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The purpose of this study was to determine whether or

not a significant difference existed in the cognitive, affec-

tive, and psychomotor development of kindergarten children

as a function of half-day or full-day kindergarten programs.

Four public school districts in Education Service Center

Region XIII in Texas participated in the study. All four

public school districts were comparable in size and philosophy

and provided state-supported kindergarten programs for five-

year-old children. Two of the school districts provided

full-day kindergarten programs, and two school districts

provided half-day kindergarten programs. Children from each

of the school districts were randomly selected for the study,

with an equal number of boys and girls, of Mexican-American

and Anglo children, and of children in full-day and half-day

kindergarten programs. The total sample size was 110 chil-

dren.

All subjects were tested in September and October and

again in April and May with the Metropolitan Readiness Test,

the California Test of Personality, and the Valett Develop-

mental Survey of Basic Learning Abilities. The data obtained
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from the pretest and posttest battery were statistically

analyzed, using the t-test for comparison of means. The .05

level of significance was used to test each hypothesis.

In analyzing the data, statistics revealed that there

was no statistical difference in the mean scores of children

attending full-day kindergarten programs and children attend-

ing half-day kindergarten programs in cognitive, affective,

or psychomotor development. There was no statistical differ-

ence in the mean scores of boys or of girls in full-day and

half-day kindergarten programs in cognitive, affective, or

psychomotor development. There was no statistical difference

in the mean scores of Mexican-American or of Anglo children

attending full-day or half-day kindergarten programs in cog-

nitive, affective, or psychomotor development.

In the area of cognitive development, however, the

analysis of the subtests of the Metropolitan Readiness Test

revealed a significant difference in three of the six sub-

tests. These three subtests were in the areas of auditory

memory, letter recognition, and quantitative language. In

the auditory memory and letter recognition subtests, the

mean scores for half-day kindergarten children were signifi-

cantly greater than the mean scores for full-day kindergarten

children. On the quantitative language subtest, the mean

scores for full-day kindergarten children were significantly

greater than the mean scores for half-day kindergarten

children.
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Conclusions based on this investigation were (1) chil-

dren in both half-day and full-day kindergarten programs can

be expected to increase in cognitive, affective, and psycho-

motor development, (2) the length of the kindergarten day

is not a significant factor in the cognitive, affective, or

psychomotor development of kindergarten children, as measured

by the instruments in this study, and (3) current tests are

of limited value in assessing whether the total objectives of

the kindergarten program can best be met in half-day or full-

day kindergarten programs.

It was recommended that continued investigation should

be directed toward identifying variables other than length

of day which may affect the quality and effectiveness of

half-day and full-day kindergarten programs, and evaluation

instruments should be designed to measure the behaviors of

kindergarten children not easily assessed by existing tests.
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CHAPTER I

INTRODUCTION

Historically, kindergarten began as a full-day program.

In 1970 the full-day kindergarten remained an integral part

of educational systems in Europe, Hawaii, and in some dis-

tricts of New York, Pennsylvania, and other states. By 1977

North Carolina had full-day kindergartens, and 75 percent of

the school districts in Florida, Nevada, Georgia, and

Arkansas provided full-day kindergarten programs (9). Cur-

rent interest in a return to the full-day kindergarten pro-

gram is further illustrated by a resolution adopted in

August 1970 by the American Association of Elementary

Kindergarten-Nursery Educators of the National Education

Association. This resolution advocated that "a full-day

kindergarten be available to all children, organized

flexibly to accommodate the needs of kindergarten children

and teachers" (6, p. 39).

Considerable discussion and some limited research by

school districts throughout the United States have been

generated concerning the merits and feasibility of the full-

or extended kindergarten day (4, 5, 7, 8, 10). However, a

review of the literature reveals an appalling lack of con-

sensus as to the advantages of the extended day for
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kindergarten pupils, and most studies suggest further investi-

gation is needed before conclusive decisions can be made.

In August 1973, the Texas Legislature offered local

school districts in Texas the option of providing half-day

or full-day kindergarten for 180 days to begin in the 1977-78

school year. Although funding was not provided by the

Sixty-Fifth Legislature in July 1977, many local school

districts were providing full-day programs in 1977, and other

public school districts are moving to the lengthened day in

September 1978 (9).

Since the choice of the lengthened day for kindergarten

children has been delayed, the question of whether to have

half-day or full-day kindergarten for the five-year-old in

the future could be based on research. Does a lengthened

day contribute significantly to the child's total develop-

ment?

Because the Texas Legislature considered a full-day

kindergarten program for the 1977-78 school year, it is

possible that state-supported full-day kindergarten may

again be an option in the near future. Since little research

to support or refute half-day or full-day kindergarten has

been conducted, a study is needed to compare the cognitive,

affective, and psychomotor development of kindergarten chil-

dren attending half-day and full-day programs, in order to

plan wisely and to provide quality kindergarten programs for

five-year-old children in Texas.
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Statement of the Problem

The problem of this study was to compare full-day and

half-day kindergarten programs on the development of cogni-

tive, affective, and psychomotor skills of kindergarten

children.

Purposes of the Study

The purposes of this study were

1. to determine whether or not a significant differ-

ence exists in the cognitive, affective, and psychomotor

development of kindergarten children as a function of half-

day or full-day kindergarten programs;

2. to determine whether or not a significant difference

exists in the cognitive, affective, and psychomotor develop-

ment of boys as a function of half-day or full-day kinder-

garten programs;

3. to determine whether or not a significant difference

exists in the cognitive, affective, and psychomotor develop-

ment of girls as a function of half-day or full-day kinder-

garten programs;

4. to determine whether or not a significant differ-

ence exists in the cognitive, affective, and psychomotor

development of Mexican-American pupils as a function of

half-day or full-day kindergarten programs;

5. to determine whether or not a significant differ-

ence exists in the cognitive, affective, and psychomotor
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development of Anglo kindergarten pupils as a function of

half-day or full-day kindergarten programs.

Hypotheses

To carry out the purposes of this study, the following

hypotheses were formulated.

I. There will be no statistical difference in the mean

scores of children attending full-day kindergarten programs

and children attending half-day kindergarten programs in

cognitive development.

II. There will be no statistical difference in the

mean scores of children attending full-day kindergarten

programs and children attending half-day kindergarten pro-

grams in affective development.

III. There will be no statistical difference in the

mean scores of children attending full-day kindergarten

programs and children attending half-day kindergarten pro-

grams in psychomotor development.

IV. There will be no statistical difference in the

mean scores of girls attending full-day kindergarten pro-

grams and girls attending half-day kindergarten programs in

cognitive development.

V. There will be no statistical difference in the mean

scores of grls attending full-day kindergarten programs and

girls attending half-day kindergarten programs in affective

development.
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VI. There will be no statistical difference in the

mean scores of girls attending full-day kindergarten pro-

grams and girls attending half-day kindergarten programs in

psychomotor development.

VII. 'There will be no statistical difference in the

mean scores of boys attending full-day kindergarten programs

and boys attending half-day kindergarten programs in cogni-

tive development.

VIII. There will be no statistical difference in the

mean scores of boys attending full-day kindergarten programs

and boys attending half-day kindergarten programs in affec-

tive development.

IX. There will be no statistical difference in the

mean scores of boys attending full-day kindergarten programs

and boys attending half-day kindergarten programs in psycho-

motor development.

X. There will be no statistical difference in the mean

scores of Mexican-American children attending full-day

kindergarten programs and Mexican-American children attend-

ing half-day kindergarten programs in cognitive development.

XI. There will be no statistical difference in the

mean scores of Mexican-American children attending full-day

kindergarten programs and Mexican-American children attend-

ing half-day kindergarten programs in affective development.

XII. There will be no statistical difference in the

mean scores of Mexican-American children attending full-day

"I',"", -"I - -, M- -



6

kindergarten programs and Mexican-American children attend-

ing half-day kindergarten programs in psychomotor development.

XIII. There will be no statistical difference in the

mean scores of Anglo children attending full-day kindergarten

programs and Anglo children attending half-day kindergarten

programs in cognitive development.

XIV. There will be no statistical difference in the

mean scores of Anglo children attending full-day kindergarten

programs and Anglo children attending half-day kindergarten

programs in affective development.

XV. There will be no statistical difference in the

mean scores of Anglo children attending full-day kindergarten

programs and Anglo children attending half-day kindergarten

programs in psychomotor development.

Limitations

This study was limited to those school districts in

Education Service Center Region XIII with less than 50,000

average daily attendance. The study was limited by the

variables measured by the instruments.

Basic Assumptions

It was assumed that the persons who administered the

tests would perform consistently and objectively and that

pupils receiving the test instruments would respond honestly

and to the best of their abilities.
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Definition of Terms

For the purposes of this study, the following defini-

tions were formulated.

Kindergarten--that portion of the public school system

in Texas devoted to the education of all children who are

five years old before September 1.

Public elementary school--a school organized under a

school district of the state, supported by tax revenues, ad-

ministered by public officials, and open to all children.

Education Service Center Region XIII--a division of the

Texas Education Agency providing resource personnel, materials,

and media to assist in the improvement and facilitation of

classroom instruction to member districts in Bastrop, Blanco,

Burnet, Caldwell, Comal, Fayette, Gillespie, Gonzales, Hays,

Guadalupe, Lee, Llano, Travis, and Williamson counties.

Full-day kindergarten--354 minutes daily.

Half-day kindergarten--1 6 5 minutes daily.

Background and Significance

In 1977-78 local school districts in Texas were faced

with the decision of whether to offer a full-day/full-year,

full-day/half-year, or half-day/full-year kindergarten pro-

gram. Although the option for a full-day state-financed

kindergarten was not made available for all children during

the 1977-78 school year, many local school boards supple-

mented the expense for a lengthened kindergarten day and

implemented a full-day/full year program. Each district had

------ - ---- -------
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to make a decision about the objectives of the kindergarten

programs, and if the objectives were best accomplished in a

lengthened day.

There is a dearth of research on half-day/full-day

kindergarten, and yet, with the enrollment of 189,700 kinder-

garten children for the 1977-78 school year in Texas at an

estimated cost of $18 million, educators needed a sound

basis for accepting or rejecting a full-day kindergarten

program (18).

Need for Research

The Governor's Office of Educational Research and

Planning states,

A variety of organizational patterns exists in
public school kindergarten nationwide; however,
there is a dearth of empirical research dealing
with the question of the appropriate length of the
day for five-year-olds. Discussions and opinions
on full-day and half-day kindergarten programs are
usually not supported by research. It appears
that there is a definite need at the state and
national levels for research that closely examines
the half-day and full-day kindergarten programs
and how decisions regarding the instructional
sessions could be more responsible if they were
based on research data (8, p. 1).

Early childhood specialists.--Recommendations for

research to support or refute the full-day kindergarten have

been made by many educators. A study is needed to ascertain

the cognitive gains in both full-day and half-day classes (2).

A plan should be developed and implemented to evaluate the

objectives of kindergarten programs and the differential



9

effectiveness of half-day and full-day sessions (8).

Decisions on the length of the school day have been based on

opinion, assumptions, and tradition, and not on valid re-

search (17).

