked about the adequacy of math 

resources in their classroom, 20 (44%) teachers reported that they get most of the resources they 

need.  Sixteen (36%) teachers reported having most or all of the resources they need to teach 

math and nine (20%) teachers reported getting some of the resources they needed to teach math.  
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 Twenty-one (47%) teachers reported using a math textbook or workbook daily and 12 

teachers (26%) reported using a math textbook or workbook once or twice a week. Seven (15%) 

teachers reported using a math textbook or workbook three or four times a week and one (2%) 

teacher reported using a math textbook or workbook once a month or less.  Four (9%) teachers 

reported never using a math textbook or workbook.  One (2%) teacher did not respond to this 

question. 

 When study participants were asked if they use a calculator, 43 (97%) teachers responded 

that students never use a calculator and one (2%) teacher responded that students use a calculator 

once a month or less.  One (2%) teacher did not respond to this question. 

Thirty-seven (82%) teachers reported always having an adequate supply of math 

manipulatives in their classroom and five (11%) teachers reported sometimes not having an 

adequate supply of math manipulatives.  Two (4%) teachers reported often not having an 

adequate supply of math manipulatives and one (2%) teacher reported not using math 

manipulatives at the kindergarten level. 

The majority of participants in the study reported that they use geometric manipulatives 

with students. Thirteen (29%) teachers replied that they use geometric manipulatives with 

students two or three times a month and 11 (24%) replied that they use geometric manipulatives 

with students three or four times a week.  Eleven (24%) replied that they use geometric 

manipulatives with students once or twice a week and two (4%) teachers replied that they use 

geometric manipulatives with students once a month or less.  Two (4%) teachers replied that they 

never use geometric manipulatives with students.  One (2%) teacher did not respond to this 

question. 
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Interview results.  When interview participants were asked what resources they use for 

math instruction, all teachers reported that they use the math series by Houghton Mifflin 

Harcourt GOMath!.  All teachers interviewed reported using the GoMath! workbook or 

worksheets daily with students. 

 When interviewed teachers were asked about using computers to support math skills.  All 

teachers reported using computers for individual or center time.  Additionally, all interviewed 

teachers shared that they use counters/manipulatives with students to solve addition and 

subtraction math problems. 

Assessment 

 Survey results.  Study participants were asked to share how they assessed students in 

math.  Thirty (66%) of participants replied that they utilize tests from a textbook series one or 

two time a month.  Four (9%) teachers replied that they use tests from a textbook one or two 

times a year and four (9%) teachers reported never using textbook tests with students.  Two (4%) 

teachers reported using tests from a textbook series three or more times a week.  Five (11%) 

teachers did not respond to this question. 

Interview results.  During group interviews, all teachers reported using a math 

benchmark assessments three times a year.  Four of the teachers (A, B, C, D) use GoMath 

benchmarks and prerequisite test.  Two of the teachers (E, F) use the GoMath benchmark tests 

and the Star 360.  Teachers shared how they assess students. 

 We assess students in the beginning of the year, middle of the year and end of the year 

with the assessment from GOMath. The test is in line with what they are doing in the 

classroom.  The students take it as a whole class paper and pencil. (Teacher A) 
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Teacher B shared, “The GoMath test shows growth over time we tried it online two years 

ago and it was a disaster.  Now, all kindergarten and first grade students do the test paper and 

pencil.”  Teacher C shared, “We have a beginning, middle and end of the year test from GoMath, 

and we also have the prerequisite test.  They take it paper and pencil as a whole class and we 

read them all of the questions.”  Teachers E and F shared that they use the GoMath assessment 

three times a year, but they take out pieces of the assessment.  They also reported using the Star 

360 math test from Renaissance three times a year.  This test is taken on the computer. 

 Teachers in the study perceive that the majority of students have adequate math skills to 

be successful in kindergarten.  Six of the 45 classrooms reported having all students working at 

grade level on math skills.  Thirty-nine of the 45 study participants reported having between two 

and eight students below level in math skills.  Interview participants reported having between 

two and five students below grade level in math skills.  According to survey and interview data 

students working below grade level receive the majority of their support in the classroom. 

Research Question 3: Do teachers perceive students to be socially and emotionally ready 

for kindergarten? 

Survey results.  The study asked teachers several questions to obtain an understanding of 

the social and emotional skills of students in the kindergarten classroom.  The study found that 

teachers perceive most students to be socially and emotionally ready for kindergarten.   

Twenty-six (58%) teachers reported that their class behaves well or extremely well, 17 

(38%) teachers reported that students misbehave occasionally and two (4%) teachers reported 

that students misbehave frequently and are often difficult to handle. 

Study participants reported that the majority of students in the classroom do not have 

difficulty with emotional disturbances. When teachers were asked how many students have 
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difficulty with emotional disturbances, 30 (67%) teachers replied zero and 11 (25%) teachers 

replied that one student has difficulty with emotional disturbances.  Two (4%) teachers replied 

that two students have difficulty with emotional disturbances and two (4%) teachers replied that 

three students have difficulty with emotional disturbances. 

 Some study participants that responded having zero students with emotional disturbances, 

have students on the Autism Spectrum and students that have been diagnosed with a disability in 

their classroom.  One teacher with a K-6 teaching certificate and with four to seven years of 

experience teaching reported having zero students with emotional disturbances.  This teacher has 

one student on the Autism Spectrum and three students diagnosed with a disability in the 

classroom.  It was reported that this class misbehaves occasionally.  A second teacher with four 

to seven years of experience teaching kindergarten and a K-6 teaching certificate reported having 

zero students with emotional disturbances in the classroom.  This teacher has two students on the 

Autism Spectrum and six students diagnosed with a disability.  It was reported that her class 

misbehaves frequently, and the group is difficult to handle.  A third teacher with between eight 

and twelve years of experience teaching kindergarten and a K-8 teaching certificate reported 

having zero students with emotional disturbances, one student on the Autism Spectrum and one 

student diagnosed with a disability.  This teacher reported that her class behaves well.  A fourth 

teacher with four to seven years of experience teaching kindergarten and a K-6 teaching 

certificate reported having zero students with emotional disturbances, two students on the 

Autism Spectrum and four students diagnosed with a disability.  This teacher reported that her 

class behaves exceptionally well.  A fifth teacher with four to seven years of experience teaching 

kindergarten and a N-8 teaching certificate, reported having zero students with emotional 
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disturbances, one student on the Autism Spectrum and three students diagnosed with a disability.  

This teacher reported that her class behaves well. 

 A teacher with four to seven years of experience teaching kindergarten and a K-6 

teaching certificate reported having one student that had emotional disturbances, zero autistic 

students and two students with a disability. This teacher reported that the class misbehaved 

occasionally.  A teacher with four to seven years of experience teaching kindergarten and a N-8 

teaching certificate reported having one student that had emotional disturbances, zero students 

with autism and two students with a disability. This teacher reported that the class misbehaved 

occasionally.  A teacher with eight to twelve years of experience teaching kindergarten and a K-8 

teaching certificate reported having one student that had emotional disturbances, zero students 

with autism and zero students with a disability. This teacher reported that the class misbehaved 

occasionally.  A teacher with four to seven years of experience teaching kindergarten and a K-6 

teaching certificate reported having one student that had emotional disturbances, zero students 

with autism and two students with a disability. This teacher reported that the class behaves well.  

A teacher with four to seven years of experience teaching kindergarten and a K-6, P-3 and 

Special Education teaching certificate reported having one student that had emotional 

disturbances, zero students with autism and four students with a disability. This teacher reported 

that the class misbehaved occasionally.  A teacher with four to seven years of experience 

teaching kindergarten and a K-6 teaching certificate reported having one student that had 

emotional disturbances, two students with autism and four students with a disability. This teacher 

reported that the class behaves well.  A teacher with zero to three years of experience teaching 

kindergarten and a K-6 teaching certificate reported having one student that had emotional 

disturbances, zero students with autism, and one student with a disability. This teacher reported 
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that the class misbehaved occasionally.  A teacher with four to seven years of experience 

teaching kindergarten and a P-3 teaching certificate reported having one student that had 

emotional disturbances, zero students with autism and four students with a disability. This 

teacher also reported that the class misbehaved occasionally.  A teacher with zero to three years 

of experience teaching kindergarten and a K-6 teaching certificate reported having one student 

that had emotional disturbances, zero students with autism and four students with a disability. 

This teacher reported that the class misbehaved occasionally.  A teacher with four to seven years 

of experience teaching kindergarten and a P-3 teaching certificate reported having one student 

that had emotional disturbances, three students with autism and four students with a disability. 

