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The problem. The purpose of the study was to examine
the effect of a lonnal prekinderqarten education proqram on
culturally deprived children. Retention of intellectual
qrowth due to prekindergarten treatment was examined. The
specific aspects of reading readiness, reading and mathema
tics aohievement, measured intelligence, visual motor
skills, language usage, and conoept formation among the
different groups of children were also investigated.

Procedure. Subjects were identified for the study by
meeting speoifIc eliqibility criteria of the regulations as
set down by Title I, Elementary and Secondary Education Act
legislation and who resided in a midwestern School system
during the period beginning with the school year 1973-74 and
ending with the school year 1975-76. The first project year
included an experimental school-based group. Change in
measured intelligence was determined for this group by oom
paring Boores taken at the time of beginning one year's
partioipation in the projeot and at the end of grade one.

Ouring the second project year, a comparison between
an experimental school-based group and a oontrol group was
made reqarding reading and mathematics achievement change
and status in reading readiness. During the third project
year, comparisons were made between an experimental school
based group, an experimental home-based group, and a control
group regarding differences in measured intelligence, visual
motor skills, language usage, and concept formation.

Findings. For the experimental group from the first
project year, the analysis indicated no change regarding
measured intelligence. In the second project year, the
analysis indicated no significant difference between the
experimental and control groups regarding changes in reading
or mathematics achievement, or in reading readiness status.
For the third project year, a comparison between the two
experimental groups and the control group indicated the
following (p < .05): the performance of the school-based
group surpassed that of the control group in measured intel
ligence1 there was no significant differences among the
three groups regarding a comparison of visual motor skills;
the performance of the sohool-based group surpassed that of



the home-based group and the control group regarding
language usage; and the performance of the school-based
group surpassed that of the home-based group regarding
concept formation.

Conclusions. The findings indicated the following
conclusIons: lI) Children who attend a school-based pre
kindergarten educational program benefit more in measured
intelligence and language usage, but not in visual motor
skills, over children who do not participate in any pre
kindergarten educational program; (2) Children who attend a
school-based prekindergarten eduoational program benefit
more in language usage and concept formation, but not in
measured intelligence or visual motor skills, than do
ohildren who participate in a home-based prekindergarten
educational program; (3) Children who attend a prekindergar
ten educational program do not show signifioantly greater
growth in reading or mathematics aohievement, nor in reading
readiness status than Children who do not participate in
any prekindergarten educational program by the time they
reach the end of their kindergarten year; (4) Children who
attend a prekindergarten program do not show a change in
measured intelligenoe from the beginning of the prekinder
garten year to the end of the first grade.

Recommendations. Recommendations included: (1) If
a school dIstrIct Is considering the implementation of a
prekindergarten program, it would appear that the school
based approach is the most effective1 (2) All school dis
tricts should utilize an evaluation procedure similar to
that used in this study in appraising prekindergarten
programs; (3) Future studies should consider the measurement
of human characteristics other than those of the cognitive
area ..



THE EFFECT OF PREKINDERGARTEN EXPERIENCES ON THE

INTELLECTUAL AND ACADEMIC PERFORMANCE

OF CULTURALLY DEPRIVED CHILDREN

A Dissertation

Presented to

The School of Graduate Studies

Drake University

In Partial Fulfillment

of the Requirements for the Degree

Doctor of Education

by

Ronald Overt Huff

May 1977



THE EFFECT OF PREKINDERGARTEN EXPERIENCES ON THE

INTELLECTUAL AND ACADEMIC PERFORMANCE

OF CULTURALLY DEPRIVED CHILDREN

by

Ronald OVert Huff

Approved by Committee:

~f/Qdr
Chairman .



ACKNOWLEDGEMENTS

The writer wishes to express his appreciation to

those individuals who assisted in the investigation of the

study. Gratitude for their professional assistance is ex

tended to the writer's advisory committee, Dr. Charles D.

Rowley, major advisor, Dr. Richard D. Brooks, second

advisor, Dr. Riahard H. Lampshire, Dr. Terry L. penntman,

and Dr. Lewis J. McNurlen. The writer is particularly

grateful to Professors Rowley and Brooks for their many

hours of time and energy extended and untiring belief in

the value of the study.

Special thanks is also given to the project staff of

~le local school diStrict sponsoring the prekindergarten

program. Their assistance made the investigation possible.

The writer is especially indebted to his wife,

Sharon, and to hts daughter and son, Kelly Ann and Brian,

for their understanding, patience, and sacrifices of many

otherwise enjoyable activities. Their encouragement was

important in the oompletion of the study.



TABLE OF CONTENTS

LIST OF TABLES • • .. .. .. • • .. .. • .. • • • .. • .. • .. .. vi

Chapter

• • • • • • • • • • e

1. BACKGROUND AND RATIONALE .. .. •

RATIONALE FOR THE STUDY

e .. • · . . • • e 1

3

DEFINITION OF TERMS e _ 6 ,. • • • • • • • • • 6

STATEMENT OF PROBLEM ... · . ,. . . · . . . . . 9

HYPOTHESES OF THE STUDY · . . . . . . . . . . 10

• • • • • • • • • • • • • • • e

. . . . . . . . .DESIGN OF THE INVESTIGATION

ASSUMPTIONS AND SCOPE OF THE STUDY

DELIMITATIONS

.. .. . .. · ..

12

17

18

. . . . . .

EARLY CHILDHOOD EDUCATION DEFINED

• • • • • • • e

.. . ..

19

20

20

20

· ..

. . .
« e _ • • •

.. .... ..
-- . ..

ORGANIZATION OF THE STUDY

INTRODUCTION .. .. .. .. ..

REVIEW OF THE LITERATURE ..

THEORETICAL AND HISTORICAL CONSTRUCTS OF
EARLY CHILDHOOD EDUCATION .. .. .. .. .. .. .. .. . 25

Philosophical Basis for Early Childhood
Education .. .. .. • .. .. .. • • .. • .. .. • .. .. 25

Philosophical Conflicts in Early Childhood
Education 29

The Growth of Early Childhood Education · .. 36

Overview of Current Developments · . . • ,. to 38

EFFECTIVENESS OF EARLY CHILDHOOD EDUCATION

Opponents of Prekindergarten Education ..

Parental Involvement • • • • • • • '0 • • • •

.. ..

.. ..

50

55

56



iv

Chapter

Proponents of Prekindergarten Education . .,

Page

62

RELATED RESEARCH IN EARLY CHILOHOOD
EDUCATION .. .. II .. .. .. .. .. .. .. .. .. fji • ,. • • 68

Studies Reporting the Effects of a
Prekindergarten Experience on Children 69

• • • • • • • • e 6 e • • • •

.. . . . . . . . . . . . .

. . . .. . . . . . . . .
82

84

84

87

92

98

105

115

117

119

120

124

131

134

134

.. ..

.. ..

.. ..

.. ..

e .. Eo

• .. ili •

• •

• • • •

.. ..

.. ..

· .. .. ..

.. • ell

• • • • •

• • • • • •

.. ..

.. .. ..

.. .. ..

• • e 6 • • • •

• • • •

· . .. .

• ea. • • • .. •

• • • •

.. ..

.. ..

• • •

.. ..

.. ..

.. ..

.. ..

$: .. e • •

• • 6 • ., •

Summary of Reported Studies ..

1975-1976 EARLY CHILDHOOD PROGRAM .. ..

1974-1975 EARLY CHILDHOOD PROGRAM ..

CHAPTER SUMMARY

CHAPTER SUMMARY ..

1973-74 EARLY CHILDHOOD PROG~M ..

THE SELECTION OF INSTRUMENTS

PROJECT DESCRIPTION

DESIGN OF THE STUDY .. ..

SELECTION OF THE POPULATION

STATISTICAL DESIGN

4.. ANALYSIS OF DATA

5.. SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

PROCEDURES

3.. METHODOLOGY AND DESIGN

• • .. • .. • e .. • • • ill • • ..