State Departments of Education specialists.--From a

survey of fifty State Departments of Education during the

past year, many early childhood specialists expressed a need

to investigate the half-day/full-day controversy (9).

"Your study of half-day versus full-day kindergarten

programs is of particular interest to me, since this is an

oft-asked question in our state," writes William Ward,

Early Childhood Specialist, Alabama Department of Education.

"It is a question that is raised often in our state," writes

Melinda Taylor, Director, Elementary Education, Tennessee

Department of Education. Taynette Hills, Director of Early

Childhood Education, New Jersey Department of Education,

writes, "We need this information." "I would appreciate

information on how to obtain the results of your study upon

its completion," states Phyllis Ford, Early Childhood Educa-

tion, South Carolina Department of Education. Similar

requests for a summary of a study of half-day/full-day kinder-

garten were made by the Virginia and the Louisiana State

Departments of Education.

Research and opinions on advantages of full-day kinder-

garten.--An early childhood specialist, James L. Hymes, Jr.,
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from California notes that half-day sessions as an economy

move have become so common that many people do not recognize

that five-year-olds can profit from a full school day (11).

A full-day kindergarten program would provide valuable edu-

cational benefits of vast importance for the young child (10).

Conclusions from a study in Harrison City, Pennsylvania,

state that the half-day kindergarten teacher in a two-and-

one-half to three-hour program is under greater pressure to

carry on an effective program. The additional time in a

full-day program would give young children a greater oppor-

tunity for learning and development at a crucial time in

their lives (7). "The general consensus is that a half-day

program limits children's learning and makes it difficult to

provide a well balanced curriculum" (16). The American

Association of Elementary Kindergarten-Nursery Educators in

1970 urged members to support the one-session-per-day program

for kindergarten children, and encouraged its members to

work for the development of full-day kindergarten in their

communities (6).

The Corpus Christi Independent School District community

survey of preference for half-day/full-day kindergarten re-

vealed that a majority of teachers, principals, and parents

favored full-day classes and the respondents judged the

full-day program better in every aspect than half-day

classes (4). A survey of full-day kindergartens in Hawaii,

New York, and Arlington, Virginia, revealed that although no
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research had been done, educators felt that educational

benefits would result (10). "We now know," stated the

Virginia Superintendent of Public Education, "that a well-

planned kindergarten program can provide foundations for

learning in all areas of the curriculum. . . . A half-day

program would not be sufficient to do the job as contem-

plated" (6).

On the other hand, many early childhood authorities

refute the advantages of the lengthened day for the five-year-

old. Sue Bates, Preschool and Kindergarten Consultant for

the State of Wisconsin, states, "I personally think that the

one-half day session each day best meets the needs of the

five-year-old child. The physical, emotional, and social

development of the kindergarten child cannot easily cope

with the long day and he should not be expected to have the

same day as the older child" (3). Excerpts from a letter

written by Annie Butler, Associate Professor of Early Child-

hood Education, Indiana University, Bloomington, Indiana,

are as follows: "I think children would probably be better

off to have a half-day program with only twenty children

enrolled than to have a full-day program with thirty or more

children enrolled" (7).

Although the majority of opinions of childhood

specialists, parents, and educators support the advantages

of full-day programs, research is inconclusive on the advan-

tages of half-day or full-day programs. A study of kinder-

gartens operating half-day every day or "full-day alternate"
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days in Minnesota revealed that children in "full-day on

alternate" day programs had lower scores and greater vari-

ability on the Caldwell Preschool Inventory than pupils who

attended a half-day every day (13). An evaluation of an

all-day kindergarten program in New York City was inconclu-

sive as to the advantages of the lengthened day, except for

the degree of parent participation (14). A comparative study

of all-day and half-day kindergarten sessions in Chippewa

Public Schools, Wisconsin, revealed no significant difference

in mean scores on the Metropolitan Readiness Test (5). A

pilot study in Texas found no significant difference in the

cognitive achievement of half-day/full-day kindergarten

children on the Boehm Test of Basic Concepts and the

Metropolitan Readiness Test (17).

In sharp contrast, a four-year, longitudinal study

noted a significant difference in intelligence quotient,

readiness, and achievement of children who attended preschool

and full-day kindergarten, when contrasted to pupils who

attended preschool and half-day kindergarten. The children

attending half-day kindergarten without preschool experi-

ence scored lower than those with preschool experience (15).

A study by the Fort Worth Independent School District found

that, even though full-day sessions did not improve school

readiness in the cognitive domain, particularly for children

of middle socio-economic status, some evidence supported the

advantages of full-day kindergarten sessions for the child

of low and high socio-economic status (12).
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It is evident that opinions and research by many early

childhood specialists, parents, and educators in the field

favor full-day kindergartens, but an appreciable number of

childhood authorities and researchers question the benefits

of the lengthened day on the cognitive, affective, and

psychomotor development of the kindergarten child. Further

study and evaluation is needed in order to separate fact

from opinion.

Procedures

Instruments

In almost all of the research projects which were re-

viewed, comparing half-day to full-day kindergartens, cogni-

tive development was assessed by investigators. As Millie

Almy, Early Childhood Specialists, University of California,

Berkeley, states concerning research, "Although the thinking

child is also the feeling child, it seemed to many observers

that the researchers, and many of those who conducted educa-

tional programs in the 1960's, had forgotten that fact" (1,

p. 50). As far back as the 1930 White House Conference on

Children, the concept of the "whole child" emphasized the

fact that physical, mental, emotional, and social development

cannot be divorced from each other (1).

It was the purpose of this study to assess not only the

relationship of the cognitive development of the child to

half-day/full-day kindergarten, but also the affective and
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psychomotor development of children as well. This is neces-

sary in order to compare the cognitive, affective, and psycho-

motor development of kindergarten children in half-day and

full-day programs.

The following instruments were used in the study to

assess the cognitive, affective, and psychomotor development

of each child: the Metropolitan Readiness Test, 1976 edi-

tion, to assess cognitive development; the California Test

of Personality, 1953 revised edition, to assess affective

development; and the Valett Developmental Survey of Basic

Learning Abilities, 1966, to assess psychomotor development.

Population

The population consisted of selected students in half-

day and full-day kindergarten programs in Education Service

Center Region XIII in Texas.

Selection of Subjects

This study was limited to the counties in the Education

Service Center Region XIII in Texas. Four school districts

were selected for the study from the fifty-one school

districts in the Education Service Center Region XIII. Two

of the districts provided full-day kindergarten classes and

two districts provided half-day kindergarten classes. Chil-

dren from each school district were randomly selected from

a list of all pupils enrolled in kindergarten programs in the

districts for a total sample size of 120 children.
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Research Design

The design of this study was a pretest-posttest, with

selection of school districts and random selection of pupils

in the Education Service Center Region XIII area. Two

groups were represented: children in full-day kindergarten

and children in half-day kindergarten programs.

R 01 X1 02 full-day kindergarten

RID3 X2 04 half-day kindergarten

The major independent variable was the length of time

spent in kindergarten. The variables of ethnicity and sex

were also considered. To insure uniformity of test adminis-

tration, the independent examiners received in-service

training in administration of each of the three instruments.

Analysis of Data

The commonly used parametric t-test was used to test

each hypothesis. Data were sorted on the variable under

consideration. A computer was used to process the data and

the .05 level of significance was designated as necessary

for rejection of the null hypothesis on all computations.
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CHAPTER II

REVIEW OF RELATED LITERATURE

More has been written about the benefits of preschool

and kindergarten education during the last few years than

ever before (8, 32, 57, 60). Bloom, in his research on the

stability of achievement, states that "seventeen percent of

the growth [in educational achievement] takes place between

ages four and six . ." (8, p. 110), and in terms of

stability and intelligence, "about fifty percent of the

development takes place between conception and age four .0.0.

(8, p. 88). The need for more effective home and school en-

vironments in the early years is obvious. With the renewed

interest in early childhood education and the opportunity

for potential growth of the child, the question of kinder-

garten and prekindergarten attendance and their relation-

ship to the cognitive, affective, and psychomotor development

of pupils is of extreme importance.

Interest in learning about the relationship of pre-

kindergarten and kindergarten attendance to later school

achievement began as early as the 1920's. Fuller (31)

summarized seventeen studies concerning preschool attendance

and its effect on later school achievement. Of these studies,

fourteen indicated finding positive values in early child-

hood education, while only two found no positive values.
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Almy (2), in the seventeenth study, found a positive rela-

tionship between success in beginning reading and opportuni-

ties for reading prior to first grade, although she did not

specify prekindergarten and kindergarten experiences.

Cognitive Development

Many research studies relate to specific cognitive

accomplishments of kindergarten children, when compared to

children not enrolled in kindergarten programs. Fast (29)

investigated the relationship between kindergarten training

and reading in the first grade with Canadian children. She

tested 134 first-grade children with kindergarten experience

enrolled in three urban schools and 46 children in the same

classes without kindergarten experience. Using the scores

of the Metropolitan Achievement Test, the children who

attended kindergarten achieved significantly higher scores

in reading than pupils without kindergarten experience.

Superiority in academic areas, such as reading and

arithmetic, was also found by Mott and Martin (62) and Pratt

(74). The study by Pratt (74) consisted of 226 of the 1000

children in Erie County, Pennsylvania. Seventy-two children

had attended kindergarten, 128 had no previous school experi-

ence, and 26 were repeating first grade. Intelligence

levels were similar for kindergarten students and children

who did not attend kindergarten. Using the Gates Primary

Reading Readiness Tests and the Gates Primary Reading Test,

WOOWNM l , I -" I. - - w-i --"
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the kindergarten children were superior in reading achieve-

ment at the end of first grade. A concurring study by

Risser and Elder (75) found pupils with kindergarten exper-

ience superior in reading ability as compared to pupils not

attending kindergarten. Also noteworthy are similar find-

ings by Lee (53), McHugh (58), and Burgess (17), of the

superiority in academic subjects of kindergarten children

as compared to children not attending kindergarten.

A study by Fuller (31) suggests that kindergarten

children surpass children not attending kindergarten in

arithmetic reasoning and willingness to attempt difficult or

unfamiliar problems. An investigation by Haines (41) found

that kindergarten pupils were superior in arithmetic scores,

as measured by the Metropolitan Achievement Test, in grades

two and five beyond the 1 percent level of confidence.

Kindergarten experience, however, had no significant effect

upon the reading achievement of pupils in grades one through

six.

Chatburn (19) compared children with three different

preschool experiences: Model Cities Kindergarten, private

kindergarten, and no kindergarten. Using the Test of Basic

Experiences, Chatburn found that children who attended

kindergarten were superior in mathematics and social studies

at the beginning of first grade, when compared to children

with no kindergarten experience. The superiority disappeared,

however, after six months of first grade. In the area of
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language, students without kindergarten experience scored

higher than the two kindergarten groups. Adding to the

research, Davidson (25) revealed that in academic achieve-

ment, first-grade pupils who attended public school kinder-

garten differed significantly from children who had not

attended kindergarten. The pupils who attended kindergarten

were superior in all areas, as measured by the Test of Basic

Experiences. In a follow-up study at the third-grade level,

the superiority of the children who had attended kinder-

garten was maintained only in mathematical concepts and

mathematical problem solving (25).