This teacher reported that the class behaves exceptionally well.  A teacher with 12 or more years 

of experience teaching kindergarten and a K-6 teaching certificate reported having one student 

that had emotional disturbances, zero students with autism and two students with a disability. 

This teacher reported that the class misbehaved occasionally.   

Study participants were asked in the survey to rate how important class behavior or 

conduct was in the classroom, cooperativeness among students and following directions.  All 

teachers rated classroom behavior and conduct as very important or extremely important.  

Additionally, all teachers rated cooperativeness among students and following directions as very 

important or extremely important. 

Interview results.  As shown in Table 13, all interviewed teachers had students that 

struggled with social and emotional skills.   
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Table 14 

 

Summary Students that Struggle with Social and Emotional Skills (N=6) 

 

Participant 
Kindergarten Class Number of Students Struggling with Social and 

Emotional Skills 

Teacher A 21 3 

Teacher B 23 4 

Teacher C 22 1 

Teacher D 21 2 

Teacher E 17 15 

Teacher F 18 13 

 

During the group interviews teachers discussed the social and emotional issues of 

students.  Teacher C discussed her group of students, “I'm blessed.  I think I really only have one 

that is still working on regulating her emotions and working on transitions things like that.”  

Teacher D discussed one of her students “For my one student, I think it is emotional, he will 

have outbursts and sometimes roll on the floor and cry out of nowhere and then he will be ok a 

second later.” 

 I have three strong ones that struggle and then I would say the others are your 

normal kindergarten students that need redirection but it's not out of the ordinary.  

What's interesting is two of my three both have end of September birthdays and 

they are boys (Teacher A) 

 

For some of them it's just the full day of kindergarten, the academic rigor, it's a lot 

for them.  I would say the biggest issue is staying on task.  The cutoff really needs 

to change.  I think maturity is an issue 100%.  (Teacher B) 
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I would say of my 17 unfortunately, about 15 of them struggle and they just don't 

know how to socialize.  They don't have respect for their classmates.  I see lack of 

attention and impulsiveness.  A lot of it is lack of exposure or being an only child 

and not having other children to play with.  (Teacher E) 

 

They don’t know how to have a conversation back and forth, there is no give or 

take its always someone jumping in and saying everything and they don’t know 

how to take turns and they don’t know how to problem solve. So, their first thing 

is to yell or to fight or to be on the defensive because they don’t know how to 

figure things out and work it through.  (Teacher F) 

 

Teachers expressed a variety of reasons of why students struggle with social and emotional 

skills.  Teachers reflected on maturity issues, medical issues, home issues and lack of exposure to 

a school setting. 

 Interviewed teachers rated the categories of classroom behavior and conduct, 

cooperativeness among students and following directions similar to survey participants. Teachers 

rated classroom behavior or conduct to be extremely important.  Teachers explained why 

behavior in the classroom is extremely important.  Teacher A shared, “When the class has good 

behavior, it helps everyone focus and stay on task.” Teacher B shared “It helps everyone around 

them, a distracted student does not have the best environment for learning.”  Teacher C shared, 

“I can see some of the kids that don't even know how to have a conversation with their peers. 

Eye contact I think is lost.  That's why I always stress the importance of play.” Teacher E shared, 
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“When one student misbehaves, other students follow in their footsteps.” Teacher F shared, 

“Because one student can set off all of the other students like a domino effect.” 

 Teachers rated cooperativeness as extremely important in the classroom.  Teacher A 

responded,  “I think students need to realize they are not the center of the universe and also just 

like realizing they're not the center of the universe that's a very hard lesson to learn.”  Teacher B 

responded, “They need to get along with others, learn to solve problems.  They need to be able to 

work with partners and let the shy kids have a chance to participate.” Teacher C responded, “It is 

important to have the foundation of teamwork and for students to realize school is not a one-

person show.” Teacher D responded, “As students move up to the higher grades teamwork 

becomes very important so, setting it now will benefit students as they go in the higher grades.” 

Teacher E responded, “We do a lot of partner talk and students are on task for 30 seconds and 

then they are talking or rolling on the ground, they just can’t get along with each other.” Teacher 

F stated, “It is not so much about cooperating with us, it is about cooperating with each other 

because everything that they do they are in a group.” 

Four of the teachers in group interviews rated following directions as extremely 

important in the classroom and two teachers rated following directions as very important in the 

classroom.  Teacher A explained, “In kindergarten students are still learning to do school and it 

is not the end of the world if a student does not follow directions.” Teacher B stated, “We are 

always going to have to repeat directions and we want students to enjoy school.” Teacher C 

shared, “Following directions helps students to stay on track and focus on becoming independent 

or able to do independent work.” Teacher D shared, “Learning how to follow directions helps 

students be successful because if they not following directions, they get lost or fall behind.” 

Teacher E shared, “Students have trouble following directions in my class and all of the special 
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classes.”  Teacher F shared, “When students are not following directions it makes it difficult to 

complete simple tasks.  This is a group that really struggles with directions and parents say, ‘they 

have trouble with directions at home’ as well.” 

Instruction 

Research participants were asked how much time students spend in child-selected 

activities in a typical day.  As shown in Table 14, twenty-one teachers (47%) reported that 

students spend about an hour in child-selected activities and 18 teachers (40%) reported that 

students spend a half hour or less in child selected activities.  Three (7%) teachers reported that 

students spend about two hours in child-selected activities and one (2%) teacher reported that 

students spend about three hours in child-selected activities.  One (2%) teacher reported that 

students spend about four hours or more a day in child selected activities and one (2%) teacher 

reported that students spend no time in child-selected activities. 

Table 15 

 

Summary of Time Spent in Child-Selected Activities in the Classroom (N=45) 

 

Variable Frequency % 

Time spent in child selected activities   
4 hours  1  2.0 

3 hours  1  2.0 

2 hours  3  7.0 

1 hour 21 47.0 

Half hour or less 18 40.0 

No time   1   2.0 

Total 45         100.0 

 

All study participants reported that students have recess five days a week. When teachers 

were asked how many times a day students had recess they reported the following: 32 (71%) 
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teachers reported having recess once a day, ten (22%) teachers reported having recess twice a 

day and three (7%) of teachers reported having recess three or more times a day. 

 When study participants were asked how much time in a typical day do children spend in 

free play outdoors (including recess), 35 (78%) of teachers responded 16-30 minutes, six (13%) 

teachers responded 1-15 minutes, four teachers responded 31-45 minutes and one teacher 

responded longer than 45 minutes. 

Participants in the study were asked how much time students spend in free play indoors, 

23 (51%) teachers replied that students spend 16-30 minutes in free play indoors and nine (20%) 

teachers replied that students spend 1-15 minutes in free play indoors.  Seven (16%) teachers 

replied that students spend 31-45 minutes in free play indoors and six (13%) teachers replied that 

students spend no time in free play indoors.  One teacher replied that students spend longer than 

45 minutes in free play indoors 

Study participants were asked to report how much time students spend in physical 

education on the days they attend the class.  As shown in Figure 7, twenty (45%) teachers 

responded that students spend about an hour in physical education class and 15 (33%) teachers 

responded that students spend a half hour or less in physical education class. Five (11%) teachers 

responded that students spend about two hours in physical education class and five (11%) 

teachers responded that students do not attend physical education class.  
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Figure 9. Time student spend in physical education on days they attend the class. 

When teachers were asked how much time students spend in theater/creative dramatics 

on days it is taught, 33 (73%) teachers responded no time was spent in theater/creative dramatics 

and 11 (25%) teachers responded that they spend a half hour or less in theater/creative dramatics. 

One teacher (2%) responded spending about one hour on theater/creative dramatics. 

 Thirty-seven (82%) study participants reported that they teach social problem solving in 

the classroom and three (7%) teachers reported not teaching social problem solving in the 

classroom.  Five (11%) teachers did not respond to this question.  Two of the three teachers that 

responded not teaching social problem skills in the classroom reported that their class behaves 

well.  The third teacher reported that her class misbehaves occasionally. 