• • • • • • e • .. • • • • • 0 •FINDINGS

CONCLUSIONS

RECOMMENDATIONS .. .. . . .. .. .. .. ..
• e

137

140

142

BIBLIOGRAPHY .. .. .. .. .. .. .. .. .. .. .. .. .. .. e .. .. .. .. .. 145

APPENDIX A.. EXCERPTS FROM THE REGULATIONS OF TITLE
I OF THE ELEMENTARY AND SECONDARY
EDUCATION ACT OF 1965, PUBLIC LAW
89-10 .. .. .. .. .. e .. .. .. .. .. 153



Chapter

APPENDIX B.

v

Paye

RAW SCORE DATA USED IN THE STUDY • • •• IS7



Table

LIST OF TABLES

Page

1. 1974-75 Early Childhood Program Pupil
Sununary • • • •• • • • • .. • • • • • • • • • • 94

2. 1975-76 Early Childhood Program Pupil
Surnrnary e • • • • e • • • • • • • • til • • .. ., 96

3.

4.

t-Tsst for Change in Intelligence Test
Scores Over a Three Year Period (Posttest
Minus Pretest) (1973-74 Prekindergarten
Group) •••••• iii • • • • • • • • • ..

t-Test of Reading Achievement Scores for
Experimental and Control Groups (1974-75
School Year) ..

• •

• •

119

121

5.

6.

t-Test of Mathematics Achievement Scores for
Experimental and Control Groups (1974-75
School Year) ..

t-Test of Reading Readiness Scores for
Experimental and Control Groups (1974-75
School Year) ..

.. ..

• •

122

123

7. t-Test of Differences Between Matched Pairs
(Experimental Minus Control) on Reading
Readiness Scores After One Year of
Kindergarten (1914-15 School Year) ...... 124

8. Analysis of Variance of Intelligence Test
Scores for Two Experimental Groups and One
Control Group (1975-76 School Year) .. • • .. .. 125

9. Analysis of Variance of Scores in Visual
Motor Skills for Two Experimental Groups
and One Control Group (1975-76 School Year) • 127

10. Analysis of Variance of Scores in Language
usage for Two Experimental Groups and
One Control Group (1915-16 School Year) • • • 128

11. t-Test of Differences Between Matched Pairs
(School-Based minus Home-Based) on Concept
Formation Scores (1975-76 school Year) •••• 130

12. Raw Soores from the Slosson Intelligence
Test for the 1913-14 Early Childhood
Program . . e e • e .. e • • • • • • .. • • Ii. 158



vii

Table

13. Reading Raw Scores on the COmprehensiva Test
of Basic Skills for the 1974-75 Early
Childhood Program • • e • • • • • • • • .. •• 159

14. Mathematics Raw Scores From the Comprehensive
Test of Basic Skills for the 1974-75
Early Childhood Program • .. • .. • • .. .. .. •• 160

15. Raw Scores From the Metropolitan Readiness
Test for the 1974-75 Early Childhood
Program • . • . • • ., • • • • .. ti e • .. • .. .. 161

16. Raw Scores from the Slosson Intelligence
Test for the 1975-76 Early Childhood
Program • • • • .. .. .. .. .. .. • .. .. .. .. .. .. . . 162

163• •

Raw Scores From the Developmental Test of
Visual Motor Integration for the 1975-76
Early Childhood Program .. .. .. .. .. • • • •

18. Raw Scores From the Illinois Test of
Psycholinquistic Abilities: Grammatic
Closure Subtest for the 1975-76 Early
Childhood Program • • .. • .. • • • e .. • .. • • 164

17.

19. Raw Scores From the Boehm Test of Basic
Concepts for the 1975·76 Early Childhood
Proqram .. .. .. .. • • .. .. .. .. .. .. .. .. • .. .. ... 165



Chapter 1

BACKGROUND AND RATIONALE

Recent ooncentration of investigation and study by

psychologists, educators, pediatricians, psychiatrists,

anthropologists, nutritionists, and others have clearly

pointed out that the child's earliest years are the time

of most rapid physical and mental growth. At no other

period in a child's life is he so susceptible and responsive

to environmental influence which may affect his intelligenoe,

his motivation and ability to learn, his concept of himself,

his relationships with others, and his later health. l

These factors are of utmost importance to all children.

They may have even more serious consequenoes for children

who are culturally deprived. The Head Start Program started

in 1964 and the larger number of early childhood programs

under the existing Elementary and Secondary Education Act

of 1965 have forced reoognition of the fact, known for some

time but not widely accepted, that the children of the poor

frequently arrive at school age seriously deficient in the

lIra J. Gordon (ed.), Early Childhood Education; The
Seventy~First Yearbook of th~'Nat!onarSoc!etyorEducation,
Part II (ChIcago: The university of ChIcago Press, 19'2),
p. J.



2

ability to profit from formal education. l

According to Butler, the Educational Policies Com

mission issued a statement in 1966 entitled, Universal

Opportunity for Early Childhood Education, which stated:

advocating the availability of educational
programs at public expense for all children
beginning at the age of four. Such experience
is viewed as supplementary to opportunities
provided by the home. It is believed to be
more needed by children called "disadvantaged",
but recognition is given to the fact that early
education is advisable for all children, not
merely because of the need to offset disadvantages
in their background, but also beoause they are
ready by the age of four for a planned program
fostering their development and because educators
know ways to foster it through school programs. 2

Early childhood education seems to be the most

promising method of attacking educational defioiencies among

the poor. Culturally deprived children usually lag from

one to three years behind more advantaged children in the

public school setting. One of the most widely quoted state-

ments in favor of the development of early childhood educa-

tion comes from Benjamin Bloom's summary of eleven hundred

studies in which he concludes:

Put in terms of intelligence measured at age 17,
from conception to age 4, the individual develops
50% of his mature intelligence, from ages 4 to 8

lAnnie L. Butler, Current Research in Education: A
ComEilationandAnalysis for program Planners (Washington,
D.C.: NatIonal EducatIon AssocIatIon, 1970), p. 2.

2Butler, Current Research, pp. 8-9.
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he develops another 30%, and from ages B to 17
he develops 20%.1

The Federal C~vernment especially has realized many of the

ramifications of these findings in terms of current and

potential social and economic problems.

In an attempt to salvage some of the human resources

of the nation, the Federal Government, through the United

States Office of Education, instituted the program of Title

I of the Elementary and Secondary Education Act of 1965,

Public Law 89-10. 2 This program gave financial assistance

to public and private schools in order to meet the special

educational needs of culturally deprived children. Some

eleven years hence, this act is still in existence and

appears to be the funding base for most prekindergarten

programs for CUlturally deprived children.

RATIONALE FOR THE STUDY

Despite increased concern about early childhood

education, it is difficult under present economic conditions

for the public sector, local public boards of education, and

indeed some educational leaders to accept the fact that

priority status should be given to formal educational

IBenjamin S. Bloom, Stabilitt and Change in Human
Characteristics (New York: John wi ey and Sons, 1964), p.
88·~

2Hereafter referred to as E.S.E.A.
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programs for all children before they reach the age of five

and especially for culturally disadvantaged children. The

current insufficient financial support for education all

but makes it impossible for a local sohool distriot to fund

a prekindergarten program except through other available

souroes, such as a federally funded project similar to the

one disoussed in this study.

There is substantial evidence which indicates that

the total development of disadvantaged children is enhanced

through early childhood education programs. One factor con-

tributing to school failure for the educationally disadvant

aged ohild in the upper elementary grades is the absence of

appropriate cognitive development during the early years. l

Emphasis on prevention through ~~e implementation of early

childhood education in basic skills can reduce the educa-

tional deficiencies of many students who have reached the

"failure syndrome" psychological effect andlor the

debilitating effect of a school experience weak in cognitive

2training programs. The literature further points out the

urgency for preventive programs for culturally deprived

children based on the consensus that these children are

lAlfred A. LuccO, "Cognitive Development After Age
Five: A Future Factor in the Failure of Early Intervention
with the Urban Child," American Journal orthopsychiatric,
XLII (October, 1972), 85~.·

2LUcco, p. 852.
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behind in terms of performance when they start school and

never catch up with their advantaged peers. Prekindergarten

education for culturally deprived children is also

necessary to compensate for defioiencies in the home and

neighborhood environment. Frost concludes that certain

facts suggest that conditions of environment, not organic

causes, are probably responsible for most of the depressed

intellectual functioning in our society and that one can do

a great deal to improve the situation. l

These arguments appear to demand specific attention

to educational research and programming for disadvantaged

children at the prekindergarten level. Through investiga-

tion of such programs already in operation some answers may

be obtained concerning the value of early childhood programs.