In an extensive study by Conway (22) in Vancouver and

Victoria, Canada, children who attended public and private

kindergartens were compared with children who did not

attend kindergarten. Somewhat fewer than half of the 22,000

pupils in the study had attended kindergarten. Teachers were

asked to rate pupils on a descending scale from outstanding

to unsatisfactory on adaptation to school, intelligence,

academic achievement in grade two; and report card ratings,

and retardation and acceleration in grades one, two, and

three, without knowledge that kindergarten attendance was

the important variable. The results of the study revealed

that school adaptation was related to kindergarten attendance,

and intelligence quotients measured in grade two were highest

for those who had attended private kindergarten. Children

who did not attend kindergarten ranked lowest in intelligence.



22

Kindergarten attendance was related to higher achievement

scores in reading comprehension, word meaning, spelling, and

arithmetic in grade two.

Williams (87) compared pupils who had public school

kindergarten experience with those who did not have public

school experience, in readiness for first grade, basic

skills development, personality development, and mental

ability. Results of the First Grade Screening Test and the

California Test of Basic Experiences showed kindergarten

students performed significantly higher than children who

had not attended kindergarten. On the California Test of

Mental Maturi4 , significant gains were made by pupils who

attended kindergarten, but no significant difference was

found on the California Test of Personality between pupils

who attended kindergarten and children who did not attend

kindergarten.

Trusal (85) reported the results of the effects of

kindergarten experiences upon readiness in the Williamsport,

Pennsylvania, public schools. Using 400 first-graders with-

out kindergarten experience and 350 first-graders with

kindergarten experience, he matched 100 pairs on mental age

and sex. He also compared the data on the two unequated

groups. The kindergarten group was superior to the group

not attending kindergarten in total readiness for first

grade. The kindergarten group showed a decided superiority

when the two groups were compared without equating them.
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However, when the 100 matched pairs of children were com-

pared, there was no significant difference between the

members of the pairs who had kindergarten experience and

those who had no kindergarten experience. Comparing the

unequated groups, Trusal found that first-grade children

with kindergarten experience excelled those without kinder-

garten experience in their total academic readiness for

first grade, in number achievement, in reading achievement,

and in total average achievement.

Traywick (84) compared pupils with public school

kindergarten, private kindergarten, and no kindergarten

experience on the Metropolitan Readiness Test in first

grade, and the Metropolitan Achievement Test in grades two

through six. Results of the study revealed kindergarten

attendance made a significant difference in children in the

first grade in language and total readiness. No difference

in achievement was found in grades two through six between

children who attended kindergarten and children who did not

attend kindergarten.

Rubin (76) conducted a study to determine if kinder-

garten attendance contributed to school readiness and the

language skills of students. In the study, thirty-six

children attended kindergarten, while fifty-four did not.

Each child was pretested and posttested on the Metropolitan

Readiness Test, Illinois Test of Psycholinguistic Abilities,

and a Behavior Rating Scale. The kindergarten girls scored
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significantly higher than the girls who did not attend

kindergarten. The girls scored consistently higher than

the boys on all the pretests. The results of the study

support the view that as children reach kindergarten age,

school readiness and language skills of girls are more

developed than the readiness of boys, and that growth in

these areas cannot be attributed to any special influence of

the kindergarten program. A follow-up study by Rubin (77)

revealed that kindergarten programs have a differential

effect on gains in language and readiness skills. The

kindergarten experience led to greater positive changes for

boys than for girls.

Zachary (92) conducted a study of 164 fourth-grade and

92 sixth-grade children in a rural and semi-urban school

system in Florida, to determine the difference in achieve-

ment in reading, spelling, and arithmetic between children

who had kindergarten experience and children who had not

attended kindergarten. Pupils were matched on the basis of

sex, race, intelligence, parental occupation, parental edu-

cation, and chronological age. Using the California

Achievement Test, results indicated no difference in scores

of children with and without kindergarten experience at the

sixth-grade level. At the fourth-grade level, the only

differences were among the thirty-two Negro girls in spell-

ing achievement.
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The question of long-term benefits of kindergarten

attendance on academic achievement is contradictory. Fast

(29) indicated that not only did kindergarten attendance

facilitate academic achievement in grade one, but also that

evidence of the facilitation could be found as late as grade

eleven. Niemann and Gastright (66) and Conway (22) found

kindergarten gains were sustained through grade two in

academic subjects.

In direct contrast, Cummins and Shank (23) compared

fifth-grade children with and without kindergarten training.

Their longitudinal study revealed no significant difference

in academic achievement between the two groups. Studies

cited earlier by Davidson (25),, Traywick (84),, Chatburn (19),

Hodges, McCandless, and Spicker (46), and Zachary (92) did

not find evidence of long-term gains in academic achievement

due to kindergarten attendance.

Studies related to kindergarten and prekindergarten

experience for disadvantaged children have shown significant

differences in cognitive performance, favoring the experi-

mental groups which had prekindergarten experiences over

control groups with no preschool experience (10,, 17, 26).

In a follow-up study of the summer Head Start program,

Cline and Dickey (21) found no significant difference between

children with Head Start or without Head Start in intellec-

tual and achievement tests at the end of the kindergarten

year. On the other hand, Beller found that children who
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completed a prekindergarten program scored higher on the

Stanford-Binet and Draw A Man Test at the end of first grade

than did children who had no preschool or kindergarten or

nursery experience (40). In addition, he found that pupils

with prekindergarten or nursery experience achieved signifi-

cantly higher grades in arithmetic, reading, and writing than

children who entered first grade with no prior educational

experience.

DiLorenzo (27) studied the longitudinal effects of

academic preschool programs which emphasized language and

cognitive development of kindergarten subjects through

grade two. The results of the study showed that disadvan-

taged children made significantly higher achievement scores

in first and third grade than did children without kinder-

garten experience.

Criticism of Head Start and other early childhood pro-

grams for disadvantaged children centers around failure to

maintain initial gains in academic achievement in later

school years. Studies of Head Start children, however,

reveal that they do not lose what they have gained through

their Head Start experience, but rather that initial gains

tend to level off to a plateau which causes other children

who do not attend preschool programs to catch up with them

(90).

From 1968 through 1971, the Fort Worth Early Childhood

Education Program provided from one to three years of
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experience in early childhood education for disadvantaged

children. In defense of preschool and kindergarten programs,

Fae Lysiak, evaluator of the program, states, "Continuous

preschool attendance provides disadvantaged children with

social, emotional, cognitive, physical, and motor development

needed for first-grade success" (56).

Research has been completed on the change in the measure

of intelligence of children enrolled in kindergarten and

prekindergarten programs. Deutsch (26) and Brain (12)

reported higher group intelligence scores of children who

completed prekindergarten and kindergarten programs, as

compared to those of children whose initial contact with

school was in first grade. Strodtbeck (82) reported, fol-

lowing several thirteen-week sessions attended by groups of

ten four-year-olds, that a stimulating nursery school ex-

perience could raise the intelligence quotient gains of

deprived children as much as 6.9 points and verbal intelli-

gence 20 points or more. The children were selected from

Black homes in which the father was absent. Eisenberg (28)

studied Baltimore Head Start children in the summer of 1965.

In a period of six weeks, the children gained 8 to 10 points

in intelligence scores. Osborn (69) and Brazziel (13) re-

ported that two-thirds of the studies on file in the Office

of Economic Opportunity revealed a significant increase in

intelligence quotient or a superiority for children with

Head Start experience over children with similar social and

economic backgrounds, but without Head Start experience.
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Gray and Klaus (38) conducted a longitudinal study of a

preschool intervention program for disadvantaged students.

The experimental children with prekindergarten experience

and control children without preschool experience were

studied and tested from 1962 to 1968, through their comple-

tion of fourth grade. Throughout the study, the experimental

children remained significantly superior to control pupils

on the Stanford-Binet, Peabody Picture Vocabulary Test, and

Metropolitan Achievement Test.

In a cross-cultural study, Pineault (72) compared 54

American kindergarten pupils, 116 French-Canadian kinder-

garten pupils, and 57 French-Canadian students who received

no kindergarten instruction. The American and French pupils

attended kindergarten two and one-half hours a day, five

days a week, and were exposed to various school activities.

The control group of 57 French-Canadian children did not

receive school instruction. Results of the study revealed

that pupils who attended kindergarten attained higher mean

intelligence quotient gains than pupils who did not attend

kindergarten, as measured by the Peabody Picture Vocabulary

Test. Buck, Greg, Harper, and Snider (16) indicated from

their investigation that kindergarten experience had a

positive influence on intelligence quotients of 387 children

in their study, as measured by the Stanford-Binet.



29

Affective Development

With the current interest in the area of cognitive

development, it is easy to overlook important findings related

to the affective development of prekindergarten and kinder-

garten children as a result of attendance in early childhood

programs. Research is limited on the influence of kinder-

garten attendance on the social and emotional development

of children; therefore, a review of the impact of nursery

school enrollment on the affective development of pupils is

noteworthy.

Cushing (24), in a report of the influence of nursery

school training on kindergarten adjustment, devised a rating

scale for use by kindergarten teachers in assessing the

adjustment to school of pupils who attended nursery school

and children who did not attend nursery school. The study

was conducted for a two-year period and involved thirty-three

children in a full-day laboratory nursery school. The

results of the investigation revealed that kindergarten

teachers rated pupils with nursery school experience

superior in school adjustment and general attitude when

compared to pupils without kindergarten experience. Walsh (86),

at the Washington Child Research Center, compared the develop-

ment of certain personality traits in a nursery school group

with a group who had not attended nursery school for a

period of six months. Subjects were paired for age, intelli-

gence, physical development, and home background. Walsh
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found that the nursery school children were less inhibited,

more spontaneous, and more socialized at the end of six

months. Walsh reported that those personality traits

generally accepted as desirable increased in the experimental

group and the less desirable traits increased in the control

group.

Greene (39) reported that pupils with nursery school

experience were more independent, more poised, and needed

less control in making social contacts in kindergarten than

pupils who had not attended nursery school. Hattiwick (43)

matched 106 children on age, sex, nationality, and economic

level to study the influence of nursery school attendance

upon the personality and behavior of preschool children.

A behavior rating scale was used to evaluate the control

group six weeks after they entered nursery school. The

experimental group had been in nursery school on the average

of nine months before being rated, a difference of seven

months between ratings of the two groups. Hattiwick's

findings indicated that nursery school attendance influenced

social adjustment over and above maturational influence.

Of equal importance are studies questioning the value

of nursery school attendance on the affective development of

pupils. Parten (40) found no relationship between social

participation and nursery school attendance. In one investi-

gation to determine if nursery school attendance enabled

children to acquire social skills, Allen and Masling (1)
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used peer evaluation to assess the social abilities of 161

children, ranging in age from five to seven years old, en-

rolled in kindergarten through grade two in Syracuse, New

York. Pupils were matched for sex, intelligence, and parental

education. A significant difference between pupils with

nursery school was found only at the second-grade level.