When survey participants were asked if students become disruptive and noisy in the 

classroom, do they feel they know some techniques to redirect them quickly, twenty-six (58%) 

teachers responded that they agree that they have techniques to redirect disruptive students and 

14 (31%) teachers responded that they strongly agree that they have techniques to redirect 

disruptive students. One (2%) teacher did not agree or disagree about having techniques to 

redirect disruptive students.  Four (9%) teachers did not respond to this question. 
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Interview results.  Interviewed teachers’ responses about the amount of time students in 

child-selected activities were comparable to the survey responses.  Teacher A and B reported that 

students spend about an hour in child selected activities during center time.  Teacher A shared, 

“They are able to choose which center they want to go to, and they pick what they are going to 

do each day.”  Teacher C and D reported that students spend about 30 minutes in child selected 

activities during center time.  Teachers E and F reported that students only spend about a half 

hour in child selected activities on a typical day. 

Participants from group interviews reported similar results to the survey on free play in 

the classroom.  Teacher A and B reported that students do not participate in free play in the 

classroom.  Teacher B said, “No never, we do not have free play.”  Teacher C and D reported 

that students have 15-20 minutes of free play daily.  Teacher C said, “That is why our principal is 

so amazing, I know a lot of schools are not allowed to have free play in the classroom.”  Teacher 

E and F reported that students have 30 minutes of free play daily at the end of the day. 

 During group interviews, participants were asked if they implement a social skills 

program in the classroom.  Two teachers reported that the guidance counselor teaches lessons 

from the Second Step Program once a week in the classroom.  Two teachers discussed piloting a 

social emotional teaching program from Sanford Harmony with great success.  Teacher C shared 

her experiences with piloting a social emotional program “I'm actually piloting a social 

emotional program for the school.  It's called Sanford Harmony and I've seen really great things 

with it.  Teacher B shared that the Sanford and Harmony program was “Amazing and awesome 

for the students.”  Teacher A also shared her experiences piloting a social emotional program.  

I am piloting one right now, called Sanford Harmony. Myself and one or two other 

teachers in my building are piloting the program.  I am loving the program for 
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kindergarten, it teaches about inclusion and that some of us are the same and it is ok to be 

different.  

When interviewed teachers were asked what they thought was the most important 

readiness skill in kindergarten, all teachers responded social skills. 

 I would rather a child who has the social skills who can work together, who knows how 

to share, who knows how to play, who knows how to interact with students.  To me it is 

almost harder to teach social skills.  (Teacher A) 

Teacher B shared, “A student that has the maturity, like if you do not know the letters but 

you are mature enough to learn, you will absorb it and you’re ready. If you are not mature it is 

just too hard.”  Teacher E replied, “Social skills.” Teacher C shared, “I think away from the 

academic, how to use tools like a pencil.  Motor skills and social emotional skills are important.”  

Teacher D stated, “It also goes along with if they have been to preschool or not because if they 

haven't been to preschool, they don't really know how to interact with kids their age.”  

Absolutely social skills and self-help goes in there because we can work on the letters we 

can work on the numbers.  But there are a lot of things despite those social emotional that 

they need to be able to do.  A lot of them are coming in not being able to go into the 

bathroom by themselves.  (Teacher F) 

 Overall, the majority of teachers reported that their students behaved well or misbehaved 

occasionally. During the school day students participate in some form of free or structured play.  

All teachers reported that students participate in recess daily however, the survey did not indicate 

the type of recess students participate in daily.  Eighty two percent of teachers in the survey 

reported teaching social problem solving in the classroom and 89% of teachers reported that they 
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have techniques to redirect disruptive students.  In interviews two teachers reported that more 

than half of their class struggled with social and emotional skills. 

Research Question 4: Do students in kindergarten spend more time in whole group or 

small group and individual activities? 

Survey results.  The study examined the instructional group structures used in the 

classroom.  According to responses collected from the survey, students in kindergarten spend 

more time in teacher-directed whole class activities. 

When study participants were asked how much time students spend in teacher-directed 

whole class activities, 23 (51%) teachers responded spending about two hours in teacher-directed 

whole class activities and nine (20%) teachers responded spending about three hours in teacher-

directed whole class activities.  Seven (16%) teachers responded spending about one hour in 

teacher-directed whole class activities and three (7%) teachers responded spending a half hour or 

less in teacher-directed whole class activities. Two (4%) teachers responded spending four or 

more hours in teacher-directed whole class activities and one teacher reported spending no time 

in teacher-directed whole group activities. 

When survey participants were asked how much time students spend in teacher-directed 

small group activities in a typical day, 21 (46%) teachers responded spending about one hour in 

teacher-directed small group activities and 13 (29%) teachers responded spending about two 

hours in teacher-directed small group activities. Eight (18%) teachers responded spending about 

three hours in teacher-directed small group activities and 3 (7%) responded spending a half hour 

or less in teacher-directed small group activities. 

Nineteen (42%) participants from the survey reported that students spend about one hour 

in teacher directed individual activities in a typical day.  Nineteen (42%) participants reported 
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that students spend a half hour or less in teacher directed individual activities and six (13%) 

participants reported that students spend about two hours in teacher directed individual activities. 

One (2%) participant reported that students spend about three hours in teacher directed 

individual activities daily. 

Study participants were asked how much time students spend in child-selected activities 

in a typical day.  Twenty-one teachers (47%) reported that students spend about an hour in child-

selected activities a day and 18 teachers (40%) reported that students spend a half hour or less a 

day in child selected activities.  Three (7%) teachers reported that students spend about two 

hours a day in child-selected activities and one (2%) teacher reported that students spend about 

three hours a day in child-selected activities.  Additionally, one (2%) teacher reported that 

students spend about four hours or more in child-selected activities a day and one (2%) teacher 

reported that students spend no time in child-selected activities. 

When teachers were asked how many hours a week regular aides assist in the classroom 

and work directly with children on instructional tasks, nearly half (21) of the teachers reported 

that they have no help from regular aides to assist with instructional tasks in the classroom. 

Seven teachers (16%) reported having between one and five hours of help form assistance 

regular aides to assist with instructional tasks in the classroom.  Six (13%) teachers reported 

having between 20 and 25 hours of help from regular aides to assist students with instructional 

tasks and five teachers (11%) reported having between six and ten hours of instructional 

assistance in the classroom.  Four (9%) teachers reported having 26-30 hours of assistance with 

instructional tasks in the classroom and two (4%) teachers reported having over 30 hours of 

instructional assistance in the classroom.  
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Most survey responders reported that they use small group instruction by dividing their 

class into achievement groups for reading and math at least once a week.  Sixteen (36%) teachers 

divide students into reading achievement groups five days a week and 11 (24%) teachers divide 

students into reading achievement groups four days a week.  Eight (18%) teachers divide 

students into reading achievement groups three days a week and four (9%) teachers divide 

students into reading achievement groups two days a week.  Two (4%) teachers divide students 

into reading achievement groups one day a week and one (2%) teacher divides students into 

reading achievement groups less than one day a week.  Three (7%) teachers never divide 

students into reading achievement groups. 

Nearly all students are divided into reading achievement groups for one to thirty minutes 

a day.  Twenty teachers (44%) divide students into reading achievement groups for 16-30 

minutes a day and 18 (40%) teachers divide students into reading achievement groups for 1-15 

minutes a day.  Three (7%) teachers divide students into reading achievement groups for 31-60 

minutes a day and one (2%) teacher divides students into reading achievement groups for more 

than 60 minutes a day.  Three (7%) teachers reported not having reading groups. 

Twelve (27%) teachers divide students into math achievement groups five days a week 

and nine (20%) teachers divide students into math achievement groups two days a week.  Seven 

(16%) teachers divide students into math achievement groups three days a week and six (13%) 

teachers divide students into math achievement groups less than once a week. Five (11%) 

teachers divide math students into achievement groups four days a week and four (9%) teachers 

never divide students into math achievement groups.  Two (4%) divide students into math 

achievement groups one day a week. 
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As shown in Table 16, the majority research study participants utilize a variety of 

instructional grouping structures daily. 

Table 16 

 

Summary of Daily Instructional Grouping Structures used in the Classroom (N=45) 

 

Variable Frequency % 

Time spent in teacher directed whole class activities   
4 hours  2  4.0 

3 hours  9 20.0 

2 hours 23 51.0 

1 hour   7 16.0 

Half hour or less   3   7.0 

No time   1   2.0 

Total  45                           100.0 
   
Time spent in teacher directed small group activities   
4 hours   0   0.0 

3 hours   8  17.8 

2 hours 13  28.8 

1 hour 21  46.7 

Half hour or less   3    6.7 

No time   0    0.0 

Total  45                            100.0 
   
Time spent in teacher directed individual activities   
4 hours   0    0.0 

3 hours   1   2.0 

2 hours   6 13.4 

1 hour         19 42.3 

Half hour or less 19 42.3 

No time   0  0.0 

Total 45                           100.0 
   
Time spent in child selected activities   
4 hours  1   2.0 

3 hours  1   2.0 

2 hours  3   7.0 

1 hour 21  47.0 

Half hour or less 18   40.0 

No time   1     2.0 

Total 45  100.0 
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Most students are divided into math achievement groups for one to thirty minutes a day. 