The Early ChildhOOd Program of the study is relatively neW

and its benefits up to this point are unknown. Evaluation

of early childhood programs could assist school personnel

in modifying programs to benefit children.

Hence, the need to examine very closely organiza-

tional procedures, selection processes, program objectives,

and evaluation procedures of an early childhood education

program that has been in operation for the past three years.

The researcher has served as a consultant and resource

lJoe L. Frost, "At RiskLfI Childhood Education, LII
(May, 1975), 299 e
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person to the personnel of this program at various times

during this period.

DEFINITION OF TERMS

The following terms used in the study are defined

for clarity of reading:

Experimental school base~ group. This group of

children were enrolled in the early childhood centers and

received direct instruction for three hours on a daily

basis. These children constituted the basic experimental

group used in the study. Such a group was identified for

each of the three years in the study and they met all

eligibility requirements as prescribed by Title I, E.S.B.A.

(see Appendix A).

Experimental home-~ased grouR. This group of

children met the same eligibility criteria as those in the

preceding experimental group hut received one separate

forty-five minute period of instruction per week in their

own homes by a certified teacher. The parents also partici

pated in this instructional period each week. This group

was identified for the third year of the study only.

Control group. This group of children received no

direct instruction and were not enrolled in any early child

hood program. These children met the same eligibility
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criteria as those children in the experimental groups and

such a group was identified for each of the last two years

in the study.

Reading readiness. Reading readiness is defined as

that point in time when a child has acquired those experi

ences and skills which assure success in beginning reading. l

To be successful in any beginning reading program, the

pupil must possess the necessary concepts, vocabulary

knowledge, and ability to handle the language relationship

involved. 2 This definition is global in nature and does not

limit reading readiness to the skills measured by the

Metropolitan Readiness Test..

Language usage. Use of language is defined as verbal

expression, auditory reception, auditory memory, auditory

association, and syntax. These factors are defined as

follows.

1. Verbal expression: The ability to put ideas into

words.

2. Auditory Reception: The ability to understand the

measuring of spoken words and other sounds in one's

lGUY L. Bond and Miles A. Tinker, Reading Difficulties 
Their Diag,nosis .. and c:orrecticm (New York: Appleton-Century
Crofts, Inc., 1997>, p. 24.

2Bond and Tinker, p. 24.
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environment..

3. AUditory memory: The abilit.y to remember what is

heard long enough to repeat it immediately.

4. Auditory association: The ability to coordinate

and compare informat.ion heard in a meaningful way.

5. Syntax: The abilit.y to understand, use, and

generalize the rules of language.

Visual motor skills. These skills include visual

motor integration, visual perception, and pre-writing skills.

These skills are defined as follows:

1. Visual motor integration: Eye-hand coordination,

essential for a child to accomplish tasks.

2. Visual perception: The interpretation and under

standing of pictures and visual symbols.

3. Pre-writing skills: The fundamental manipulation

of pUZZle-pieces, toys, tools, etc., which aid in

manipulating writing tools.

Basic conce£t formation. Basic concept formation is

an understanding of the fundamental ideas of language.

These include color, shape, quantity, size, same and dif

ferent, size seriation, sequence of events, ordinal rela

tionships, spatial relationships, classification,

comparatives, and opposites.
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STATEMENT OF PROBLEM

Present research and theory support the oonclusion

that the child's early years are the time of most rapid

physical and mental grOtlth and that by age nine at least

fifty percent of the general achievement pattern found at

age eighteen has been developed. l Parnell comments that

educators have known for a long time that values and basic

habit patterns usually are acquired by the time a child is

eight years 01d. 2 It is known that a child who fails or

does not aohieve at average levels in the early grades is

likely to fall further behind in knowledge and skills, to

lack desire for interest in learning, and to have feelings

of inadequacy.) Therefore, a need appears to exist to

begin formal education at an earlier age than that of the

kindergarten years.

The purpose of the study was to examine the effect

of such a formal early ohildhood program on culturally

deprived ohildren. Retention of intellectual growth due to

prekindergarten treatment was examined. Comparison of

growth and status faotors for children Who reoeived

1Bloom, p. 105.

2oa1e Parnell, "Upgrading the Oowngrader," ComEa~t
(July/August, 1973) I 22-24§

3parnell, pp. 22-24.
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prekindergarten treatment with children who had not re

ceived such treatment was also examined. The specific

aspects of reading readiness, reading and mathematics

achievement, measured intelligence, visual motor skills,

language usage, and concept formation among these groups of

children were investigated.

HYPOTHESES OF THE STODY

Based on the preceding problem statement, the follow

ing null hypotheses were tested.

1973-74 Early Childhood Progra,m. At the end of one

year of participation in the Early Chil~hood Program and two

years in the school district:

1. There will be no change in measured intelligence of

culturally deprived prekindergarten children be

tween the time of beginning one year's participation

in an Early Childhood Program and at the end of

grade one ..

1974~75 Early Childhood Program. At the end of one

year of participation in the Early Childhood Program and

one year in the school district:

1.. There will be no differences in reading achievement

change following one year of kindergarten between

culturally deprived children who participated for

one year in an Early Childhood Program and
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culturally deprived children who were not parti

oipants in such a program.

2. There will be no differences in mathematics achieve

ment change following one year of kindergarten

between CUlturally deprived children who partioi

pated for one year in an Early Childhood Program

and oulturally deprived children who were not

participants in such a program.

3. There will be no difference in reading readiness

status following one year of kindergarten between

culturally deprived children who participated for

one year in an Early Childhood Program and

culturally deprived children who were not partici

pants in such a program.

1975-76 Early Childhood Program. At the end of one

year of participation in the Early Childhood Program:

1. There will be no differences in measured intelli

gence scores among culturally deprived children who

participated for one year in a school-based program,

culturally deprived children who participated for

one year in a home-based program, and culturally

deprived children who had not participated in either

program.

2. There will be no differences in measured scores of

visual motor skills among culturally deprived
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children who participated for one year in a schoo1

based program, culturally deprived children who

participated for one year in a home-based program,

and ou1tura1ly deprived children who had not

participated in either program.

3. There will be no differenoes in measured scores in

use of language among oulturally deprived children

who participated for one year in a school-based

program, culturally deprived children who partici

pated for one year in a home-based program, and

culturally deprived children who had not partici

pated in either program.

4. There will be no difference in measured scores of

concept formation among culturally deprived children

who participated for one year in a school-based

program and culturally deprived children who

participated for one year in a home-based program.

DESIGN OF THE INVESTIGATION

Permission was obtained from a sohool district to

conduct the study. The population of the study consisted of

culturally deprived children living in a city of 110,000

people. The five elementary public schools identified for

the purposes of this study met the requirements of eligibil

ity as specified by Title I, E.S.E.A. Three of these
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schools were selected as centers for the experimental

school-based groups. Children residing in these attendance

center areas meeting cultural deprivation criteria were

eligible for participation in this group. The other two

schools were selected as centers for the control groups. A

child had to meet cultural deprivation criteria as well as

live in one of these two attendance center areas to be

eligible for the control group. The experimental home-start

group from the school year 1975-76 was made up of children

meeting these same eligibility requirements.

In order to be eligible as a participant, a child

had to meet the following criteria for each of the years

designated in the study.

1. Live in a Title I attendance area as specified by

B.S.E.A.