When the test results at all grade levels were combined, the

subjects who had attended nursery school were seen by their

classmates as having more prestige, more intelligence, and

more freedom and spontaneity. In the same study, kinder-

garten and first-grade peers did not find pupils with

nursery school experience superior in social skills. Angell

(3) studied the differences in social behavior between

nursery school pupils and students who did not attend

nursery school in kindergarten, first, second, and third

grade. Using the Winnetka Scale, only social consciousness

scores were significantly higher for the nursery school

group.

Bonney and Nicholson (11) conducted three studies of

the effects of preschool training on children in later life.

One study in a college nursery school revealed sociometric

scores of former nursery school pupils in kindergarten and

the primary grades were significantly higher than those of

their age mates who had not attended nursery school. In a

second study, completed in a public elementary school in a

predominantly lower-middle-class neighborhood, no significant
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difference in social adjustment was found between children

who had and who had not attended nursery school. A third

study, using sixth-grade classes, again found no difference

in social adjustment, as related to nursery school attendance.

An interesting study by Brown and Hunt (14) revealed that

children who had not attended nursery school were better

adjusted than children who attended nursery school in

personal adjustment, relations with others, and participa-

tion in group activities. In general, studies concerning

nursery school attendance have not resulted in clear-cut

findings reflecting social and emotional adjustment of

nursery school pupils.

Research concerning the affective development of pupils

as a function of kindergarten attendance is limited. From

1954 to 1956, the Association of Childhood Education Inter-

national conducted a survey of first-grade teachers in

twenty-six states to assess various aspects of growth and

development of kindergarten children. The survey found that

first-grade teachers felt there was a relationship between

kindergarten experience and social and emotional adjustment

in first grade (42). Smith (81) further reported studies

showing the positive social and emotional effects of good

early education and the lack of negative effects.

Pitts (73) compared the social growth and emotional

development of kindergarten children with varying amounts of

prekindergarten experience. Pitts' study (73) concluded

that the length of preschool attendance was positively
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related to facilitating growth in cooperation, independence,

and dependability. In a study of the self-concept of

kindergarten children in relation to their kindergarten

experience, Woolner (91) divided sixty-seven middle-class

subjects into four groups. Groups I and II were composed of

thirty-nine children from a university demonstration school.

Group III consisted of eighteen children from a private

kindergarten, and Group IV was composed of ten children who

did not attend kindergarten. The private kindergarten was

academically oriented, and the demonstration school program

was experience-oriented. Using the Preschool Self-Concept

Picture Test, the results revealed that the kindergarten

children made greater gains in congruence between self and

ideal self-concept than the children who did not attend

kindergarten.

Shaw (80) randomly selected 248 Anglo subjects from

20 classrooms located in three Tampa Bay counties in

Florida to assess the social and emotional adjustment of

children with and without kindergarten experience. Adjust-

ment was measured by the Hagcerty Olson-Wickman Behavior

Rating Schedule and the California Mental Maturity Test.

Both public preschool experience and private preschool

experience were found to make significantly greater contribu-

tions to the social and emotional adjustment of first-grade

children than did no organized kindergarten experience.

Gardner (32) states that research ". . . consistently
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indicates that kindergarten educated children tend to be

superior to non-kindergarten educated children in traits

related to good attitudes and habits" (32, p. 11).

On the contrary, Phillips (71) found no significant

difference in self-adjustment and social adjustment between

eighty matched pairs of first-grade children with and with-

out kindergarten experience, as measured by the California

Test of Personalit. A similar study by Trusal (85), cited

earlier, revealed no significant difference in social readi-

ness in first grade between kindergarten pupils and children

who did not attend kindergarten.

Zachary (92), using the Haggery-Olson-Wickham Behavior

Rating Scale, paired 128 children with and without kinder-

garten experience in the fourth and sixth grades. No dif-

ference was found in social acceptance and social adjustment

as a result of kindergarten attendance. Studies by Gordon

(34) and Osborn (68) found no significant difference in

social adjustment as a result of kindergarten attendance.

Nicholson (65) studied 400 children in grades one through

six in Denton, Texas, half of whom had early school experi-

ence and half of whom did not have early school experience.

One-half of the children with early school training had

attended kindergarten; one-fourth had attended nursery

school, and one-fourth had attended both. The findings by

Nicholson revealed no evidence that children who attended

kindergarten and/or nursery school had any advantage in



35

personal-social behavior over pupils who did not attend

preschool programs. A longitudinal study by Davidson (25)

substantiated studies by Phillips (71), Gordon (34), Osborn

(69), and Nicholson (65). Davidson (25) concluded that

neither social development nor self-concept was signifi-

cantly related to kindergarten attendance, as assessed by

the Piers Harris Self-Concept Scale and the Vineland Social

Maturity Scale.

Psychomotor Development

The influence of kindergarten and preschool attendance

on the psychomotor development of young children is a

neglected area in research in early childhood. A single

study by Moustakas (63) of motor development and adjustment

of nursery school children found that nursery school boys

tended to be superior to boys not attending nursery school

at every age. Nursery school girls made higher scores at

every age except four years, when compared to girls not

attending nursery school. Moustakas (63) concluded that the

longer the attendance, the greater the opportunity to prac-

tice, and therefore, the higher the scores.

Research in training in psychomotor development is

isolated; however, there is some indication that introducing

such training in kindergarten can be favorable to the in-

tellectual and motor development of children. Studies by

Witkin (89) and Bolger (9) lend support to the use of per-

ceptual motor training to foster intellectual growth, to
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improve coordination, and to improve the perceptual motor

skills of kindergarten children, as measured by the Purdue

Perceptual Motor Survey.

A study by August (6), using 240 kindergarten boys and

girls, compared a program in laterality and directionality

training with a traditional physical education program. The

program in laterality and directionality resulted in an

increase in the levels of visual perception and motor per-

formance of kindergarten children, as measured by the

Frostig Developmental Test of Visual Perception and the

Purdue Perceptual Motor Survey. Leslie (54), comparing a

six-month movement exploration program with a traditional

physical education program for kindergarten and primary

pupils, revealed that the group who participated in a pro-

gram of movement exploration attained a higher level of

motor ability and physical fitness than the children who

participated in the traditional physical education program.

Lillie (55) investigated the effect of a diagnostically

based motor development program on the motor proficiency of

mentally retarded and disadvantaged children of preschool

age. The program was administered to an experimental pre-

school group of sixteen children. Control groups were six

home-based pupils and six kindergarten students. Treatment

for the experimental preschool group consisted of sixty-five

diagnostically based motor development lessons. The control

groups received no special training. Although no significant
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difference in gross motor proficiency was evident among the

three groups, the experimental group scored significantly

higher in fine motor proficiency, when compared to the

control groups.

Conversely, Klanderman (52) failed to increase gross

and fine motor skills, or significantly alter pupil achieve-

ment of kindergarten children, as a result of a perceptual

motor program. Klanderman (52) randomly divided sixty

kindergarten children between an experimental and a control

group. The experimental group was given a structured,

sequential program of perceptual-motor skill development.

The control group was assigned a physical education program

based on low-organized activities and a kindergarten readi-

ness program. Each group had a total of two hours of differ-

ential treatment per week for twenty-four weeks. Using the

Motor Facilitation Skill Survey and the Metropolitan Readi-

ness Test, no significant difference in fine and gross

motor skills or pupil achievement was found between the

experimental and control groups.

Meier (59) investigated the influence of a special

program designed for kindergarten children emphasizing

visual-motor training on school readiness, intelligence, and

reading at the end of first grade. One hundred thirty-two

children from the suburbs of a large midwestern city were

assigned to two matched groups. A special training program

was administered to the experimental group, in addition to
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the regular kindergarten program of the school district.

The control group received only the standard kindergarten

program. On all tests utilized to assess readiness, intel-

ligence, and reading skills, no significant difference was

found between the control group and the experimental group.

Equally interesting is a study by Tidwell (83), comparing

the effects of a gross-motor skill training program and a

fine-motor skill training program on the intelligence scores

and perceptual motor skills of kindergarten children. Three

groups were established: a gross-motor skill training

group, a fine-motor skill training group, and a control

group. Training sessions for the gross and fine motor

groups were thirty minutes per day, five days a week, for

twelve weeks. Test results revealed a significant differ-

ence for the two training groups, when compared to the

control group on the Purdue Perceptual Motor Survey. The

fine-motor group was superior to the gross-motor and experi-

mental groups on the Slosson Intelligence Test.

Armbruster (5) conducted a study to determine whether

a program of gross-motor, sensory-motor, and perceptual-

motor training could produce a significant difference in the

readiness, visual-motor performance, and self-concept

development of kindergarten children. The experimental

group consisted of 141 kindergarten children and the control

group was composed of 151 from two suburban school districts.

The experimental group participated in a daily program of
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training exercises in sensory-motor integration and gross and

perceptual motor training as a part of their daily kinder-

garten curriculum. The subjects in both the experimental

and control groups were administered pretests and posttests

with the Metropolitan Readiness Test, the Self-Concept and

Motivational Inventory, and the Developmental Test of Visual-

Motor Integration. No significant difference was found

between the groups in school readiness, self-concept develop-

ment, or visual-motor performance.

Half-Day/Full-Day Attendance

The previous review of research was examined to furnish

background information for an investigation of the influence

of half-day and full-day public school kindergarten on the

cognitive, affective, and psychomotor development of five-year-

old children. Several studies examined the influence of the

shorter day on older students. These studies add to the

body of knowledge concerning the influence of the school

day on children's development.

Jacka (49) found that seventh- and eighth-grade pupils,

attending a shortened session, did not significantly change

their academic performance as a result of a shorter day.

In a study of the academic performance of first-grade stu-

dents, Archambault and Paulus (4) reached similar conclu-

sions. "Children can be excused from a considerable portion

of the school day without loss in basic academic areas"

(4, p. 7).
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Other studies voice opposition to the shortened daily

sessions. Schultz, Kropp, and Curtis (79) concluded that

"Pupils who remain in half-day session classes beyond the

primary grades fall behind pupils who attend regular session

classes." Similarly, some authorities have felt that in

half-day school sessions activities such as music, art, and

physical education are eliminated or greatly reduced and,

therefore, pupils lose much educational value. Hollingshead

states, "The inability to measure social and cultural

factors is a great detriment in measuring the efficiency or

the inefficiency of half-day sessions" (47, p. 370).

In examining the influence of half-day and full-day

kindergarten, the opinions of leaders in early childhood

education and of parents of pupils enrolled in full-day

kindergarten cite the advantages of the longer kindergarten

day. Early childhood specialist, James L. Hymes, Jr.,, of

California, notes that half-day sessions, as an economy

move, have become so common that many people do not recog-

nize that five-year-old children can profit from a full

school day (48). A full-day kindergarten program would

provide valuable educational benefits of vast importance for

the young child (45).

Conclusions from a study of half-day and full-day

kindergarten in Harrison City, Pennsylvania, state that the

half-day kindergarten teacher in a two-and-one-half to

three-hour program is under greater pressure to carry on an
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effective program. The additional time in a full-day program

would give young children a greater opportunity for learning

and development at a crucial time in their lives (36).