Nineteen teachers (42%) divide students into math achievement groups for 16-30 minutes a day 

and 15 (33%) teachers divide students into math achievement groups for 1-15 minutes a day.  Six 

(13%) teachers do not use math achievement groups. Five (11%) teachers divide students into 

math achievement groups for 31-60 minutes a day and one (2%) teacher divides students into 

math achievement groups for more than 60 minutes a day. 

Interview results.  As revealed in the survey results, interview participants also shared 

that they use whole group, small group, and individual instructional groupings in their 

classrooms.  Four teachers from the group reported spending two hours in teacher-directed whole 

group activities and two teachers reported spending about an hour in teacher-directed whole 

group activities.  Teacher A and B shared, “We do mini lessons in every subject, and then 

students work in groups.  So, I guess about two hours.”  Teacher C shared “I would say out of 

the whole day about two or three hours, defiantly not four hours because we spend so much time 

in small groups.” Teacher E responded, “It depends if we take out specials and lunch, about an 

hour.”  Teacher F responded, “About one hour.” 

Survey and interview results indicate that students spend the majority of their time in 

teacher-directed whole group activities. However, students are also engaged in teacher directed 

small group, teacher directed individual activities, and child selected activities. Small group and 

individual lessons usually take place during reading and math periods 

Summary 

This chapter presented a comprehensive summary of data collected for this quantitative 

research study.  Data collected from the online Google Forms survey and group interviews was 

reviewed and analyzed as a summary and individual report.  Data from group interviews was 
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organized and transcribed using the software NVivo.  The researcher carefully examined 

responses from the survey and interviews to answer the four research questions in this study. 

Research participants from the survey and interviews found that the majority of students 

are working on grade level in math and reading. However, almost every class had students 

working below grade level in reading and math.  Teachers utilize several instructional grouping 

structures to work with students in the classroom and many students have in-class and out-of-

class supports in math and reading. 

The study found that students are socially and emotionally ready for kindergarten and 

classes in the study behave well or misbehave occasionally.  Although the majority of students 

do not have social or emotional issues, nearly all classes have some students that struggle 

socially and emotionally. All the teachers interviewed felt that social and emotional skills were 

the most important readiness skill in kindergarten. 

Chapter 5 will interpret the findings of the study, discuss the limitations and review 

recommendations and implications. 
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Chapter 5: Discussion, Conclusion, and Recommendations 

 

Although children may meet the age criterion for kindergarten, each child varies widely 

in skills, knowledge, and readiness.  Readiness for kindergarten is impacted by a variety of 

environmental and developmental factors (Ackerman & Barnett, 2005).  Readiness is not just 

guided by standards in literacy, math, science, and social studies.  It encompasses the social and 

emotional skills students need to have a successful school experience.  Children in the early 

years of schooling who learn to self-regulate emotions, be self-aware, make responsible 

decisions, understand others, and engage in social behaviors are more likely to have a successful 

school experience (Denham & Brown, 2010; Elias, et al., 2003; Elliot, et al., 2003). 

According to The Center on the Developing Child (n.d.) at Harvard College, the 

emotional and physical health, social skills, and cognitive-linguistic abilities that are developed 

in early childhood are all vital elements for success in school and later in life.  Children entering 

kindergarten lacking the necessary social-emotional, cognitive and physical skills needed for 

success, will likely struggle throughout their schooling and are unlikely to catch up in later 

grades (Friedman-Krauss, et al., 2016; Carter & Welner, 2016). 

Research has shown that participation in high quality preschool programs can enhance 

children’s development, reduce achievement gaps at kindergarten entry and have long-term 

benefits into later school years (Friedman-Krauss, et al., 2016).  A recent study from Georgetown 

University, reported that a high-quality pre-k experience could have lasting effects as late as 

middle school.  Gormley, Phillips and Anderson (2018) found that students who attended 

Oklahoma’s universal pre-k as four year-olds had higher math scores, were more likely to take 

honors courses and were less likely to have been retained in a grade.  Research by McCoy et al. 

(2017), found similar results including that early care and education programs can have lasting 
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effects through high school.  Furthermore, high quality early childhood education has been 

linked to college success, in a study by the National Institute of Child Health and Human 

Development (NICHD). 

The purpose of this quantitative study was to determine if public school teachers in 

northwest, New Jersey perceive students to be academically, socially, and emotionally ready for 

kindergarten.  Additionally, the research sought to examine the instructional grouping structures 

used in the kindergarten classroom to address the diverse needs of all learners.  The teachers 

participating in this study teach kindergarten in the following New Jersey Counties: Hunterdon, 

Morris, Passaic, Somerset, Sussex, and Warren.   

 Four research questions guided this research study.  The researcher analyzed data from 

Chapter 4 to answer the following research questions: 

1. What are teachers’ perceptions of kindergarten readiness skills in reading? 

2. What are teachers’ perceptions of kindergarten readiness skills in math? 

3. Do teachers perceive students to be socially and emotionally ready for kindergarten? 

4. Do students in kindergarten spend more time in whole group or small group and 

individual activities? 

Through an online Google Forms questionnaire, the study examined reading, math, social, 

and emotional skills of students in 45 classrooms.  More expansive information on students, 

readiness, and instruction in and out of the classroom was collected from six teachers during 

group interviews.  
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Interpretation of the Findings 

Research Question 1: Readiness in Reading Skills 

The findings indicated that kindergarten teachers perceive the majority (76%) of their 

students to be on grade level in reading skills (M= 4.24, SD 3.32).  The comparison of individual 

responses and class sizes revealed that approximately 23% students were below grade level in 

reading skills in the 45 classrooms studied (M= 0.23, SD 0.15).  Results from teacher interviews, 

found an average of six students below grade level in reading skills (M=6.16, SD 1.47).  When 

these results were compared to teachers’ class size, the study found an average of 31% of 

students below grade level in reading skills (M=0.31, SD 0.10).   

 The finding from the 45 teachers surveyed and the six interviewed teachers are 

consistent with states that report their percentages for readiness in kindergarten using the GOLD 

assessment described in Chapter two.  In 2017, the Colorado Department of education reported 

that approximately two-thirds (65.96%) of their kindergarteners met five or six of the readiness 

domains.  The Washington State Department of Education (2018-19) reported that 62% of 

students entered kindergarten ready in five or six areas of development and learning. 

The percentages of students below grade level in reading skills found in individual survey 

data and interview data results are similar to the free and reduced lunch percentages (between 

20% and 40%) necessary to qualify for state funding for non-Abbott Early Childhood program 

aid.  As discussed in the literature section of Chapter two, the foundation for a child’s success in 

school and life is built during the early years of brain development, when learning is greatly 

influenced by experiences, environments, and relationships. These influences can impact the 

neural, cognitive, social, and emotional development of children before they enter kindergarten 

(Center for Child and Family Policy, 2017; Friedman-Krauss, et al., 2016; Hornbeck, 2018; 
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National Academies of Sciences, Engineering and Medicine, 2018; National Women’s Law 

Center, 2018; Carter & Welner, 2016). Children from low-income families often enter 

kindergarten behind their peers academically and socially due to a lack of exposure to high 

quality early care and education.  Perhaps the students from the study that were below grade 

level in reading skills were economically disadvantage, suffered adverse early life conditions or 

did not have access to high quality early care or education. 

Furthermore, this researcher may have found only 17% of students below grade level in 

reading skills due to the socioeconomic makeup of the counties surveyed.  In chapter three, the 

researcher used District Factor Groups (DFGs) to illustrate the socioeconomic status (SES) of 

counties in the study.  In Hunterdon County, 79% of the school districts are GH, I and J.  In 

Morris County, 76% of the school districts are GH, I and J.  In Passaic County, 11% of school 

districts are GH.  In Somerset County 71% of the districts are GH, I and J.  In Sussex County 

23% of school districts are GH and I.  Warren County is the only county in the study that does 

not have any school districts in GH, I or J.  