2. Be four years of age by September 15.

3. Score at or below the fortieth percentile on one

of the following:

A. The Developmental Test of Visual Motor

tnt,egration

B. The Slosson Intelligence Test for Children and

Adults

c. The Grammatic Closure subtest 2! the Illinois
* *

Test of P~ycholin9uisticAbilities

Data for the study were collected on children parti

cipating in the Early Childhood program and based on scores
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from the following tests:

1. Sloss~n Intelligence Test for Children and Adults

2. Developmental Test of Visual Motor Integration

3. Illinois Test. of Psycholinguist.ic Ab.ilities:

Grammatic Closure Subtest

4. Boehm Test of Basic Concepts

5. Comprehensive !est of Basic Skills

6• Metropolit.an Readiness Test

Three different groups of children were identified.

These groups consisted of an experimental school-based

group, an experiment.al home-based group, and a cont.rol

group.

1973-74 Early Childhood Program. The 10 scores from

an experimental school-based group of the Early Childhood

Program were taken at the beginning of the 1973-74 school

year and were compared with t.he 1Q scoreS of these same

children aft.er they had completed grade one. A sample of

children were randomly selected from the original group to

be t.ested at the end of grade one. A t.-1:est for correlated

groups was used in analyzing the data from the two sets of

10 scores for this sample of children.

1974....75 Early Childhood Program. Three hypotheses

were investigated concerning an experimental school-based

group and a control group in the 1974-75 Early Childhood

Program. A sample of children approximately equal in number
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to that of the existing control group was randomly selected

as the experimental school-based group for this study. The

mean and standard deviation of scores from these two groups

were used to determine if there were any differences in

growth and status.

The first two hypotheses for this school year dealt

with basic skill achievement in reading and mathematios.

Growth was determined by differences in raw scores from

tests given at the beginning and at the end of the

kindergarten year. To check these hypotheses a t-test for

the difference between mean change scores of independent

samples was used. This t-test analyzed the effect of treat

ment on reading and mathematics by comparing the change

scores of these two groups.

A third stated hypothesis for this school year con

cerned the status of the two groups in reading readiness.

Such status was determined by using raw scores on a readi

ness test given at the end of the kindergarten year. To

check this stated hypothesis a t-test for a difference

between means of independent samples was used. This hypothe

sis was also checked by analyzing the within-ability-level

status on reading readiness. Ability level was determined

by comparing readiness scores between the t~~ groups while

equating out the measured 1Q. A t-test for correlated

groups was used in analyzing the data from the two sets of

readiness scores for this sample of children.
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1975-76 Early Childhood Program. Three hypotheses

were investigated concerning an experimental school-based

group, an experimental home-based group, and a control

group in the 1975-76 Early Childhood Program. Testing for

each of the three hypotheses included a pretest given at

the start of the prekindergarten year and a posttest given

upon completion of the prekindergarten year.

Means and standard deviations were used to equate as

closely as possible the three groups by using pretest scores

in each of the three comparison areas. A discard process

was used to form the final comparison groups. The areas of

comparison were as follows:

1. Measured intelligence based on 10 scores.

2. Visual motor skills based on age equivalent scores.

3. Language usage based on raw soores.

Since three groups were involved in the testing of

these hypotheses, a one-factor analysis of variance was

used in each case. The Scheffel Test for pair comparisons

was used whenever significance was found in the analysis of

variance test in any of these situations.

A fourth hypothesis for this school year was investi

gated concerning the experimental school-based group and

the experimental home-based group. The area of comparison

was concept formation. By utilizing raw Bcores from the

pretest, subjects were selected and matched pairs assigned

in order to equate the two groups. A t-test for the mean
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difference in correlated samples was then applied to the

posttest scores to check the stated hypothesis.

Level. 01 significance. The .05 level was used with

each of the inferential tests to determine if significance

did occur.

ASSUMPTIONS AND SCOPE OF THE STUDY

Scope of the study. The study presents an analysis

of the effect of an early childhood program designed to

alleviate developmental lags of CUlturally deprived children.

The study was divided into three separate school years, with

each year having a separate group of children. The first

year included an experimental school-based group whereas

the second year included both an experimental school-based

group and a control group. The last year of the study

included an experimental school-based group, an experimental

home-based group, and a control group. This was an attempt

to determine if significant differences in growth and

status occurred due to the prekindergarten treatment effect.

Assumptions. For purposes of the study:

1. It is assumed that growth in the areas of intelli

gence, reading and mathematics achievement, reading

readiness, visual motor integration, language usage,

and concept formation can be measured and defined.
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2. It is assumed that each of the three Early Child

hood Centers involving the experimental school

based portion of the study are all similar according

to the following:

A. Children are of the same cultural background

and general ability as identified by the

eligibility requirements.

B. The instruotional methodology is the same.

3. It is assumed that all children involved in the

study are of the same cultural background even

though they reside in the five school attendance

areas meeting eligibility requirements and meet all

educational deprivation requirements.

DELIMITATIONS

The limiting factors in the study may be summarized

as follows:

1. The study is limited to culturally deprived children

meeting the eligibility requirements as given in the

study and is not representative of early childhood

programs in general.

2. The study is concerned only with the Early Childhood

Program for the years 1974 through 1976 in a mid

western city of approximately 110,000 population.

3. Due to the nature of the study, it was not feasible

to control instruction beyond a prescribed program
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of language development, personal-social develop

ment, and development of gross and fine motor

skills.

4. Due to the fact that the study is concerned with

human sUbjects, it was impossible to control all

the existing variables.

ORGANIZATION OF THE STUDY

Chapter 1 presents the problem to be studied, the

rationale for the study, the theoretical base of the study,

the definition of terms as used in the study, the statement

of the problem, and the delimitations of the study.

Chapter 2 reviews the literature concerning the topic

of the study.

Chapter 3 describes the design of the study, the

population, the selection of the sample, and the tasting

instruments. It will also describe the programs of training

and the statistical methods used in treatment of the data

collected to test the hypotheses of the stUdy.

Chapter 4 contains a statistical analysis of the

data and indicates the degree to which the hypotheses are

found to be supported within recognized limitations.

Chapter 5 presents a discussion of the results of

the study, and reconwendations regarding future studies in

this area.



Chapter 2

REVIEW OF THE LITERATURE

INTRODUCTION

A summary of the related literature and research

findings will be presented around the following topics:

1. Early childhood education defined.

2. Theoretical and historical constructs related to

early childhood education.

3. Effectiveness of early childhood education.

4. Related research in early childhood education ..

EARLY CHILDHOOD EDUCATION DEFINED

In the literature there exists a lack of consistency

in the use of the term early childhood education.. The

terminology is in transition; in many instances the terms

of early eduoation, early schooling, early stimulation,

early childhood, early intervention, presohool, prekinder-

garten, preprimary, nursery school, and day oare are used

synonYmously. However, many of these terms have separate

and distinct meanings. "Early ohildhood education" appears

to be the most frequently used term in the literature.

Butler supports this opinion as she states:

For example, many of us find it unacceptable to call
early childhood education either "early stimulation"
or "early schooling". Unfortunately the term
"early stimulation" found its way into the literature



21

in connection with the push to combat cultural
deprivation and as applied largely to a type
of sensory stimulation believed by some to
assist the learning of infants and children of
lower socioeconomic levels.

I find even more objectionable the term
"early schooling." It implies an overemphasis
on teaching of academic skills, combined with
the idea that providing programs for children
as young as four years will orientlthe children
toward academic skill acquisition.

The term "early intervention" also is used exten-

sively in the literature and usually refers to an educa

tional program for four-year-old children. 2

There seems to be general agreement among educators

that the generic term "early childhood education" refers to
3children from three to eight years of age. According to

Weber, educators in the field haVe considered the years from

three to eight as developmentally and psychologically one--

thus encompassing the years for nursery school, kindergarten,

and the primary grades. 4 The traditional term "nursery

lAnnie L. Butler, "Early Childhood Education: A
Perspective on Basics," Childhood Education, L (October,
1973), 22.

2Ellis O. Evans, Contempor!FY Influences in Early
Childhood Education (New York: Holt, Rinehart and wInston,
l§'~J, p. 2.