Genevieve Okinaga, Early Childhood Specialist, State of

Hawaii, states that "The general consensus is that a half-

day program limits children's learning and makes it diffi-

cult to provide a well balanced curriculum" (67). The

American Association of Elementary Kindergarten Nursery

Educators in 1970 urged members to support the one-session-

per-day program for kindergarten children and encouraged

its members to work for the development of full-day kinder-

garten in their communities (33).

To compare full-day and half-day programs, the State of

Hawaii sent letters to twenty-four authorities in early

childhood education. Of the twenty-two replies received,

fifteen indicated approval of the full-day program. Five

authorities questioned the advisability of the six-hour

session, but they pointed out that, under certain conditions,

the long day might be better than the other alternatives

available (44).

The Corpus Christi Independent School District community

survey of preference for half-day/full-day kindergarten

revealed that a majority of teachers, principals, and parents

favored full-day classes, and that the respondents judged

the full-day program better than half-day classes in every

aspect (15). A survey of full-day kindergartens in Hawaii,
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New York, and Arlington, Virginia, indicated that although

no research had been conducted, educators and parents felt

educational benefits would result (45). "We now know,"

stated the Virginia Superintendent of Public Education,

"that a well-planned kindergarten program can provide founda-

tions for learning in all areas of the curriculum. . . . A

half-day program would not be sufficient to do the job as

contemplated" (33).

Conversely, many early childhood authorities refute

the advantages of the lengthened day for the five-year-old.

Sue Bates, Preschool and Kindergarten Consultant for the

State of Wisconsin, states, "I personally think that the

one-half day session each day best meets the needs of the

five-year-old child. The physical, emotional, and social

development of the kindergarten child cannot easily cope

with the long day and he should not be expected to have the

same day as the older child" (7).

An excerpt from a letter written by Annie Butler,

Associate Professor of Early Childhood Education, Indiana

University, Bloomington, Indiana, says, "I think children

would probably be better off to have a half-day program with

only twenty children enrolled than to have a full-day pro-

gram with thirty or more children enrolled" (18). Lillian

Katz, Professor of Early Childhood Education, University of

Illinois, Urbana-Champaign, writes, "Whole-day programs are

emotionally draining as well as physically tiring" (51, p. 27).
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Although the majority of opinions of early childhood

specialists, parents, and educators support the advantages

of full-day kindergarten programs, research is limited and

inconclusive as to the advantages of half or full-day pro-

grams. Most research has centered on the cognitive effects

of half-day and full-day programs. Research studies of

full-day alternate-day kindergarten programs in Minnesota

and Wisconsin reveal conflicting findings. The Minnesota

State Department of Education study found that children en-

rolled in full-day alternate-day programs, when compared to

everyday half-day pupils, scored lower on the Caldwell

Preschool Inventory (61). A comparative study of all-day

alternate-day and half-day everyday kindergarten students

in the Chippewa Public Schools, Wisconsin, revealed no ig-

nificant differences in mean scores between the groups, as

measured by the Metropolitan Readiness Test (20). A longi-

tudinal study of half-day and full-day kindergarten programs

by the Grand Rapids Independent School District in Minnesota

compared data on 787 pupils over a four-year period. In

comparing the results of data from 1971 and 1974, pupils in

full-day alternate-day kindergarten programs showed signifi-

cantly superior differences in all areas of the Metropolitan

Readiness Test, when contrasted to half-day everyday pupils

(35). It was determined that full-day alternate-day kinder-

garten programs did not hinder school readiness.

A closer examination of half-day and full-day kinder-

garten programs operating on successive days, reveals
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equally inconclusive findings. A pilot study in Texas com-

pared kindergarten pupils in urban, rural, and suburban

classrooms on the Boehm Test of Basic Concepts and the

Metropolitan Readiness Test. No significant differences

were found between pupils enrolled in half-day or full-day

kindergarten programs (78). An investigation into half-day

and full-day kindergarten programs by the Governor's Office

of Research and Planning in Texas sampled 43 school districts

and 1,048 children taking the Metropolitan Readiness Test

(37). Findings indicated test score differences could not

be attributed to the fact that a child was enrolled in

either half-day or full-day kindergarten programs. An

evaluation of an all-day kindergarten program in New York

City found inconclusive results as to the advantages of the

lengthened day for pupils, except for the increased degree

of parent participation (64).

A study by Winter and Kline (88), comparing half-day

kindergartens and an extended kindergarten day for advantaged

and disadvantaged pupils, reported that the extended ninety-

minute period of individually structured activities was

superior to half-day kindergarten programs. Results were

significant, as measured by the Metropolitan Readiness Test,

for the educationally disadvantaged kindergarten pupils

enrolled in the extended program. A follow-up study one

year later indicated that the pupils in the extended day

program far exceeded the achievement of half-day pupils on

the Stanford Primary Test BatteE (88).
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Longitudinal programs assessing the effects of half-day

and full-day kindergarten programs are limited. Johnson, in

a three-year longitudinal study of middle-class and dis-

advantaged lower-class pupils, found no significant differ-

ence between kindergarten pupils attending full-day and

half-day programs, as measured by the Walker Readiness Test

and the Stanford Eary School Achievement Test, at the end

of first and second grades (50). In sharp contrast, Nieman

and Gastright (66) found a positive relationship between

test scores and the amount of time students participated in

prekindergarten and in kindergarten classes. Findings were

based on four years of research, with five different stan-

dardized tests. The test scores indicated significant dif-

ferences in intelligence quotients, readiness, and achieve-

ment at the end of preschool, kindergarten, first, and

second grades. Pupils with preschool and full-day kinder-

garten experience scored higher than pupils with preschool

and half-day kindergarten experience. Pupils who attended

only half-day kindergarten programs received the lowest

scores on all five assessment instruments (66).

Evidence supports the fact that many early childhood

specialists, parents, and educators in the field favor full-

day kindergartens; however, an appreciable number of child-

hood authorities and researchers question the benefits of

the lengthened day on the cognitive development of the

kindergarten child. A total lack of research on the
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affective and psychomotor development of kindergarten

pupils in half-day and full-day kindergartens is a handicap

in determining the influence of the length of day on the

social, emotional, physical, and intellectual development of

five-year-old children.

UNA 9A.
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CHAPTER III

PROCEDURES FOR COLLECTION AND TREATMENT OF DATA

The primary function of this study was to gather and

analyze data on the cognitive, affective, and psychomotor

development of half-day and full-day kindergarten children

in Education Service Center Region XIII in Texas. In almost

all of the research projects which were reviewed, comparing

the achievement of children in half-day to full-day kinder-

garten programs, only cognitive development had been assessed

by investigators. As Millie Almy states concerning research,

"Although the thinking child is also the feeling child, it

seemed to many observers that the researchers, and many of

those who conducted educational programs in the 1960's, had

forgotten that fact" (1, p. 50). As far back as the 1930

White House Conference on Children, the concept of the

"whole child" emphasized the fact that physical, mental,

emotional, and social development cannot be divorced from

the other (1).

The purpose of this study was to determine whether or

not a significant difference existed in the cognitive,

affective, and psychomotor development of kindergarten

children as a function of half-day or full-day kindergarten

programs.
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The methods and procedures of this study are described

under these topics: demographic information, selection of

subjects, preparation of test administrators, instrumentation,

collection of data, and analysis of data.

Demographic Information

From the fifty-one school districts in Education Service

Center Region XIII, four school districts were selected for

inclusion in this study. (See Appendix for selection pro-

cedure.) Permission was obtained from each school superin-

tendent to conduct the study, and an individual conference

with the principal of each school was held in order to insure

an understanding of the purpose of the study and procedures

necessary to carry out the investigation.

All four public school districts participating in the

study were comparable in size and philosophy and provided

state-supported kindergarten programs for five-year-old

children. Two public school districts provided half-day

kindergarten programs, and two districts provided full-day

kindergarten programs. The two public school districts

which offered full-day kindergarten programs supplemented

the cost of the programs with local funds, since state

funding was provided for half-day sessions only.

All four school districts are located in rural, agri-

cultural regions approximately twenty to thirty miles from

larger metropolitan areas. The two school districts pro-

viding half-day kindergarten programs are located in towns
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with populations of 5,000 and 10,000 residents, respectively.

The school districts providing full-day kindergarten pro-

grams are located in towns with populations of 6,000 and

18,000, respectively (7).

Of the two public school districts providing half-day

kindergarten programs, one district had four kindergarten

classrooms, and the other district provided six kindergarten

classrooms daily. Of the two public school districts pro-

viding full-day kindergarten, one district had seven kinder-

garten classrooms, and the other district provided ten

kindergarten classrooms daily.

The number of students in each class was approximately

the same; however, a somewhat larger number of children

attended classes in the districts with half-day kindergarten

programs. The number of students in each of the ten half-day

kindergarten classrooms was between twenty-five and thirty-

two children. The number of students in each of the sixteen

full-day kindergarten classrooms was between twenty-two and

twenty-six children. All the kindergarten teachers had

prior teaching experience, ranging from two to twelve years

in the classroom, and all had taught kindergarten in the

same public school district the previous year.

The four public school districts adhered to the Texas

Education Agency guidelines for kindergarten programs for

five-year-olds, as stated in Bulletin 696 (9). The curricu-

lum for each classroom reflected the emphasis on the
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cognitive, affective, and psychomotor skills to be developed

by all children enrolled in state-supported kindergarten

programs in Texas.

Selection of Subjects

One hundred twenty children participated in the study.

All of the subjects were five-year-old kindergarten children

from Education Service Center Region XIII in Texas. Children

from each school district were randomly selected from a list

of all children enrolled in the kindergarten programs. The

selection of subjects was designed to provide an equal

number of boys and girls, an equal number of Mexican-American

and Anglo children, and an equal number of children in half-

day and full-day kindergarten programs. No Black children

were selected for the study because there was not a large

enough population to provide adequate representation in

the four public school districts.

Ten kindergarten children participating in the study

moved during the school year. Because a complete battery of

tests was not available for these children, they were not

included. The final total of participants in the investiga-

tion was 110 kindergarten children.

Fifty-six children in the study were boys and fifty-four

were girls. Fifty-seven children were Mexican-American and

fifty-three were Anglo. Fifty-five children attended half-

day kindergarten programs and fifty-five children attended

full-day kindergarten programs. Table I provides a chart
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delineating the subjects according to sex, ethnicity, and

type of kindergarten program attended.

TABLE I

SUBJECTS ACCORDING TO SEX, ETHNICITY, AND TYPE OF KINDERGARTEN
PROGRAM ATTENDED

Kindergarten
Ethnicity Program

Total Number Mexican-
Sex in the Study American Anglo Half-Day Full-Day

Boys 56 29 27 26 29

Girls 54 28 26 29 26

Total 110 57 53 55 55

Preparation of Test Administrators

An individual conference with the principals of each

school participating in the study was conducted in order to

establish uniformity of testing dates, sites, and conditions

as much as possible. Conferences with the kindergarten

teachers and school counselors who administered the Metro-

politan Readiness Test were held on an individual basis,

with discussion of test procedures, conditions, and dates

for administration before the study began. Every effort was

made to maintain uniformity in testing among the four school

districts in the study.