A study by Isaacs and Magnuson (2011), found gaps in readiness skills across groups of 

children related to family income and maternal education.  Preschool children living above the 

poverty threshold, tend to possess higher cognitive and early literacy-readiness skills than those 

living in poverty.  The majority of the families in the counties studied were comprised of school 

districts with children living above and well above the poverty level.  These children are likely to 

have a stable home, adequate living conditions and access to high quality early care and 

education.  According to Sacks (2016), higher income parents are more likely to invest more 

resources and time in their children’s education.  Moreover, children in high-income families, 

tend to be read to more frequently, exposed to more vocabulary and participate in enrichment 
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activities outside of the school.  Thus, children are more likely to enter kindergarten with early 

literacy readiness skills. 

The theme of SES being related to early literacy readiness skills continued in teacher 

interviews.  Teachers E and F reported high percentages of students (35% and 50%) below grade 

level in reading skills.  These teachers work at a school that 39.9% of students are economically 

disadvantaged and 4% are homeless.  Furthermore, new data from the New Jersey School 

Performance Reports (2019) indicates that 55% of the third-grade population in this school 

scored below level on the English Language Arts/Literacy portion of the PARCC exam (NJDOE, 

2019).  One could conclude that the SES of families in this school may contribute to the higher 

percentages of students below level in reading skills. 

Teacher A reported that 29% of her students were below level in reading skills.  Four of 

her students are classified as special education and three of her students are English Language 

Learners (ELL).  Although, 11.7% of students at this school are classified English Language 

Learners, English is not the primary home language of 40% of the students (NJDOE, 2019).  A 

study by Cannon and Karoly (2007) found that at the end of kindergarten ELL students were 

behind their peers in reading assessments.  Furthermore, ELL students were behind in school 

readiness at kindergarten entry and gaps continued through third grade.  The New Jersey 

Performance Reports (2019) reported that 30% of this school’s third graders did not meet grade 

level expectations on the English Language Arts/Literacy Assessment (PARRC) in the 2017- 

2018 school year (NJDOE, 2019).  The demographic evidence of this school and class suggests 

that a portion of the students below level in reading skills may be because of the English 

Language Learner population. 
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All teachers in the study taught reading language art skills five days a week, however, the 

time spent on reading and language arts during the day did not seem to have an impact on the 

number of students below in reading skills. The number of achievement groups or the number of 

days a week students worked in groups did not have an impact on the number of students reading 

below grade level.  Additionally, the use of Reading Writing Workshop or a Basal Reading 

series did not have an impact on the number of students reading below level in reading skills.  

Although not examined in this study, the quality of teaching may be more important than 

curricula, class size or time spent in reading activities.  Research shows that effective teachers 

are the most important factor in raising students’ achievement (Araujo, Carneiro, Cruz-Aguayo, 

& Schady, 2016; Buddin & Zamarro, 2010). 

While there does not seem to be a connection between number of students below grade 

level in reading and individual or small group pullout reading instruction.  The study did find 

that three of the four classrooms with more than 50% of students below grade level in reading 

skills never received individual or small group reading instruction outside of the classroom. 

Pullout reading intervention may help students that require individual attention in a quiet setting. 

Pullout reading instruction can also help students to gain confidence, while learning to apply 

reading skills and strategies at and above their reading level (Bean, 2004).  Tier two and Tier 

three of the New Jersey Tiered System of Supports, suggests supplemental supports and 

interventions are delivered in small group or individually in or outside of the classroom after the 

delivery of core instruction (NJDOE, n.d.-e).   

A lack of reading supports for students below level in reading skills was echoed in 

teacher interviews.  Some teachers indicated that support was dependent on schedules and 

caseloads of students.  As stated in Chapter 1, research indicates that reading intervention in 
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early childhood is effective and may even prevent reading difficulties in later school years 

(Foorman et al., 1998; Partanen & Siegel, 2014).  Early identification coupled with focused and 

comprehensive instruction is the most effective course of action utilized to combat reading 

difficulties (Bos, et al., 1999; Coyne, et al., 2001; Ehri, et al., 2001; Pearson & Hiebert 2015; 

Menzies, et al. 2008). 

Research Question 2: Readiness Skills in Math 

The findings of the study found that the majority (83%) students are on grade level in 

math skills in kindergarten (M=3.00, SD 2.20).  The comparison of individual responses and 

class size revealed the number of students below grade level in math skills in each classroom. 

Based on classroom size, the percentage of students below grade level in reading for the 45 

classrooms in the study was approximately 16% (M= 0.16, SD 0.11).  Data collected from group 

interviews showed an average of four students below grade level in math skills (M=3.83, SD 

.75).  The comparison of teacher’s class size and students below level in math skills found an 

average of 19% of students below grade level in math skills (M=0.19, SD 0.06).  

The small percentage (17%) of students below level in math skills is likely reflective of 

the SES of the counties utilized in this study.  As previously mentioned, the majority of school 

districts used in this study were comprised of families living above or well above poverty level. 

Therefore, the findings on math readiness are likely reflective of the SES of students. 

The majority (76%) of teachers reported teaching math for one hour a day.  Additionally, 

all teachers in the study reported teaching math five days a week and using small groups to teach 

math.  Teachers from interview groups also reported using small groups to teach math daily.  A 

study on effective math instruction by Jordan and Jordan (2018), found that “small group math 

instruction for kindergarteners is a promising strategy for improving early mathematical 
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competency” (p. 1).  These finding suggest, that utilizing small groups for math instruction may 

have an impact on math competencies in kindergarten.   

Teacher A reported that 19% of her students were below grade level in math skills.  

These findings may be linked to literacy and language skills due to the ELL students in her class.  

Students need to understand what is being taught as well has how to express math concepts 

orally and with written language (Bresser, 2018). 

Executive function and self-regulation skills are critical to the learning and development 

of students.  These skills are dependent on three types of brain function: working memory, 

mental flexibility, and self-control.  Children need support to develop these skills in early 

childhood (Center for the Developing Child, Harvard University, n.d.).  According to a study by 

Schmitt et al., (2017), executive function is a significant predictor of preschool and kindergarten 

math skills.  Furthermore, Fuhs, et al., (2014) found that the development of math and executive 

functioning in the early years may be interrelated.  The students found to be below grade level in 

math in this study may not have experienced positive early child hood and educational 

experiences to support the development of their executive functioning skills, which could have 

impacted their ability to perform better on math tasks. 

According to the New Jersey State Learning Standards (NJSLS) to be successful in 

kindergarten, math instruction should focus on two critical areas: representing and comparing 

whole numbers, initially with sets of objects and describing shapes and space.  The following 

five domains are taught while using mathematically practices during the kindergarten year: 

counting and cardinality, operations and algebraic thinking, number and operations in base ten, 

measurement and data, and geometry. The majority of teachers reported teaching math in all of 

the areas required by the NJSLS.  Between 2-4% of teachers reported never teaching 
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measurement, geometry, writing numbers, writing math problems, how to explain math 

problems, number correspondence, adding and subtracting or using counting manipulatives to 

teach basic math operations.  Students falling below grade level in math skills could be a result 

of not have received mathematical instruction aligned to NJSLS in kindergarten. 

Research Question 3: Social and Emotional Readiness 

The findings indicated that teachers perceive students in kindergarten to be socially and 

emotionally ready for kindergarten. Twenty-six (58%) teachers reported that their class behaves 

well or extremely well, 17 (38%) teachers reported that students misbehave occasionally and two 

(four percent) teachers reported that students misbehave frequently and are often difficult to 

handle.  When teachers were asked how many students have difficulty with emotional 

disturbances, 30 (67%) teachers replied Zero and 11 (25%) teachers replied one student has 

difficulty with emotional disturbances. Two (4%) teachers replied two students have difficulty 

with emotional disturbances and two (4%) teachers replied that three students have difficulty 

with emotional disturbances.  Prior research by Kosteinik, Soderman, Whiren, Rupiper and 

Gregory (2015) supports these findings; “A significant percentage of children will enter 

kindergarten with the basic skills they need to interact positively (not perfectly) with both peers 

and adults” (p.22). 

As mentioned previously, the DFGs of the schools surveyed in this study are likely one of 

the reasons most students were found to be socially and emotionally ready for kindergarten.  

Children in families of higher income are more likely to have access to high quality early care 

and education.  Furthermore, children from higher income families may have better 

psychological well-being and healthy interactions with parents (Isaacs & Magnuson, 2016). 
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Group interviews revealed that the average number of students having difficulty with 

social and emotional skills was five.  Teachers E and F reported high percentages of students 

struggling socially and emotionally in the classroom.  Teacher E reported that 88% of her class 

struggles with social and emotional skills.  Teacher F reported that 72% of her students struggle 

with social and emotional skills.  As noted in previous research questions, this researcher 

believes the findings in these two classrooms are closely related to the SES of the school district. 