30avid Elkind and Nancy Lyke, "Early Eduoation and
Kindergarten: competition or Cooperation?" Young Children,
XXX (September, 1975), 393.

4EVelyn Weber, Early.Childhood Education: Pers,eec
tives on Chan~e (Worthington, OhIo: Charles A. Jones
PublIshIng Company, 1970), p. 2.
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school" is being discarded by educators because it implies

supervision by nurses, an emphasis on physical development,

and a negative association with nursing homes for the aged.

Educators do not favor the term "day care" either, because

of its custodial connotation. l

Moore and Moore suggest that the term early child

hood education is too often equated with out-of-home

teaching or care.

On the basis of a recent research review we con
clude that perhaps it should include birth
through age seven. We see early childhood educa
tion programs as inclUding but not limited to
early schooling and to day care. We believe that
all children should be provided training or educa
tion from birth, but that it should be far more
affectively than coqnitivelY oriented, and wherever
possible should be in the2hands of the parents
until age seven or eight.

Shane states that "when properly conceived, early

childhood education is appreciably more than a mere down

ward extension of current elementary school programs."3

In this definition, early childhood education is a 9ign1-

ficant source of input, of important learning experiences,

lLloyd M. Dunn and others, Peabody Earl,x E~erience
Kit, Part I (Circle Pines, Minnesota: AmerIcan GU.1.dance
servIce, 1916), p. 7.

2aaymond S. Moore and Dennis .. R. Moore, nHOw Early
Should They go to school," Childhood Education, 1,
(October, 1973), 14.

3aaro1d G. Shane, "The 'Domino Effect' of Early
Childhood Education on the Elementary School," National
ElementarxPrinciea1,1,1 (September, 1971), 31.
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which soon will begin t.o feed a new type of client into the

primary years.

The field of early ohildhood eduoation includes a

wide range of activities ooncerned with the care and de

velopment of children.. These activities have become organ

ized into dist.inctive pro(j1rams requirin(j1speoial knowledge,

skills , and procedures , forsucoessful operation.. McLure

and Pence report that. ourrent programs usually are defined

(1) parent. education for mothers of infants, com
monly defined as ages from birth to three, and of
chi1drenat. older ages: (2) research and experi
mental proqramsto study development of children of
all ages, infants as well as older; (3) nursery school
(prekindergarten) for ohildren of ages three and
four, (4) kindergarten for five-year"'olds1 (5) day
care programs for children of working mothers, or
for others in circumstances of need; and (6) special
education for ohildren with exceptional diffi
culties. In addition, there are various programs
for health, social servia!, and general information
to parents on ohild oare ..

It is important to stress that early childhood educa

tion, as found in the literature, is quite diverse. Programs

for the eduoation of children ages three through eight vary

in the kinds of ourriculum offered, in the nature of their

sponsorship, in the length of time children are in the

lWilliam P. McLure and Audra May Penoe, Early Child
hood and Basic Elemental' .at1d SecondaEducation, NatIonal
Educat ona F~nance Project--Spec 8.1 StUdy No. 1 (Champaign,
Illinois: Bureau of Educational Research, College of Educa
tion, University of Illinois, 1970), p. 11.
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program and in the staffing requirements--to mention but a

few of the more significant differences. Frequently a

danger is reflected in later learning disabilities and

attitudes toward school that can arise from the absence of

an adequate early ohildhood education experience. Butler

defines what she believes to be basic essentials for a

quality early childhood education program.

What then are some basics for quality early child
hood education programs? Minimum essentials are
a safe and carefully planned and equipped physical
environment in which the child spends part of his
day, intelleotual stimulation, opportunities to
develop a healthy personality and acquire social
proficiency under the guidance of a competent
staff. Omitting any of these elements or using
unacceptable procedures in trying to aocom¥lish
them affords reason to reject the program.

In the past there has been a great deal of differ-

ence between the purpose of a day care program and that of

an early childhood program. According- to Feeney, day care

centers have been places where working parents have left

children to receive custodial care While the parents were

at work. 2 There is, however, another approach called

IIdevelopmental day care" in which educators have begun to

show interest. Developmental day care provides physical

care, a good educational program, diagnostic services,

lButler, EarlyChildhoo4E4ucatiop, p. 22.

2Stephanie Feeney, IIChild-Care Debate: Key OUestions,"
ComEac~ (July/August, 1913), 25.
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medical and social services, and a nutrition program.! Such

a program appears, at least on the surface, to be similar

to Head Start programs. Educators especially interested in

the early intervention movement of the past deoade bave

become sensitized to the inadequacies of day oare and to

the relationship of early ohildhood eduoation to day oare. 2

Summa!'y. Early ohildhood eduoation is a term used

by most eduoators to desoribe programs of formal eduoa

tional instruction for children between the ages of three

and eight. The term "prekindergarten education" has been

adopted by most educators as one type of early childhood

education program whioh encompasses the traditional nursery

sohool education and day care for children two and one-half

to four years of age. This study is ooncerned with an

early childhood program for four-year-old children.

THEORETICAL AND HISTORICAL CONSTRUCTS
OF EARLY' CHILDHOOD EDUCATION

Philosophical Basis for Early Childhood Educat~o.n

Contemporary early childhood education extends to

European thinkers such as Comenius, Rousseau, and

Pestalozzi, all of whom championed the rights of children.

Out of the study of Frederick Froebel came one of the

1Feeney, p .. 25.

2Evans, p .. 19 ..
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earliest reoognized approaches to the education of young

children. Having derived his educational principles from

the observation of children, Froebel formulated his

philosophy. Acoording to Evans, "Froebel's child-centered

orientation has persisted among his successors and provides,

at least in theory, the backbone of modern early childhood

education practioes. Hl

John Dewey qathered support. around the turn of the

twentieth century for his philosophical orientation toward

early childhood programs. Dewey emphasized the importance

of social interaction as it contributed to democratic

living. Patty Smith Hill and Alice Temple were ardent fol-

lowers of Dewey and their approach provided a departure from

the philosophy of Froebel.. While Froshel had believed in

the child's "natural tendency" to play, his program in

America had become heavily teacher-directed.. The Dewey

philosophy allowed the child participation in a work-play

period in whioh social interaction was free and natural and

less teacher oriented. 2 This free social interaction has

remained a part of the early childhood education curricula

today ..

Ouring the first quarter of this century, early

childhood education slowly took a new form of development

1Evans, p .. 43 ..

2weber, pp .. 8-9 ..
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under Amerioan scholars suoh as Kilpatriok, Thorndike,

Dewey, and Hill. l Jean Piaget, a European oontemporary,

has probably had the greatest. impaot. of any individual on

early childhood eduoat.ion during the past. two deoades. His

ideas have provided intelleotual stimulation to recent

development.s in this oountry .. 2

It appears that. oertain persist.ent themes have per

vaded the mainstream of American early childhood education.

Acoording to Evans, these take the form of dominant phil

osophical and pedagogioal thematio commitments among the

majority of early childhood educators.) The first thematic

commitment, the ethic of social reform, refers to an expeo-

tation among educators that early ohildhood eduoation will

affect positively both the general quality of Amerioan

child-rearing practices and children's long-range sooial

mobility by providing a foundation for subsequent sohool

success.

The second thematio oommitment has been the freedom

for children to learn. ~his ideal refers to the hope that

elementary sohool praotioes whioh allegedly are

IMoLure and Pence, p. 12.

20avid Elkind, UEarly Childhood Eduoation: A
Piagetian Perspective," National Elementa;y Principal, LX
(September, 1971), 49.

3Evans, p , 42.
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depersonalizing and authoritarian will be abandoned in

favor of those championed by child welfare advocates.

Related to the concept of freedom to learn is the

third influence in early education: a belief in childhood

as a unique, precious, and critical period for affective

development. As a consequence of this belief, many programs

have been dominated by free play and attention to aesthetics.