Independent examiners participated in the study and

administered the Valett Developmental Survey of Basic Learn-

ing Abilities and the California Test of Personality

I - v _ANNMKAOIW
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individually to the selected kindergarten children. A

thorough review of the two instruments and testing procedures

was conducted before the study began. Uniformity of testing

materials and identical test kits were provided for the

independent examiners. The examiners were two master's

degree candidates in school psychology, with 200 hours in

clinical test administration and counseling, and a doctoral

student in early childhood education. All tests were graded,

scored, and recorded by one independent examiner.

Instrumentation

The following instruments were used in the study to

assess the cognitive, affective, and psychomotor development

of each child.

Cognitive Development

The Metropolitan Readiness Test, 1976 edition, by

Joanne R. Nurss and Mary E. McGauvran, is published by

Harcourt Brace Jovanovich, Inc. It is a pencil and paper

test consisting of six subsets: auditory memory, rhyming,

letter recognition, visual matching, school language and

listening, and quantitive language. The test is adminis-

tered to small groups of eight to ten children at one time.

Because of its recent revision, no review of the revised

test appears in Buros' Mental Measurements Yearbook, Seventh

Edition. Previous editions of the test, 1933-69, have been

given favorable comments from researchers. The reviewer,

Dykstra, states, "This test ranks very high among readiness
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tests. It has been developed carefully and is valid and

reliable" (2, p. 571).

Reliability, using the Kuder-Richardson Formula 20 and

a split-half correlation, revealed correlations on subtests

from as low as .70 on school language and listening, to a

high of .92 on visual skills, for the 1969 edition (4).

Since the Metropolitan Readiness Test measures certain of

the skills necessary for success in early school learning,

its predictive validity can be demonstrated by showing the

close relationship of achievement scores on the Mptr0201itan

Achievement Test for the same year. The Metropolitan

Readiness Test shows correlations of .69 for listening for

sounds, .68 for reading, and .72 for mathematics, when

correlated with the Metropolitan Achievement Test (4). The

Metropolitan Readiness Test standardization program included

two full-scale national testing programs in 1974-75, with

normative data obtained on 68,907 pupils (6). The Metro-

politan Readiness Test has been used extensively in the past

in all four of the public school districts used in the study

for pupil assessment.

Affective Development

The California Test of Personality, 1953 revised edition,

by Louis Thorpe, Willis Clark, and Ernest Tiegs, is avail-

able from the California Test Bureau. The pencil and paper

test is administered orally to each student individually.

The reliability of the principal components of self-adjustment
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range from .888 to .904, and the social adjustment subtests

from .867 to .908 (2). Subtests for personal adjustment

include self-reliance, sense of personal worth, sense of

personal freedom, feeling of belonging, withdrawing tenden-

cies, and nervous symptoms. Social adjustment subtests

include social standards, social skills, anti-social tenden-

cies, family relations, occupational relations, and community

relations. "This test was normed on over 1,000 cases from

the primary and elementary grades" (2, p. 56). Grabler

found that precautions were taken to insure validity and the

tryout reveals reasonable reliability (2). "The test has

been used in some ninety publications of research, and com-

paring personality tests, the California appears to be among

the better ones available" (3, p. 39).

Psychomotor Development

The Valett Developmental Survey of Basic Le

Abilities of 1966 by Robert E. Valett is available from

Consulting Psychologists Press. The test is performance

based in motor integration and physical development, with

ten additional items utilizing pencil and paper for the

visual motor subtest. The total test consists of seven sub-

tests: motor integration and physical development, tactile

discrimination, auditory discrimination, language develop-

ment, verbal fluency, and conceptual development. Only the

motor integration and physical development and the visual

motor coordination subtests were utilized to assess gross
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motor and fine motor development, respectively, in this study.

The CSE-ECRC Preschool/Kindergarten Test Evaluation, edited

by Ralph Hoepfner and Carolyn Stern, rated the Valett as

one of the better psychomotor tests available for young

children (5). Regrettably, there is no information on

reliability or validity, but the items are based on a

variety of developmental scales and tests developed by

Kephart, Binet, Frostig, Wechsler, Doll, and Gesell (4).

Collection of Data

Administration of the pretesting of the Metropolitan

Readiness Test, of the California Test of Personality, and

of the Valett Developmental Survey of Basic Learning

Abilities was completed in September and October, 1977, and

the posttest was completed in April and May, 1978. The

Metropolitan Readiness Test was administered to small groups

of eight to ten children at each school by the kindergarten

teacher or the school counselor. Both counselors and

teachers received instructions in the administration of the

test, and the same testers gave both the pretest and posttest

battery.

The Valett Develomental Survey of Basic Learning

Abilities and the California Test of Personality were admin-

istered individually to each child by independent examiners.

The examiners were two master's degree candidates in school

psychology, with 200 hours in clinical test administration

and counseling, and a doctoral student in early childhood
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education. Training in test administration was given to

the independent examiners to establish uniformity of test-

ing. All tests were graded, scored, and recorded by one

independent examiner. A master sheet was designed to record

the data from the study, and each child was given an identi-

fication number. Information was coded on the sex, ethnicity,

school district, type of kindergarten program, and pretest

and posttest scores of the three instruments on the master

sheet. The information was used to make computer cards for

each subject in the study.

Analysis of Data

The raw data generated by each instrument were recorded

on electronic computer punched cards. The Statistical

Package for the Social Sciences (SPSS) was utilized for

the statistical analysis.

The parametric test of significance, t-test, was used

to test each hypothesis. In order to use the t-test

validly, the following assumptions must be met: experimental

errors are random, experimental errors are independent, and

experimental errors are from universes with a common or

uniform variance.

In the study, all subjects were randomly selected and

all observations were independent of one another. In order

to verify that the observations of both the pretest and

posttest samples came from the same universe, a test of

-, -- I I - - '' - -l' I ". .- A.Ak, '. ll T I -- W-- -
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homogeneity was conducted, using the Cochran's C one-way

analysis of variance.

To test the hypotheses related to cognitive, affective,

and psychomotor development of children in half-day kinder-

garten programs, as compared to children in full-day kinder-

garten programs, the means, standard deviations, and the t

ratios for significance of differences in means, were com-

puted on the results of the three test instruments. The .05

level of significance was selected as the rejection criterion

for testing each null hypothesis.

,MW
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CHAPTER IV

PRESENTATION AND ANALYSIS OF DATA

The primary function of this study was to gather and

analyze data on the cognitive, affective, and psychomotor

development of half-day and full-day kindergarten children

in Education Service Center Region XIII in Texas. The

purpose of this study was to determine whether or not a sig-

nificant difference existed in the cognitive, affective,

and psychomotor development of kindergarten children as a

function of half-day or full-day kindergarten programs.

Chapter IV includes the presentation and interpretation

of the data accumulated for this study. The analysis of

data, as described in Chapter III, was computed by calculat-

ing the t ratios for significance of difference in means

between children attending half-day kindergarten programs

and children attending full-day kindergarten programs on

the Metropolitan Readiness Test, the California Test of

Person , and the Valett Developmental Survey of Basic

Learning Abilities. The .05 level of significance was

selected as the criterion for acceptance or rejection of

each null hypothesis. It should be noted that due to some

degree of-skewedness, either positive or negative, that a

test of significance at the .05 level may in reality be made

at a larger or smaller level of significance than .05.

69
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In order to use the t-test, all of the following basic

assumptions had to be met: experimental errors were random,

experimental errors were independent, and experimental

errors were from universes with a common variance. To

verify the basic assumptions of population with a common

variance, a one-way analysis of variance was used to insure

that the variance of both the pretest and posttest scores

came from the same populations. The test revealed that

there was no significant difference in the sample drawn from

the four school districts in the study. The Cochran's C was

used to test for significance of difference between the four

schools and a .05 level of significance was designated as

necessary for rejection of homogeneity of variance.

To insure that experimental errors were random, sub-

jects were randomly selected for the study from a list of

all pupils enrolled in the kindergarten programs. To insure

that experimental errors were independent, the pretest and

posttest administration were independent of one another.

To test the fifteen hypotheses related to the cognitive,

affective, and psychomotor development of children in half-

day kindergarten programs, as compared to children in full-

day kindergarten programs, the means, standard deviations,

and the t ratios for significance of difference in means

were computed on the results of the three tests. The .05

level of significance was designated as necessary for rejec-

tion of the null hypothesis on all computations.

-
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Hypotheses

Null Hypothesis I.--No statistical difference will be

found in the mean scores of children attending full-day

kindergarten programs and children attending half-day kinder-

garten programs in cognitive development.

The .555 probability level obtained by using the t-test,

shown in Table II, indicates that no significant difference

was found in cognitive development between children who attend-

ed full-day kindergarten programs and children who attended

half-day kindergarten programs. The null hypothesis is re-

tained on the basis of lack of significant difference at the

.05 level.

TABLE II

t-TEST FOR DIFFERENCE IN MEAN SCORES* IN COGNITIVE
DEVELOPMENT FOR CHILDREN ATTENDING FULL-DAY

KINDERGARTEN AND CHILDREN ATTENDING
HALF-DAY KINDERGARTEN

Group N Mean SD t P**

Half-day Kind. 55 16.4000 8.887 0.59 .555

Full-day Kind. 55 15.3636

*Mean scores are the difference between the pretest and
posttest scores.

**P values less than or equal to .05 are considered to
be significant.

Null Hypothesis II.--No statistical difference will be

found in the mean scores of children attending full-day

kindergarten programs and children attending half-day

kindergarten programs in affective development.

a I am"WAVAM)OW" I- -- - pmmwmmo*Apoo - I
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The .412 probability level obtained by using the t-test,

shown in Table III, indicates that no significant difference

was found in affective development between children who

attended full-day kindergarten programs and children who

attended half-day kindergarten programs. The null hypothesis

is retained on the basis of lack of significant difference

at the .05 level.

TABLE III

t-TEST FOR DIFFERENCE IN MEAN SCORES IN AFFECTIVE
DEVELOPMENT FOR CHILDREN ATTENDING FULL-DAY

KINDERGARTEN AND CHILDREN ATTENDING
HALF-DAY KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 55 5.0364 14.669 1 0.82 .412

Full-day Kind. 55 2.9818 11.280

*P values less than or equal to .05 are considered to

be significant.

Null Hypothesis III.--No statistical difference will be

found in the mean scores of children attending full-day

kindergarten programs and children attending half-day kinder-

garten programs in psychomotor development.

The .859 probability level obtained by using the t-test,

shown in Table IV, indicates that no significant difference

was found in psychomotor development between children who

attended full-day kindergarten programs and children who

attended half-day kindergarten programs. The null hypothesis
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is retained on the basis of lack of significant difference

at the .05 level.

TABLE IV

t-TEST FOR DIFFERENCE IN MEAN SCORES IN PSYCHOMOTOR
DEVELOPMENT FOR CHILDREN ATTENDING FULL-DAY

KINDERGARTEN AND CHILDREN ATTENDING
HALF-DAY KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 55 2.6182 2.845 0.18 .859
Full-day Kind. 55 2.5273 2.486

* 7 innf o 44o
less than or equai tU .u:D are consider L Loe s ivaues

be significant.