According to Cooper, et al., (2009) children in low income families are subject to family risk 

factors such as substance abuse, mental health conditions and domestic violence.  These factors 

can impair parents’ ability to have positive interactions with children, which may contribute of 

behavioral problems.  The high poverty rate in this community is likely the reason 88% and 72% 

of students are struggling with social and emotional skills in these classes. Additionally, this 

researcher wonders if the students in these classrooms are provided with opportunities to practice 

and develop the social and emotional skills sets needed to be successful in school? 

According to the NJDOE (2018d), all students in kindergarten through fifth grade are 

required to have at least 20 minutes of recess daily.  All study participants reported that children 

have recess daily and most participants reported that students attend physical education classes in 

addition to recess.  Recess and physical education are ideal times to teach social and emotional 

learning skills.  Free play is critical to the cognitive, social, and emotional development of 

children.  Moreover, it offers students a time to interact with peers while practicing self-

regulation, responsibility and establishing positive relationships (Murray & Ramstetter, 2013; 

Elias, 2018).  Research on social emotional learning has shown that children in the early years of 

schooling that learn to self-regulate emotions, be self-aware, make responsible decisions, 

understand others and engage in social behaviors are more likely to have a successful school 
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experience (Denham & Brown, 2010; Elias, et al., 2003; Elliot, et al., 2003).  The 

implementation of recess and physical education during the school day may have resulted in the 

study finding most students to be socially and emotionally ready for kindergarten.  

As described in Chapter 2, The New Jersey Kindergarten Implementation Guidelines 

document requires kindergarten teachers to devote time during the school day to “choice time” 

for students.  Choice time allows children to self-select learning centers and activities.  During 

this time, children learn to negotiate, cooperate, and collaborate with peers (NJDOE, 2011).  The 

majority of the survey and interview participants reported that students spend time in child-

selected activities during the day. Opportunities to practice social and emotional skills during 

child-selected activities may have had an impact on the number of students socially and 

emotionally ready for kindergarten. 

Thirty-seven of the study participants reported that they teach social problem solving in 

the classroom.  Additionally, all of the interview participants shared that their schools were 

piloting or implementing a school-wide social emotional learning (SEL) program for students. 

Teachers A, B, C, and D reported piloting a program from Sanford Harmony daily in their 

classrooms.  Teachers E and F reported implementing the program Second Step weekly with the 

guidance counselor.  According to research from CASEL (2017), SEL programs improve mental 

health, social skills, and academic achievement. Furthermore, school based SEL interventions 

may continue benefit students in later years.  This researcher believes that the teaching of social 

problem solving in the classroom through interventions and or school-wide programs had a 

profound effect on the findings of research question three. 

Ninety percent of teachers surveyed responded that they possess techniques to quickly 

redirect disruptive students.  Teachers’ knowledge of classroom management techniques to 
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redirect and engage students was reflected in the studies responses about classroom behavior; 43 

(96%) of teachers responded that their class behaves well, extremely well or misbehaves 

occasionally.  Classroom management techniques likely contributed to the number of students 

socially and emotionally ready for kindergarten. 

A theme of the importance of social and emotional skills emerged from survey and 

interview participants, which is consistent with research on the development of social and 

emotional skills.  When teachers were asked how important classroom behavior and conduct was 

in the classroom, all surveyed and interviewed teachers responded very important or extremely 

important. Children that have developed social and emotional skills to approach learning tend to 

be happier, show greater engagement in kindergarten learning tasks and have better academic 

outcomes (Ho & Funk, 2018; Hyson & Thomlinson, 2014).   

When teachers were asked to rate the importance of following directions, all responders 

form the survey and interviews rated following directions as important or extremely important. 

According to research by Kosteinik et al., (2018) when children are able to move through 

classroom routines with minimal direction, they smoothly transition from one activity to the 

next. Therefore, teachers’ beliefs about the ability to follow directions may contribute to the 

findings on classroom behavior. 

When teachers were asked to respond to the importance of cooperativeness among 

students, all survey and interview participants responded very important or extremely important. 

According to Vygotsky’s sociocultural theory, differences in cognitive and social emotional 

development are largely dependent on everyday experiences and interactions with others. 

Children that have challenging behaviors often find it difficult to work with other children and 

may be rejected by others (Hyson & Thomlinson, 2014).  Thus, the cooperativeness of students 
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can great affect the relationships they build with teachers and classmates. These relationships can 

influence a child’s social, emotional, and academic success. 

Interviewed teachers revealed that they felt social and emotional skills were the most 

important readiness skill for kindergarten.  Teachers indicated that they felt confident in their 

ability to teach academic skills, but they felt less confident in teaching a student social skills in 

kindergarten. These findings are similar to studies where kindergarten teachers placed a high 

value on social emotional skills (Curby, Berke, Blake, & Subotnik, 2017; Cappelloni, 2011, 

Fisher, 2017). 

Research Question 4: Instructional Group Structures 

The findings from the survey questionnaire and group interviews indicated that students 

in kindergarten spend more time in teacher-directed whole class activities. Seventy one percent 

of survey participants reported spending two to three hours in teacher directed whole group 

activities in the classroom. 

Whole group instruction does not always meet the needs of all students.  Whole group 

lessons can be too challenging for some students and too easy for others.  Moving instruction 

from whole group to small group and learning centers can be challenging for teachers.  The lack 

of instructional assistance from regular aides in the kindergarten classroom can add to the 

difficultly of this task.  The implementation of learning centers and small group instruction 

requires teachers to plan and structure lessons differently to meet the needs of students, while 

still teaching the required curriculum (Wilson et al., 2012; Tomlinson & Cunningham, 2003).  To 

successfully teach and manage small group instruction and learning centers, teachers require 

some form of professional development to adapt their teaching methods to provide 

differentiation.  Dixon et al., (2014) states “that it is important for teachers to understand how to 
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differentiate instruction to ensure maximum learning experiences for all students.” Teachers in 

the study may spend more time in whole group activities because they lack the pedagogical skills 

to successfully differentiate for the diversity of their students. 

Effective small group instruction is guided by relevant data.  As discussed in Chapter 

two, Kindergarten Entry Assessments (KEAs) should be used to develop schools that are ready 

to meet the varying needs of all incoming kindergarteners.  Proper implementation and on-going 

teacher support are key to successfully using KEAs (Ackerman, 2018; Build Initiative, 2019; 

Hanover Research, 2013; Regenstein et al., 2017; U.S. Department of Education, 2016).  Studies 

have found that teachers identified challenges administering KEAs and using the results to 

inform instruction.  Teachers in the study may have encountered similar issues and require 

additional professional development to properly implement and utilize data to guide instruction. 

The majority of the teachers reported using achievement groups for reading and math. 

However, only 27% of teachers reported using groups five days a week.  Planning for whole 

group instruction is easier than planning for small group instruction.  Teachers not only need to 

plan multiple small group lessons, but they also need to plan for collaborative or individual 

activities for the other students in the classroom.  The management of small groups is not always 

an easy task.  The effort and time necessary to effectively plan and establish routines for small 

group instruction may be a factor as to why teachers tend to utilize more whole group instruction 

in the classroom. 

Lastly, this researcher believes that the New Jersey Department of Education has not 

provided teachers and administrator’s proper training on developmentally appropriate practices 

in kindergarten.  As described in Chapter 2, in 2011 the NJDOE along with early childhood 

professionals across the state developed the guidance document New Jersey Kindergarten 
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Implementation Guidelines.  This document serves as a map for providing students with a high-

quality kindergarten experiences.  The document starts with the importance of understanding 

child development and ends with a snapshot of a kindergartener’s day from arrival to dismissal. 

This document is teacher friendly and packed with a wealth of information on developmentally 

appropriate practices for kindergarten.  A second document available from the New Jersey 

Department of Education is Approaches to Learning: Kindergarten to Grade 3 Guide.  This 

document, discussed in Chapter 2, is written by Marilou Hyson and provides teachers with 

information on how to apply the core expectations for approaches to learning in Kindergarten to 

Grade three.  The document describes the EPPIC (engagement, planning and problem solving, 

initiative and creativity) Skills that guide approaches to learning.  The guide clearly demonstrates 

what the skills look like in children from kindergarten through grade three, how educators can 

support the development of these skills and gives examples of what behaviors look like by grade 

level.  During interviews, this researched inquired if teachers had any knowledge of these 

documents.  All six teachers were not familiar with either of the documents.  This researcher 

wonders if teachers attended professional development on the use of these guidance documents, 

if kindergarten classrooms would have less whole group instruction? 