The third thematic commitment has generated a conflict

between those who would agree with the need for free play

and those who see the role of the early childhood education

program as primarily to inculoate culturally valued academic

skills. l

The philosophical base which relies heavily on the

young child as a unique individual in that the child must

beoome a "self-aotualizing" or "fully-functioning" person

is not without controversy in today's oontemporary early

education programs. 2 Many of these programs maintain a tra

ditional child-centered and informal approach to classroom

organization. As a result the prekindergarten "graduate"

moves into kindergarten classrooms as an autonomous individ

ual who is accustomed to self-selected learning experiences.

He enters a kindergarten classroom where a teacher in many

instances has a prescribed program of instruction. Children

from early childhood education programs who display

1Evans, p .. 43.
2Weber, pp. 9-11.
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independenoe may complioate the teaoher's task by oreating

a source of tension or friction.

Phi~osophioal Conflicts in Early ~hi1dhood Eduoation

Early childhood education has developed rapidly in

terms of implementation of program and numbers of children

served. As a result of such a rapid growth, philosophical

conflicts in pUrPOses and goals are evidenced in today's

programs. It appears diffioult to interpret the numerous

research studies on early ohildhood education in the United

States without first referring to the oonflicting ideologies

and to the rapid changes that oharacterize the field.

Branche highlights the government sponsored War on

Poverty with its emphasis on the young child in Project Head

Start (1965), the Parent Child Centers (1966), and Projeot

Follow Through (1967). All of these gave early childhood

education a fast, mushrooming beginning and are partially

responsible for the present oonflict in program goals and

methods. According to Branche, large quantities of federal

funds allocated for suoh programs over a short period of

time have resulted in major philosophioal differences among

early ohi1dhood educators.

The lines are drawn along the cognitive-affective
domain or the nature-nurture syndrome, between the
open classroom, inte9rated day, programmed instruc
tion, or a variety of other labels, indicating a
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dicho~omy in the approaches that are termed
"appropriate" for children. l

Butler also oites conflicts in philosophy arising

out of the increased interest in early childhood education

since 1965 ..

Very briefly, much of the conflict revolves
around such issues as the relative importance
of direct instruction and incidental learning,
the emphasis on cognitive learning as opposed to
a more broadly based curriculum, and the
emphasis on education for the future versus
education more presently oriented .. 2

The relative importance of play in the programming of

early childhood education has contributed to the conflict ..

In some programs self-initiated play is viewed as the major

vehicle for learning, while in others play is an adult

prescribed, adult-initiated activity.. In the adult

prescribed programs spontaneous play often is limited to a

short period of outdoor activity.3 As previously mentioned,

Butler's theory of the rlplay concept" follows closely the

basic philosophical differenoes between Dewey and Froebel.

Margolin has pointed out that conflicting ideologies

lChristine F .. Branohe, "Children Fit No Model: Pro
gram Considerations for Early ChildhOod Education in Urban
Areas," National Elementary Principal, LI (September, 1971),
110.

2Anni e L. Butler, "Areas of Recent Researoh in Early
Childhood Education, II Childhood Educat.ion, XLVIII (December,
1971), 143.

3Evans, p. 59.
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may not be apparent during the planning or initial imple

mentation, but conflicts do appear when educators put the

program into aotion. She identifies five issues that

ultimately must be faced if children are truly to benefit

from the money, research, and time spent to strengthen

early ohildhood education:

First, an erroneous impression that a division
exIsts between intelleotual (or cognitive) pur
suits and exploratory play behavior, that one has
"mind-making" properties and the other does not
beoause the latter is less systematioally pre
sented, seoond, the noticeable neglect of sub
sidized grants toward the study of aesthetio de
velopment in young children because it is diffi
cult to measure gains in self-expression: third,
a narrow interpretation of what childhood rs, as
a psychosocial entity, fourth, that the nursery
sohool teaoher is not consulted often enough for
the insight she can provide in the definition of
research problems (the researcher can put her
observations into a soientific framework); fifth,
that a compendium or set of guidelines is needed
urgently as a representative work which synthe
sizes divergent views of major people in early
childhood education. An assessment and statements
refuting or justifying certain positions are
needed to inform those in and outside the early
childhood education field on the nature of its
oontemporary growth and development. l

The literature points to these philosophical issues

as unresolved. Butler has summarized these issues in

detail which she says exist in at least three distinct

areas--methods used, scope of the program, and orientation

lEdythe Margolin, "Crucial Issues in Contemporary
Early Childhood Education," Childhood Eduoation, XLV (May,
1969), 504.
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of the program. l

Method~ 2! instruotion. The methods of instruotion

in this oategorization vary from almost total direct in

struotion to a strong relianoe on inoidental learning.

Advooates of directed instruction believe that the best

approach to teaohing young children is to identify speci

fioally those learnings that are needed by ohildren and to

teach those skills directly. The curriculum is rela

tively fixed and the program is structured to permit speoi

fio instruction. The child must conform to the teacher-

directed activity with the assumption that he will then

assimilate the desired learning.

Play in this highly structured approach to inseruc

tion is usually adUlt prescribed, adult initiated, and

direoted by the nature of the equipment. Spontaneous play

is limited to a short period, usually outdoors and during a

recess time. 2

At the opposite extreme of directed instruction is an

open plan of operation. Children are given a high degree of

choice in the educational activities in which they engage

and they have freedom to move to a more interesting activity

when tired or finished with a previous ohoice. The teacher

2Ibid., p. 13.
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funotions in a guiding rather than a directing role and the

teaching goals are not as clearly ObserVable. l

In practice, few programs represent either extreme.

Programs that emphasize direct instruction usually give the

ohildren some time to play. Programs that are highly in

dividualized allow some small group and class aotivities

that are closely related to the interests of the ohildren.

Much of the difference arises in the degree to which the

teaoher is able to implement these programs effectively.2

scope of the program. The emphasis of some programs

is almost entirely on cognitive learning While others are

based on broader goals inclUding all areas of child develop

ment. Programs specifically oriented toward oognitive

development emphasize the teaching of specific cognitive

skills such as recognition of letters, words, numbers, and

shapes. 3

At the other extreme are programs which emphasize the

development of skills in every aspect of the child's growth.

Specific goals are stated Which relate to the aspects of

the child's social, emotional, physical, and intellectual

development. Affective skills are regarded with as much

significance as the cognitive skills, which in this view

IBut1er, Current Research, p. 13.

2 I b i d .. , p .. 15. 3Ibid., p , 16 ..
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are less olearly defined. l

According to Elkind and Lyke, the relative importance

of these two features in oontemporary early education pro

grams are producing philosophical conflicts. Essentially,

part of the oontroversy revolves around the role of affec·

tive instruction in education. One point of view says that

feelings will take oare of themselves, While the other says

that feelings are a part of the learning situation. The

literature implies that most early education programs today

are much more involved in cognitive training than they were

a decade ago, thus producing further philosophical conflict.

There is more emphasis upon concept training and beginning

reading and mathematics experiences. In this sense, early

childhood education has incorporated many of the learning

activities typically associated with kindergarten programs.

This overlapping of instructional programs is a source of

friction between early childhood eduoation and kindergarten

proqrams. 2

William Fowler, a noted psychologist in the area of

early childhood education, is responsible for conducting

research in coqnitive enrichment. ais analytioal reviews of

the gaps of understanding of early cognitive learning have

lautler, Current Research, p. 16.

2Elkind and Lyke, p. 396.
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led to several important conclusions. After reviewing much

research, including his own infant development programs,

Fowler concludes that:

On a broad plane our findings generally support
the notion of the equal, indeed essential, value
of both symbolic, quided cognitive orientations
and self-propelled free play and flexible approaches
toward early child-care and education. The impli
cations of our research to date suggest that, far
from being uneconomic, integrated cognitive
interpersonal approaches to child rearing foster
the development of competence, autonomy, and
personality develop!ent in children from many
social backqrounds.

This conclusion represented a balance of viewpoints

that were too often phrased in negative terms: free play

versus structured academic learning; child-centered learning

by self-selection and self-pacing versus a tightly struc

tured authoritarian, and didactic approach.