Null Hypothesis IV.--No statistical difference will be

found in the mean scores of girls attending full-day kinder-

garten programs and girls attending half-day kindergarten

programs in cognitive development.

The .146 probability level obtained by using the t-test,

shown in Table V, indicates that no significant difference

TABLE V

t-TEST FOR DIFFERENCE IN MEAN SCORES IN COGNITIVE
DEVELOPMENT FOR GIRLS ATTENDING FULL-DAY

KINDERGARTEN AND GIRLS ATTENDING
HALF-DAY KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 29 17.4828 9.268 1.47 .146
Full-day Kind. 26 13.3846 11.339

_ _ _ _ _ _ _l_ __%_ _ _ 0I _ _ _ _ess Lha equal tLo . )are consider to
be significant.
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was found in cognitive development between girls who

attended full-day kindergarten programs and girls who

attended half-day kindergarten programs. The null hypoth-

esis is retained on the basis of lack of significant differ-

ence at the .05 level.

Null Hypothesis V.--No statistical difference will be

found in the mean scores of girls attending full-day kinder-

garten programs and girls attending half-day kindergarten

programs in affective development.

The .552 probability level obtained by using the t-test,

shown in Table VI, indicates that no significant difference

was found in affective development between girls who

attended full-day kindergarten programs and girls who

attended half-day kindergarten programs. The null hypothesis

is retained on the basis of lack of significant difference

at the .05 level.

TABLE VI

t-TEST FOR DIFFERENCE IN MEAN SCORES IN AFFECTIVE
DEVELOPMENT FOR GIRLS ATTENDING FULL-DAY

KINDERGARTEN AND GIRLS ATTENDING
HALF-DAY KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 29 3.2069 13.728 -0.60 .552

Full-day Kind. 26 5.1923 10.404

*P values less than or equal to .05 are considered to
be significant.
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Null Hypothesis VI_.--No statistical difference will be

found in the mean scores of girls attending full-day kinder-

garten programs and girls attending half-day kindergarten

programs in psychomotor development.

The .611 probability level obtained by using the t-test,

shown in Table VII, indicates that no significant difference

was found in psychomotor development between girls who

attended full-day kindergarten programs and girls who

attended haLlf-day kindergarten programs. The null hypothesis

is retained on the basis of lack of significant difference

at the .05 level.

TABLE VII

t-TEST FOR DIFFERENCE IN MEAN SCORES IN PSYCHOMOTOR
DEVELOPMENT FOR GIRLS ATTENDING FULL-DAY

KINDERGARTEN AND GIRLS ATTENDING
HALF-DAY KINDERGARTEN

Group N Mean SD t P*

Half-Day Kind. 29 2.6207 2.846 0.51 .611
Full-Day Kind. 26 2.2308 2.790

*P values less than or equal to .05 are considered to
be significant.

Null Hypothesis VII.--No statistical difference will be

found in the mean scores of boys attending full-day kinder-

garten programs and boys attending half-day kindergarten

programs in cognitive development.

The .358 probability level obtained by using the t-test,

shown in Table VIII, indicates that no significant difference
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TABLE VIII

t-TEST FOR DIFFERENCE IN MEAN SCORES IN COGNITIVE
DEVELOPMENT FOR BOYS ATTENDING FULL-DAY

KINDERGARTEN AND BOYS ATTENDING
HALF-DAY KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 26 15.1923 8.457 -093 .358

Full-day Kind. 29 17.1379 7.095

*P values less than or equal to .05 are considered to
be significant.

was found in cognitive development between boys who attended

full-day kindergarten programs and boys who attended half-

day kindergarten programs. The null hypothesis is retained

on the basis of lack of significant difference at the .05

level.

Null Hypothesis VIII.--No statistical difference will

be found in the mean scores of boys attending full-day

kindergarten programs and boys attending half-day kinder-

garten programs in affective development.

The .108 probability level obtained by using the t-test,

shown in Table IX, indicates that no significant difference

was found in affective development between boys who attended

full-day kindergarten programs and boys who attended half-

day kindergarten programs. The null hypothesis is retained

on the basis of lack of significant difference at the .05

level.
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TABLE IX

t-TEST FOR DIFFERENCE IN MEAN SCORES IN AFFECTIVE
DEVELOPMENT FOR BOYS ATTENDING FULL-DAY

KINDERGARTEN AND BOYS ATTENDING
HALF -DAY KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 26 7.0769 15.669 1.63 .108
Full-day Kind. 29 1.0000 11.838

*P values less than or equal to .05 are considered to
be significant.

Null Hypothesis IX.--No statistical difference will be

found in the mean scores of boys attending full-day kinder-

garten programs and boys attending half-day kindergarten

programs in psychomotor development.

The .797 probability level obtained by using the t-test,

shown in Table X, indicates that no significant difference

was found in psychomotor development between boys who

attended full-day kindergarten programs and boys who

TABLE X

t-TEST FOR DIFFERENCE IN MEAN SCORES IN PSYCHOMOTOR
DEVELOPMENT FOR BOYS ATTENDING FULL-DAY

KINDERGARTEN AND BOYS ATTENDING
HALF-DAY KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 26 2.6154 2.899 -0.26 .797
Full-day Kind. 29 2.7931 2.194

*P values less than or equal to .05 are considered to
be significant.
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attended half-day kindergarten programs. The null hypothesis

is retained on the basis of lack of significant difference

at the .05 level.

Null Hypothesis X.--No statistical difference will be

found in the mean scores of Mexican-American children

attending full-day kindergarten programs and Mexican-American

children attending half-day kindergarten programs in cogni-

tive development.

The .489 probability level obtained by using the t-test,

shown in Table XI, indicates that no significant difference

was found in cognitive development between Mexican-American

children who attended full-day kindergarten programs and

Mexican-American children who attended half-day kindergarten

programs. The null hypothesis is retained on the basis of

lack of significant difference at the .05 level.

TABLE XI

t-TEST FOR DIFFERENCE IN MEAN SCORES IN COGNITIVE
DEVELOPMENT FOR MEXICAN-AMERICAN CHILDREN

ATTENDING FULL-DAY KINDERGARTEN AND
MEXICAN-AMERICAN CHILDREN

ATTENDING HALF-DAY
KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 28 18.8214 9.851 0.70 .489
Full-day Kind. 28 17.1429 8.104

*P values less than or equal to .05 are considered to
be significant.



79

Null Hypothesis XI.--No statistical difference will be

found in the mean scores of Mexican-American children

attending full-day kindergarten programs and Mexican-

American children attending half-day kindergarten programs

in affective development.

The .245 probability level obtained by using the t-test,

shown in Table XII, indicates that no significant difference

was found in affective development between Mexican-American

children who attended full-day kindergarten programs and

Mexican-American children who attended half-day kindergarten

programs. The null hypothesis is retained on the basis of

lack of significant difference at the .05 level.

TABLE XII

t-TEST FOR DIFFERENCE IN MEAN SCORES IN AFFECTIVE
DEVELOPMENT FOR MEXICAN-AMERICAN CHILDREN

ATTENDING FULL-DAY KINDERGARTEN AND
MEXICAN-AMERICAN CHILDREN

ATTENDING HALF-DAY
KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 28 5.0357 15.761 1.18 1 .245
Full-day Kind. 28 0.5714 12.459

*P values less than or equal to .05 are considered to
be significant.

Null Hypothesis XII.--No statistical difference will be

found in the mean scores of Mexican-American children attend-

ing full-day kindergarten programs and Mexican-American
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children attending half-day kindergarten programs in psycho-

motor development.

The 1.000 probability level obtained by using the t-test,

shown in Table XIII, indicates that no significant difference

was found in psychomotor development between Mexican-American

children who attended full-day kindergarten programs and

Mexican-American children who attended half-day kindergarten

programs. The null hypothesis is retained on the basis of

lack of significant difference at the .05 level.

TABLE XIII

t-TEST FOR DIFFERENCE IN MEAN SCORES IN PSYCHOMOTOR
DEVELOPMENT FOR MEXICAN-AMERICAN CHILDREN

ATTENDING FULL-DAY KINDERGARTEN AND
MEXICAN-AMERICAN CHILDREN

ATTENDING HALF-DAY
KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 28 2.4286 2.1 0.00 1.000

Full-day Kind. 28 2.4286 2.426

*P values less than or equal to .05 are considered to
be significant.

Null Hypothesis XIII.--No statistical difference will

be found in the mean scores of Anglo children attending

full-day kindergarten programs and Anglo children attending

half-day kindergarten programs in cognitive development.

The .880 probability level obtained by using the t-test,

shown in Table XIV, indicates that no significant difference

was found in cognitive development between Anglo children
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TABLE XIV

t-TEST FOR DIFFERENCE IN MEAN SCORES IN COGNITIVE

DEVELOPMENT FOR ANGLO CHILDREN ATTENDING
FULL-DAY KINDERGARTEN AND ANGLO

CHILDREN ATTENDING HALF-DAY
KINDERGARTEN

Group N Mean SD tP*

Half-day Kind. 27 13.8889 7.100 0.15 .880
Full-day Kind. 27 13.5185 10.493

*P values less than or equal to .05 are considered to

be significant.

who attended full-day kindergarten programs and Anglo chil-

dren who attended half-day kindergarten programs. The null

hypothesis is retained on the basis of lack of significant

difference at the .05 level.

Null Hypothesis XIV.--No statistical difference will be

found in the mean scores of Anglo children attending full-

day kindergarten programs and Anglo children attending half-

day kindergarten programs in affective development.

The .891 probability level obtained by using the

t-test, shown in Table XV, indicates that no significant

difference was found in affective development between Anglo

children who attended full-day kindergarten programs and

Anglo children who attended half-day kindergarten programs.

The null hypothesis is retained on the basis of lack of

significant difference at the .05 level.
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TABLE XV

t-TEST FOR DIFFERENCE IN MEAN SCORES IN AFFECTIVE
DEVELOPMENT FOR ANGLO CHILDREN ATTENDING

FULL-DAY KINDERGARTEN AND ANGLO
CHILDREN ATTENDING HALF-DAY

KINDERGARTEN

Group N Mean SD t P*

Half-day Kind. 27 5.0370 13.746 -0.14 .891
Full-day Kind. 27 5.4815 9.505

*P values less than or equal to .05 are considered to
be significant.

Null Hypothesis XV.--No statistical difference will be

found in the mean scores of Anglo children attending full-day

kindergarten programs and Anglo children attending half-day

kindergarten programs in psychomotor development.

The .809 probability level obtained by using the t-test,

shown in Table XVI, indicates that no significant difference

TABLE XVI

t--TEST FOR DIFFERENCE IN MEAN SCORES IN PSYCHOMOTOR
DEVELOPMENT FOR ANGLO CHILDREN ATTENDING

FULL-DAY KINDERGARTEN AND ANGLO
CHILDREN ATTENDING HALF-DAY

KINDERGARTEN

Group N Mean SD tP*

Half-day Kind. 27 2.8148 2.988 0.24 .809

Full-day Kind. 27 2.6296 2.589
*7- - "I - - It - - J 1,-f - - - _ -A r -__- I - -_ -- 1 -1-_ -1 1
b vaues

be significant.
to .,3 are considered toless than or equal
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was found in psychomotor development between Anglo children

who attended full-day kindergarten programs and Anglo chil-

dren who attended half-day kindergarten programs. The null

hypothesis is retained on the basis of lack of significant

difference at the .05 level.