Limitations of the Study 

 The results of this study were based on the perceptions of 45 kindergarten teachers and 

six interview participants, in six counties in northwestern, New Jersey, therefore the finding will 

likely not be generalizable throughout New Jersey or the United States.  This is mostly due to the 

fact that the demographics of the population studied may not be generalizable. The small sample 

size and the sampling method used in the study limits the generalizability of the data collected.  

The 45 teachers that responded to the questionnaire may not be a representation of all 
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kindergarten teachers in New Jersey or in the United States.  Furthermore, the study did not 

consider environmental and biological factors, interpersonal relationships or the early care and 

education of students before entering kindergarten.  These factors and experiences could likely 

skew the data findings.  Another limitation of the study is the survey did not collect any 

identifiable information, which made it difficult to have an understanding of underlying factors 

that may have affected results. The length of the survey used in this study could also be 

considered a limitation.  Although the survey was comprehensive, it may have fatigued 

participants and caused them to not respond to all questions.  Lastly, the survey method in the 

form of a questionnaire and interviews may have limitations.  Self-reported data might not be 

accurate due to misinterpretations from respondents as well as the subjectivity of perceptions of 

readiness.  Subjects may provide answers that are socially acceptable, rather than accurate. 

Recommendations 

 

It is recommended that the questionnaire in the study be used in a longitudinal study to 

have a better understanding of children’s development and experiences.  This researcher used a 

cross sectional design to collect information, however, studying development over time at each 

grade level would provide a plethora of information on child development and instructional 

practices.  Conducting research to explore the SES of students lagging behind in academic, social 

and emotional readiness skills would prove to be beneficial in having an understanding of how 

SES impacts the readiness of a child. Further research on the early education of students 

throughout New Jersey would give some insight into the benefits of preschool programs. 

Moreover, this researcher would recommend exploring the differences between public and 

private preschools. 
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The data collected on instructional practices from this study suggested a need for 

additional professional development for teachers and administrators in the area of 

developmentally appropriate practices in kindergarten.  It is recommended that further research 

be conducted to have a better understanding of the impact of instructional practices and student 

achievement academically, socially, and emotionally. Research on the implementation of choice 

time and purposeful (guided) play in kindergarten is recommended as well.  Lastly, research is 

recommended on determining if kindergarten programs provide enough opportunities for 

children to learn and practice social and emotional skills. 

Implications 

 

Educational Policy and Practice 

 

In September of 2018, New Jersey Governor Murphy allocated $20.6 million of 

Preschool Education Expansion Aid (PEEA) to 31 eligible districts to enhance and expand 

preschool programs throughout the state.  Although this is the largest increase in pre-k funding in 

over a decade, it is still not enough to reach all students in need to ensure readiness for 

kindergarten.  Findings from this research study could support the legislation to continue to make 

pre-k expansion a priority in New Jersey, most especially in areas of high poverty.  

It important for New Jersey to make pre-k available to all residents but it is equally 

important for New Jersey to pass a bill to require school districts to provide full-day kindergarten 

programs for students.  Findings from this study can support moving this bill forward.  

Furthermore, the results from this study can support a bill to establish a uniform age for 

kindergarten and require attendance.  This may help to narrow the achievement gap that starts in 

kindergarten for some students. 
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Research from this study indicated that not all kindergarten classrooms are utilizing 

developmentally appropriate practices to meet the varying needs of students.  The finding of this 

study could prompt the state of New Jersey to review state-approved teacher preparation 

programs to better prepare teaching professionals to have an understanding of developmentally 

appropriate practices in early childhood in P-3 and K-6 certifications. 

Few educational leaders arrive in their school roles with early childhood experience or 

specialized training to ensure they have high quality early childhood programs.  The information 

from this study could be used to prepare educational leaders to have a better understanding of 

developmentally appropriate practices in early childhood to effectively implement high quality 

preschool and kindergarten programs, evaluate instruction and develop meaningful professional 

development experiences for teachers and instructional aides. Knowledge of best practices in 

early childhood could also prioritize the need for educational leaders to develop a vision that 

aligns quality preschool with the early elementary years. 

In light of the need for data to guide instruction in the kindergarten classroom, the finding 

of the study could highlight the need for the state of New Jersey to implement a statewide 

kindergarten assessment. The state provides training on the KEA GOLD; however, it is not 

mandatory for teachers to use in the classroom.  A universal assessment could provide a plethora 

of information to the state to inform professional development for teachers as well as the ability 

to monitor and track students. 

Research 

The data collected in this study indicated that teacher experience or certification did not 

have a great impact on results.  These facts lead this researcher to think the quality of teaching 
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made the most impact on results.  Research on how to measure quality in the classroom is 

recommended. 

The results of this study also indicated a need for some students to receive additional 

instruction in math and reading.  The exploration of effective programs to raise reading and math 

achievement could be beneficial.  Additionally, the study stressed the importance of social and 

emotional skills for students to be successful in school and in life.  Researching effective 

strategies and programs that give students opportunities to refine social and emotional skills 

would be valuable.  The implementation of these programs could also further research on 

guidance and special education referrals after the implementation of an effective SEL program. 

Research on instructional grouping structures in the classroom suggested the need for 

professional development on developmentally appropriate practices in kindergarten.  This 

information can be used at the state and local level to develop engaging and on-going 

professional development for administrators and teachers based on the New Jersey Kindergarten 

Implementation Guidelines and The Approaches to Learning documents.  If these documents are 

followed with fidelity, special education referrals, guidance referrals, and retention may be less 

likely in kindergarten and later grades.  Furthermore, effective teaching practices can promote 

equity by closing the achievement gap and schools may see greater achievement on state testing. 

Nearly half of the teachers in the study did not have assistance from a regular 

instructional aide in the classroom.  Further research on the role instructional aides may play in 

improving the academic and social-emotional outcomes of students in kindergarten is 

recommended.  Finding from this research can be used to determine how to appropriately staff 

kindergarten classrooms to meet the diverse needs of learners.  Furthermore, this research can 
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lead to the examination of maximum and minimum classroom-group sizes recommended to 

foster the academic and social growth of students. 

Additionally, the finding of this research could be used by the state of New Jersey to 

track school districts that have been newly award Preschool Expansion Education Aid funds to 

build programs for 3- and 4-year-olds. A comparison of students attending schools that offer 

preschool and schools that do not offer preschool could yield results that add to the research on 

the positive effects of preschool and student achievement. 

Lastly, as shown in Figure 11, this research can be used to design a framework of best 

practices for early childhood classrooms.  A framework of best practices should include 

readiness to learn in the following five domains: physical well-being, social and emotional 

development, approaches to learning, language development and cognition and general 

knowledge (Stedron & Berger, 2010).  Developmentally appropriate learning experiences, 

instructional coherence, and administrator and teacher effectiveness are central to a preschool 

through third grade approach (Kaurez & Coffman, 2003; Hyson, n.d.).   

On-going authentic assessment is essential to support, guide and inform planning, 

instruction and programs throughout preschool through third grade.  On-going formal and 

informal assessment can help teachers identify students that need to be challenged or those that 

may require additional assistance or further evaluation.  The data provided from assessments, 

allows teachers to provide developmentally appropriate and engaging whole, small group and 

individual lessons based on a developmental continuum of learning progressions preschool 

through grade three (Burts, et al., 2016; Kaurez & Coffman, 2013).  These lessons should  

incorporate fun and engaging experiences through guided play, direct instruction, and hands-on 

activities.  
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Figure 10. Early childhood framework of best practices 

 

 

Administrators and teachers need to have knowledge of child development and learning 

as well as an understanding of each child’s social and cultural background.  This knowledge is 

foundational in building high-quality relationships with children, families, and the community.  

The 

Whole 

Child 
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Regularly inviting families and the community to participate in classroom and school activities 

will foster positive relationships with all stakeholders (NJDOE, 2011; Kaurez & Coffman, 2013).   

To ensure high quality teaching and programing, administrators as well as teachers 

should participate in meaningful, on-going early childhood professional development. 

Additionally, administrators and teachers should have opportunities to work and share ideas with 

their peers.  Teachers should participate in professional learning communities (PLCs) with grade 

level partners (horizontal), as well as teachers in other grade levels (vertical).  PLCs should 

explore topics that develop and expand knowledge of effective instructional practices and the use 

of data to promote growth. Improving teacher quality and school leadership is key to closing 

achievement gaps and increasing students’ success. 