Orientation 2!:. the Erogram.. Some programs give

significance to preparation for the future while others are

more oriented toward meeting present needs. The point of

view attached to the emphasis on culturally deprived children

has called for a preparation period to ready these children

for later school experiences.. The child must adjust t.o a

curriaulum which is relat.ively fixed. If the child fails to

adjust to the fixed curriculum, he is usually retained. This

lWilliam Fowler, "On the Value of Both Play and
Structure in Early Education," Young Children, XXVII
(October, 1971), 35.
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curricular design can accommodate only a limited range of

individual differences. l

According to Weber the compensatory proqrams involv'"

ing culturally deprived children view the early years as a

time for promoting cognitive growth in order that children

may later function more adequately within the school sys

tem. Such programs tend to ignore certain ordinates of

early childhood and run a great risk of providing experi

ences which have little relevancy for the young child. 2

Accepting ohildren as they are forms the basis of

the opposing view. It is believed that there are worth

while skills that all ohildren can acquire. The teacher's

responsibility is to be aware of the wide ranqe of learning

apportunities available to ohildren. The teaoher can use

the child's enthusiasm and feeling of accomplishment as

motivating factors to enhance future achievement. This

point of view appears to take into consideration the indi

viduality of the learner. 3

The Growth of Early Ch!ldhood Education

Until approximately 1965, early childhood education

in the United States developed slowly. A primary aqent in

1Butler, Current Research, p. 17.

2Weber, p .. 95.

3Butler, Current Research, p. 18.
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the formalization of kindergarten was Susan Blow, whose

early educational experiments at this level took place in

St. Louis, Missouri, in 1873. In 1874, the National Educa

tion Association formally recognized kindergarten as a part

of the total educational process. This move was followed

by a significant recommendation from the Association that

kindergarten education be included as a regular part of the

public school program. l

Prekindergarten eduoation in this oountry has a much

more reoent history than does kindergarten. Public nursery

schools were first introduced in the United States from

England in the early 1920's in the form of laboratory schools
2on coll$ge oampuses. As a result of federal funding during

the 1930's, nursery schools began to be established to

provide work for unemployed teaohers. Further federal sub

sidization for nursery school education was given during

World War II through the Lanham Act. 3 By the mid-1960's

close to seven hundred thousand children were enrolled

officially in publio and private nurseries. By 1971, pre

kindergarten enrollment had reaohed over a million children.

The total oombined growth of public and private schools in

1Evans, p. 43. 2Ibid., p. 52.

3Barbara J. Harned, ftThe Federal Government and Pre
school Eduoation,ft National Elementa;y Princip!l, LI
(September, 1971), §J.
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this country serving prekindergarten children appears to

have been approximately as fOllows: l

Year

1930
1942
1951
1960
1965
1973

• • • • • • • • • • • • •• • • • • • •
• • • • • • • • • • • • • • • • • • • •
• • • • • • • • • • • • • • • • • • • •
• • • • • • • • • • • • • • • • • • • •
• • • • • • • • • • • • • • • • • • • •
• • • • • • • • • • • • • • • • • • • •

Faoilities

SOO
3,000
3,600
7,000

475,000
over 600,000

It was estimated that there were about 3,250,000

three-yeAr-old children in the U.S.A. in 1975. Only about

5 percent of these children were in public or private

schools, day care centers, or nurseries. About one-third

had working mothers and oVer SO percent of these ohildren

were from disadvantaged minority groups.2

Overview of .current Oevelopments

Persons interested in early childhood education today

will find a number of readily identifiable trends which

have oocurred since 1965. Class size has decreased and

there is a tendency to accommodate multiple age levels

within t.he same classroom. For example, class size may be

limited t.o around fifteen three- and four-year-old children.

The expanded use of teacher aides has changed the adult

child ratio. Frequently, there may be found as many as

three adults in a classroom of fifteen children. There is

a trend to reduce the number of hours children attend sahool

1Dunn, p. 42.
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by increasing instruction in the home. This allows more

planning time for staff in order to consider the kinds of

experiences that should be. provided for children. These

and other trends have been stimulated by the increased

interest in early childhood education in the United States

since the initiation of federally funded compensatory edu

cation programs for CUlturally deprived children. There

is general agreement that such government-sponsored pro

grams as Project Head Start. and E.S.E.A., both initiated by

the United States congress in 1965, gave the impetus for

t.oday t s rediscovery of the educational programs of the

young child.

Compensato!'y education. According to Evans, the

intervention movement in early ohildhood education and com

pensatory education are virtually synonymous. He defines

compensatory education as that whioh "compensates" for real

or peroeived inadequacies in the total environment. of

children. l These children were almost. exclusively from

poor families and were frequent.ly from racial and/or ethnic

minorities ..

The impetus for many current prekindergarten programs

stems from the compensatory concept, which also includes

the desire to provide experienoes in early childhood in

order to ensure success in lat.er educational experiences.

1Evans, p , 6.
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Efforts are made to develop a curriculum that will compen

sate for the deprivations of earlier years. Prior to 1965,

prekindergarten eduoation was largely the province of

affluent children. Subsequently, it became an attempt to

provide better opportunities for great numbers of culturally

deprived children.

The fundamental premise of compensatory education is

that oertain cognitive and motivational deficits oharacter

ize most culturally deprived ohildren, predisposing them

to early and oumulative school failure. Acoording to the

"cumulative deficit" hypothesis, experiential deficiencies

induce growth defioits that interfere progressively with

subsequent growth processes, learning, and motivational

development. l Hence, a psychological rationale was molded.

This came about during an opportune time when political

conditions would allow for the approval of programs which

improved educational services for the poor and oppressed.

Compensatory education was, and continues to be, an attempt

to help alleviate these deficits.

compensatory education programs have been criticized

for their reinforcement of ethnocentrism and the belief that

ohildren with a different ethnic, racial, or oultural

language have less intellectual ability. A number of

programs have also been oritioized because their diagnostic
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and presoriptive procedures were biased toward qroups or

class deficits. Still oth$rs have criticized. such pro

grams for overemphasizing the co~nitive area. l However,

there is now a much greater sensitivity among educational

leaders to these problems and the needs of ohildren from

all minority group settings.

~ulturalll deprived ohildren. A variety of researoh

approaches suggest culturally deprived ohildren share a

similar pattern of oharacteristics and profile of defioits.

Aocordinq to Meiohenbaum and Turk, desoriptive and empirioal

studies have indioated the following weaknesses amonq oul

turally deprived children:

(1) language defioiency: (2) perceptual inade
quacy, espeoially with reference to auditory
and visual discrimination; (3) difficulty in making
the transition from ooncrete to abstract reasoning:
i.e., from more ooncrete to conceptual: (4) slow
ness and inflexibility in cognitive functioning;
(5) intellectual deficiencies in both competenoe
and style already well established in the pre
kindergarten years: and (6) significantly lower
10 inthe p2eschooler, tending to remain atable
thereafter ..

Evans would add to this list of deficiencies attentional

lEvana, pp. 7-8 ..

200nald B. Meichenbaum and Lorraine Turk, "Implica
tions of Research on Disadvantaged Children and Cognitive
Training Programs for Educational Television: Ways of
Improving 'Sesame Street'," Journal of Special Education,
VI (Spring, 1972), 28 ..
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responses and seleoted social-emotional behaviors. l

Meichenbaum and Turk also reported that one of the

important differenoes between middle-elass ahildren and

culturally disadvantaged ahildren was not in the ability of

either group to name things but rather in the middle-alass

child's tendency to do so spontaneously. However, when

disadvantaged children were instructed to verbalize in

relevant ways (e.g., naming stimuli), their learning rate

was often markedly facllitated. 2 Blank and Solomon re

ported a similar finding. They found that. many deprived

children used language to direct their problem solving only

When asked: they would not. use language spontaneously with

out external prompting. Thus, it Was not the absence of

words that handicapped the culturally deprived child but

rather his reluctance to use them without specific demands. 3

Baratz and Baratz hypothesized that disadvantaged

children had structurally coherent linquistic and cognitive

systems that. were merely different from those of middle-class

1Evans, p .. 65.