I Discussion

In comparing half-day to full-day kindergarten achieve-

ment, the statistical analysis reveals that there was an

increase in development between the pretest and the posttest

in both half-day and full-day kindergartens. These in-

creases were evident for both Mexican-American and Anglo

kindergarten boys and girls in cognitive, affective, and

psychomotor development. This growth is supported by the

increase in means for both the pretest and posttest data for

full-day and half-day kindergarten children. However, there

was not a significant difference at the .05 level of confi-

dence between the half-day and full-day kindergarten boys

and girls in cognitive, affective, and psychomotor develop-

ment, as measured by the three instrument.

Through the computer analysis of the data, additional

information was revealed which was not directly related to

the hypotheses tested. A comparison of the mean scores of

kindergarten children in the areas of cognitive, affective,

and psychomotor development revealed no significant differ-

ence between the scores for boys and the scores for girls.

A comparison of the mean scores of kindergarten children in
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the areas of cognitive, affective, and psychomotor develop-

ment revealed no significant difference between the scores

of children attending kindergarten in the morning and the

scores of children attending kindergarten in the afternoon.

In analyzing the data, statistics revealed there was a

significant difference between half-day and full-day kinder-

garten children in the area of cognitive development, as

measured by three of the subtests of the Metropolitan Readi-

ness Test. Three of the subtests revealed a significant

difference between half-day and full-day kindergarten chil-

dren. These three subtests were in the areas of auditory

memory, letter recognition, and quantitative language.

These significant differences in auditory memory, letter

recognition, and quantitative language for all children can

be attributed to the fact that these same significant dif-

ferences appeared for Mexican-American children. However,

there was no significant difference in the three subtests

for Anglo children. In the auditory memory and letter recog-

nition subtests, the mean scores for half-day kindergarten

children were significantly greater than the mean scores for

full-day kindergarten children. On the quantitative language

subtest, the mean scores for full-day kindergarten children

were significantly greater than the mean scores for half-day

kindergarten children.

From the instruments used in this study, comparing the

cognitive, affective, and psychomotor development of children
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in half-day kindergarten programs to children in full-day

kindergarten programs, it can be concluded that the length

of the kindergarten day is not the significant factor in the

cognitive, affective, and psychomotor development of Mexican-

American and Anglo kindergarten children.

A word of caution is needed, however, before concluding

that the length of the kindergarten day has little or no

effect on all aspects of the kindergarten program. A re-

examination of the objectives of the kindergarten program in

Texas is essential in order to determine if these objectives

can best be met in a half-day or full-day program.

The Texas Education Agency Bulletin #696, A Guide for

the Education of Five-Year-Old Children in Texas, contains a

list of objectives intended to serve as a general guide for

kindergarten teachers. The bulletin states that the five-

year-old child in the kindergarten program should develop

the following:

1. intellectual skills to his level of ability;
2. ability to observe, experiment, discover,

think, and generalize;
3. understanding of his physical world through

concrete learning experiences;
4. ability to express his thoughts and feelings

more creatively through language, movement,
art, and music;

5. listening skills and auditory and visual
discrimination;

6. social skills which enable him to interact
with his peers and adults;

7. attentiveness to personal health and cleanli-
ness;

8. muscle coordination, strength, and physical
skills;
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9. self-confidence and independence in success-
ful learning experiences; and

10. self-motivation for learning and positive
feelings toward school and learning (3, p. 9).

No attempt was made in this investigation to assess all

of the above objectives since standardized instruments for

young children are not available for many of the stated ob-

jectives. The Metropolitan Readiness Test, the California

Test of Personality, and the Valett Developmental Survey of

Basic Learning Abilities used in this study are nationally-

known, widely used tests that are among the better assessment

instruments available for young children. The three tests

measured the listening skills, auditory and visual discrim-

ination skills, social skills with peers and adults, and the

muscle coordination, strength, and physical skills of half-

day and full-day kindergarten children.

No significant difference was found between the mean

scores of half-day and full-day kindergarten children in

social skills with peers and adults, and muscle coordination,

strength, and physical skills. However, the mean scores of

half-day kindergarten children were significantly greater

than the mean scores of full-day kindergarten children in

listening skills and visual discrimination skills.

Many of the other objectives stated in Bulletin #696

need to be investigated before a complete picture of the

value of half-day and full-day kindergarten programs can be

determined. Intangibles such as self-motivation, indepen-

dence, creativity, curiosity, self-discipline, and
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responsibility need to be assessed. The ability to general-

ize, discover and experiment, and to attend to personal

health and cleanliness are areas for study. The ability to

express thoughts and feelings through language, movement,

art, and music are also areas for further investigation in

half-day and full-day kindergarten programs.

When considering all of the objectives of the kinder-

garten program in Texas, it is evident that this study was

able to assess only a small number of the stated objectives,

and further research is needed.

An examination of another study in Texas is helpful in

comparing half-day to full-day kindergarten programs.

Bagley's study (1), comparing the time spent in daily activi-

ties in half-day and full-day kindergarten programs in Texas,

revealed that half-day classes spent a greater proportion

of time in learning time, story time, small motor activities,

small group activities, and intellectual activities. Full-

day classes devoted a significantly greater proportion of

time than the half-day classes to rest time, stationary

activities, teacher-selected activities, and pupil behavior

activities. Bagley found that children in full-day kinder-

garten programs participated in a greater variety of activi-

ties during the day than did children in half-day kinder-

garten programs. The full-day schedule allowed more time

for creative activities and provided the children with more

time to participate in the activities that were offered.
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More in-depth learning and individually self-paced learning

was provided. Full-day kindergarten programs offered more

time for teachers to become acquainted with parents and to

work with them (1).

Before a complete picture of the influence of half-day

and full-day kindergarten programs on children can be deter-

mined, all of the objectives of the kindergarten, as stated

in Bulletin #696, need to be assessed, and instruments which

are sensitive to these objectives need to be developed.

Factors other than the length of time spent in kindergarten

daily are equally important and should also be considered.

Variables such as program differences, age, class size,

socio-economic status and education of parents, and cultural

values need to be investigated, as well as the qualifica-

tions, characteristics, and methods employed by teachers who

have effective kindergarten programs. Further investigation

is needed in these areas before changes in the length of the

kindergarten day should be considered by the state legisla-

ture, the Education Agency, and the local school district

personnel and parents.
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CHAPTER V

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS,

AND RECOMMENDATIONS

The purpose of this study was to determine whether or

not a significant difference existed in the cognitive, affec-

tive, and psychomotor development of kindergarten children

as a function of half-day or full-day kindergarten programs.

This study provided a more complete picture of the cognitive,

affective, and psychomotor development of kindergarten

children as a function of half-day and full-day kindergarten

than had been available previously.

Summary

Four public school districts in Education Service Center

Region XIII in Texas participated in this study. Two of the

school districts provided full-day kindergarten programs

and two school districts provided half-day kindergarten pro-

grams. Children from each school district were randomly

selected for the study and an equal number of boys and girls,

of Mexican-American and Anglo children, and of children in

half-day and full-day kindergarten programs composed the

total sample of 110 children.

Pretest administration of the Metropolitan Readiness

Test, the Valett Developmental Survey of Basic Learning
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Abilities, and the California Test of Personat was com-

pleted in September and October, 1977, and the posttest

administration was completed in April and May, 1978. The

raw data generated by each instrument were transferred onto

data cards for the computer, and a t-test was used to test

each hypothesis in the study.

Findings

The following is a summary of the findings of the

study.

1. There was no statistical difference in the mean

scores of children attending full-day kindergarten programs

and children attending half-day kindergarten programs in

cognitive, affective, or psychomotor development.

2. There was no statistical difference in the mean

scores of girls attending full-day kindergarten programs

and girls attending half-day kindergarten programs in cog-

nitive, affective, or psychomotor development.

3. There was no statistical difference in the mean

scores of boys attending full-day kindergarten programs and

boys attending half-day kindergarten programs in cognitive,

affective, or psychomotor development.

4. There was no statistical difference in the mean

scores of Mexican-American children attending full-day

kindergarten programs and Mexican-American children attend-

ing half-day kindergarten programs in cognitive, affective,

or psychomotor development.
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5. There was no statistical difference in the mean

scores of Anglo children attending full-day kindergarten

programs and Anglo children attending half-day kindergarten

programs in cognitive, affective, or psychomotor development.

Conclusions

1. Children in both half,-day and full-day kindergarten

programs can be expected to increase in cognitive, affective,

and psychomotor development.

2. The length of the kindergarten day is not a signifi-

cant factor in the cognitive, affective, or psychomotor

development of kindergarten children, as measured by the

instruments in this study.

3. Current tests are of limited value in assessing

whether the total objectives of the kindergarten program can

best be met in half-day or full-day kindergarten programs.

Implications

The following implications are based on the results of

this study:

1. Teachers, administrators, and parents should

examine long-range learning goals for children when deter-

mining the role of the kindergarten program in the educa-

tional continuum.

2. Kindergarten teachers need to analyze and evaluate

the activities planned daily for kindergarten children to

see if they meet the cognitive, affective, and psychomotor

needs of each child.

.............. -- r
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Recommendations

1. Continued investigation should be directed toward

identifying variables other than length of day which may

affect the quality and effectiveness of half-day and full-

day kindergarten programs.

2. Evaluation instruments should be designed to measure

the behaviors of kindergarten children not easily assessed

by existing standardized tests, such as self-motivation for

learning, independence in learning experiences, ability to

express thoughts and feelings creatively through multiple

mediums, and the ability to experiment, discover, and

generalize.

3. A study should be conducted to compare the cogni-

tive, affective, and psychomotor development of Black chil-

dren in half-day and full-day kindergarten programs.

4. A study should be conducted to compare the affec-

tive and psychomotor development of half-day and full-day

kindergarten children in suburban and inner-city schools.

5. Based on a lack of longitudinal studies on the

effectiveness of half-day and full-day kindergarten programs,

it is recommended that a follow-up study of children in the

present population be conducted within the next three years.



APPENDIX

These procedures were used for the selection of public

school districts for this study.

1. The fifty-one public school districts were surveyed

in Education Service Center Region XIII to determine the

number of half-day and full-day kindergarten programs.

2. The committee requirements were followed in the

selection of only public school districts with a minimum of

two or more kindergarten programs and two or more kinder-

garten teachers.

3. The committee requirements were followed in the

selection of public school districts which are comparable in

size and philosophy.

4. The committee requirements were followed in match-

ing two public school districts offering half-day kinder-

garten programs to two public school districts providing

full-day kindergarten programs.

5. Considering the committee requirements, six public

school districts were identified as possible districts to

participate in the study.

6. From the six public school districts, the four

districts which most closely satisfied the committee require-

ments were selected.

94
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7. The two public school districts providing half-day

kindergarten programs offered four kindergarten classrooms

and six kindergarten classrooms daily. The two public school

districts providing full-day kindergarten programs offered

seven kindergarten classrooms and ten kindergarten class-

rooms daily.
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