Conclusion 

 

The first five years of a child’s life is a time of rapid brain development, making it a 

critical period for learning and growth.  How the brain grows is strongly affected by a child’s 

experiences.  These experiences have a direct impact on how children develop physically, 

emotionally, socially, and academically (Friedman-Krauss et al., 2016; Hornbeck, 2019) 

Access to a high-quality early care and education can have a profound effect on the early 

development of a child.  The United States offers several government funded early care and 

education programs to support children, schools and families that are considered at risk. 

However, these programs are not sufficient, leaving many children and families without the 

necessary services to support school readiness (Children’s Defense Fund, 2018; ECLKC, 2013; 

NIEER, 2014, 2018).   

While there seems to be an understanding across the literature that school readiness is 

critical to being prepared for school, the term readiness is difficult to define. Most would agree 
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that the term readiness encompasses physical, cognitive social and emotional skills as well as 

approaches to learning. 

This study used a descriptive quantitative research design to gather information to 

identify the readiness of kindergarten students and evaluate instructional grouping structures 

utilized to meet the spectrum of learners in kindergarten. The researcher employed the survey 

method utilizing a cross sectional questionnaire design and interviews to collect information 

from a sample of kindergarten teachers in northwestern, New Jersey. 

The results of the study found a large percentage of students academically, socially and 

emotionally ready for kindergarten.  However, nearly every teacher had students that required 

support to meet the academic, social, and emotional demands of kindergarten. These students 

would have benefited from participating in a high-quality preschool program.  Research has 

shown that participation in high quality preschool programs can enhance children’s development, 

reduce achievement gaps at kindergarten entry and have long-term benefits into later school 

years (Friedman-Krauss et al., 2016).  Although most studies have found that SES is related to 

achievement gaps in readiness, there is evidence that achievement gaps exist at many income 

levels (Barnett, 2007). 

Additionally, the study revealed that the majority of instruction in the kindergarten 

classroom is delivered in a teacher-directed whole group setting. This finding raises a question 

about developmentally appropriate instructional practices in the kindergarten classroom. 

Children enter kindergarten at all different levels of readiness; therefore, it is essential for 

teachers to have an understanding of child development to foster learning.  The instruction in the 

kindergarten classroom should be differentiated to accommodate the varying needs of learners.  

Data gleaned from performance assessments should be used to create groups, design learning 
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centers and inform lesson planning. Using data to inform lessons allows teachers to interact with 

students at their Zone of Proximal Development (ZPD) to promote cognitive development. 

 The study came to an overall consensus that students in the northwestern New Jersey 

Counties selected for this study are primarily from areas above or well above the poverty level, 

thus, kindergarten teachers’ perceive students to academically, socially and emotionally ready 

for kindergarten. However, teachers need to be mindful of the varying needs of students and 

implement developmentally appropriate practices to ensure the success of all students. 
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Appendix B: Request for Permission 

 

Good Afternoon, 
 

I am writing to request your help in collecting information from your 
kindergarten teachers for my research study of public teachers’ 
perceptions of kindergarten readiness in New Jersey. This research 
will be used for my dissertation that I am conducting through 
Centenary University.  Please consider inviting your kindergarten 
teachers to participate in my online Google Form survey that will 
take approximately 15-20 minutes to complete. 

The survey will not collect any identifiable information about your 
district or teachers. You can ask questions about the research study 
or about being a participant at any time by calling me at 201-697-
2886 or via e-mail at lcvallacchi@gmail.com. In addition, for any 
research questions regarding your experience in this study, please 
contact Tara Veerman (IRB Chair) by phone at 908-852-1400, 
x2347 or via e-mail at veermant@centenaryuniversity.edu. 
 

I thank you in advance for allowing your teachers to participate in 
this survey. I truly appreciate your time and dedication to this task, 
below is a link for teachers to access the survey. 

https://goo.gl/forms/rSPsXiobaxOUpdft2 

 

 

Warm regards, 
 
Lisa Vallacchi 
 
 

Mrs. Lisa C. Vallacchi 
Vice Principal 
Franklin Borough School 
lvallacchi@fboe.org 
 

Together We Can! 

  

mailto:lcvallacchi@gmail.com
mailto:veermant@centenaryuniversity.edu
https://goo.gl/forms/rSPsXiobaxOUpdft2
mailto:lvallacchi@fboe.org
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Appendix C: Interview Questions 

 

INTERVIEW QUESTIONS 

 

Good morning/afternoon thank you for taking the time to meet with me today to answer 

a few questions about your kindergarten classroom. I will be recording the interview, but 

no identifiable information will be shared in my research. 

 

1. How many years have you been teaching kindergarten? 

● 0-3 

● 4-7 

● 8-12 

● 12 or more 

 

2. What certification do you hold? 

 

3. Do you teach full day or half day kindergarten? 

 

4. Does your school offer preschool? 

 

5. How many children are in your class? 

 

6. How many children in your class are below grade level in reading? 

● What do these students struggle with the most? 

○ Letter recognition  

○ Letter sound correspondence 

○ Rhyming 

○ Sight words 

○ Decoding 

○ Listening comprehension 

● What types of interventions do theses students receive? 

○ No intervention 

○ In class interventions 

■ Small group 

■ Individual 

○ Out of the classroom 

■ Reading specialist 

■ BSI 

■ After School program 

● How many days a week do these students receive help? 
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○ 1 

○ 2 

○ 3 

○ 4 

○ 5 

 

INTERVIEW QUESTIONS (continued) 

 

● Do these students have help at home? 

○ Yes 

○ No 

○ I do not know 

 

● What is your reading program? 

 

● Do you use a reading assessment? 

○ Yes 

○ No 

● What assessment do you use? 

 

● How many times a year? 

 

● Do you hold reading/skill groups in your classroom 

○ Yes 

○ No 

● How many times a week? 

○ 1 

○ 2 

○ 3 

○ 4 

○ 5 

 

7. How many students in your class are below grade level in math? 

● What do these students struggle with the most? 

○ Number recognition 

○ Rote counting 

○ Counting by 2s, 5s, 10s 

○ Adding single digit numbers with manipulatives 

○ Shapes 

○ Sorting 
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○ Patterns 

○ Subtracting single digit numbers with manipulatives 

 

● What types of interventions do theses students receive? 

○ No intervention 

○ In class interventions 

■ Small group 

■ Individual 

○ Out of the classroom 

■ Reading specialist 

■ BSI 

■ After School program 

 

INTERVIEW QUESTIONS (continued) 

 

● How many days a week do these students receive help? 

○ 1 

○ 2 

○ 3 

○ 4 

○ 5 

● Do these students have help at home? 

○ Yes 

○ No 

○ I do not know 

 

9. How many of your students struggle with social and emotional skills? 

 

● What do students struggle with the most 

○ Cooperation 

○ Following directions 

○ Staying on task 

○ Aggressiveness 

 

● Why do you think these students struggle? 

○ Maturity 

○ Home issues 

○ First exposure to school 

○ ADHD 
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● Do you have a SEL program? 

○ Character ed 

 

● How important is classroom behavior or conduct? 

○ Not important 

○ Somewhat important 

○ Very important 

○ Extremely important  

 

Can you explain why? 

 

● How important is cooperativeness among students? 

○ Not important 

○ Somewhat important 

○ Very important 

○ Extremely important  

 

Can you explain why? 

 

INTERVIEW QUESTIONS (continued) 

 

● How important is the ability to follow directions? 

○ Not important 

○ Somewhat important 

○ Very important 

○ Extremely important  

 

Can you explain why? 

 

8. What types of instructional grouping structures do you use in your classroom? 

● Whole group 

● Small group 

● Individual conferences 

● All of the above 

 

● On Average, how much time does your class spend in whole group activities? 

● No time 

● Half hour or less 

● About one hour 

● About two hours 



TEACHERS' PERCEPTIONS OF KINDERGARTEN READINESS 

 

216 

● About three hours 

● Four or more hours 

 

● On average, how much time do the children in your class spend in child-selected 

activities 

● No time 

● Half hour or less 

● About one hour 

● About two hours 

● About three hours 

● Four or more hours 

 

● Do students have free play in the classroom? 

● If yes how long? 

 

 

10. What do you think is the most important readiness skill for kindergarten? 
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Appendix D: The National Institutes of Health (NIH) Certificates of Completion 
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