2Meichenbaum and Turk, p. 29.

3Marion Blank and Francis Solomon, "A Tutorial
Progra~m to Develop Abstract Thinking in Socially Disad
vantaged Preschool Children," Child Develo~ment., IXL
(June, 1968), 381.
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children but in no way defecti~e.l Houston indicated that

"the situational specificity of lanqu&qe deficit further

underscored the suggestion that the disad~antaged child

manifested a production deficiency. "2 This was interpreted

to mean that the cUlturally depriVed child did not use

spontaneously the mediators and linguistic habits within

his repertoire unless explioitly instructed to do so.

Meichenbaum and Turk suggested that:

possibly as a result of his cognitive weaknesses,
the disadvantaged child often manifests motiva
tional and attitudinal differenoes from more
socially advanced ohildren--differenoes which
often are detrimental to successful experiences
in sohool. The oUlturally deprived child tends to
seek immediate rather than delayed gratifioationJ
his main concern is for the "here and now" with
little oonsideration for future endeavors. 3

These children show higher levels of performance for con

orete rewards than for the more abstraot reinforcement of

social praise. The opposite is evident for children of the

middle class. Disadvantaged ohildren often have a poor self

image and low self esteem. In addition, the life style of

the depriVed child generates a demand for externally oriented

Istephen s. Baratz and Joan C. Baratz, "Early Child
hood Intervention: The Social Soienoe Base of Institu
tional Racism," Harvard Educational Review, XL (February,
1910), p. 35 ..

2Sus an H. Houston, "A Reexamination of Some Assump
tions About the Language of the Disadvantaged Child," Child
D~velopment, XLI (December, 1970), 959-960.

3Meichenbaum and Turk, p. 32.
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motivation, consequently, he is less prepared for the

school's system of reward and punishment. l

Few studies have noted the strengths and positive

aspects of the culturally deprived child. Meichenbaum and

Turk reported that individuals from deprived circumstances

were not deficient in experiences but rather possessed some

what different understandings and abilities because of

their life condition. Their strengths were in practical

knowledge, more experiences with life, strong in-group

feelings, self-reliance, and autonomy. They maintained that

research efforts with deprived children should shift from

an emphasis on deficits to an exploitation of strengths. 2

The influence 2! the federal government. The con

fusion which exists in regard to early childhood education

is evident in the literature. Several writers have attrib-
3uted the source of this confusion to federal programs.

As a result of the large appropriations of federal funds

allocated for programs, experts in early childhOOd education

have appeared overnight. These funds have also been used

for the development of program models, demonstration

project/schools, professional conferences, and the writing

of professional books and magazine articles.

IMeichenbaum and Turk, p. 32.

2I b1d • 3sranche, p. 110.
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There appears to be SOme truth to the claim that the

federal government has caused the confusion.. However,

these critics seem to forget that federally sponsored pro

grams for prekindergarten ohildren were an outgrowth of

(jreat national conoern at the time of their inception.

Projeot Head Start of the Eoonomio Opportunity Act of 1964

and Title It E.S .. E.A. of 1965 followed by the Parent Child

Centers in 1966 and Projeot Follow Through in 1967 gave

early childhood education the public spotlight.. Federal

funds played an important role in focusing attention on the

signifioance of early ohi1dhood development in this country.

Although federal funds are reoognized as being the

major impetus for the recent expansion of early childhood

programs, they have been somewhat narrow in scope. Federal

pro(jrams have been aimed primarily at assisting younq

children in epecial oircumstanoes Who mi9ht. otherwise be

expected to face future educational problems.. Muoh of the

concern was fooused on children with personal diffioulties

arising from impoverished home environments. An attempt is

being made by these programs to alleviate harmful eoonomic

and environmental effects on culturally depriVed prekinder

garten children.

projeot Head Start was designed as a comprehensive

program addressing itself to the needs of young Children

and their families. ACCording to Klein, a total impact

approach for prekindergarteners was needed and he reported



46

the following objectives:

(1) meeting physioal, nutritional, and dental
needs; (2) strengthening emotional and social
development by encouraging self-confidence
spontaneity, curiosity, and self-disciplin~;
(3) stimulating mental processes and skills
with particular attention to conceptual and ver
bal aspects; (4) establishing and reinforcing
patterns and expectations of success to promote
self-confidence; (5) increasing the child's
capacity to relate positively to family and
community, while at the same time strengthening
the family's capacity to contribute to the
child's development; and (6) fostering in the
child and his family a responsible attitude
toward society, while stimulating constructive
opportunities for the poor to work together on
a personal and community basis toward the solu
tion of their problems.1

The overall goal of Head Start was to strengthen the

sense of dignity and self-worth within the child and his

family. The prevailing philosophy was that every child

deserved an education which was conducive to gro\~ and

development, and a family that was being helped to achieve

a higher degree of social effectiveness.

In 1965, a pilot Head Start project enrolling 561,000

children was initiated with a federal appropriation of

$96.4 million. By 1970, it had grown to include more than

3,804,000 children from low-income families. According to

Klein, this investment of public funds "has successfully

and dramatically contributed to the professionalization of

early childhood programs and their acceptance into the total

lJenny W. Klein, "Head start: National Focus on
Young Children," National Elementary Principal, LI
(september, 1971), 99.
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educational system."l

As educators have become more cognizant of educa

tional possibilities for young children, the federal invest

ment in early childhood education has grown. In 1968 about

475,000 prekindergarten children had been enrolled in pro

grams funded through Title I, E.S.E.A. Although this

federal legislation was designed to provide financial assist

ance to local educational agencies for the special education

problems of low-inoome ohildren at all levels, a continual

shift in priority status to younger children has oocurred.

By 1975, many state guidelines for Title I had been re

written to enoourage the use of these funds for programs for

three- and four-year-old children. All Title I guidelines

require parental involvement, at least on an advisory basis

to local school officials, and many recommend the involve

ment of parents in the actual learning process--both at

school and in the home.

During the fiscal year 1911, Project Head Start and

Title I, E.S.E.A., continued to provide funding for early

childhood education programs for culturally deprived children.

During this fiscal year, the major sources of new funds for

prekindergarten children were earmarked for the handicapped.

Legislation for special education of the handicapped under

Public Law 93-380, Title VI-B of the Education of the

1Klein, p , 99.
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Handioapped Act., had as its priority the implementation of

speoial programs for the handioapped prekind&rgarten ohild.

Many of the innovative programs under Title IV-C, E.S.E.A.,

were also made available to these same ohildren. New

legislation under Publio Law 94-142, the Eduoation of all

the Handioapped Aot, is soheduled for implementation in

fisoal year 1918 with priority funding to prekindergarten

handioapped children. This legislation will supersede

Title VI-B. Federal funding for these ohildren was also

available through the Bureau of the Educationally Handi

oapped.

To complement these federally funded programs, ten

states have passed legislation and have implemented special

funding for the handicapped child. One such state, Iowa,

will serve children between the ages of zero and twenty-one

with priority given to the prekindergarten child. This

state uses a weighted formula which sends state funds to

the local school district at a rate of from. 2.0 to 4.0 times

the rate provided for the non-handicapped child.

State participation. Liederman suggests that if a

successful and permanent system of early childhood education

is to be established, the commitment and responsibility for

implementing it must be assumed by the states themselvese

He believes the state is the most appropriate level of

government for the planning, administration, and maintenance
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of a comprehensive system serving prekindergarten children. 1

The difficulty with implementing this suggestion appears to

relate to the source of funding. The states have not

unilaterally assumed muoh responsibility for early ohild

hood education.

Allen reported that by early 1974, almost twenty

states had set up offices of Child Development to coordin·

ate and plan more effective delivery of services to young

children and their families. 2 It would appear that the

states are becoming more aware of the need for early ohild

hood education.

The Eduoation commission of the States has provided

the impetus for state involvement in early childhood educa

tion. This organization was formed in 1966 to bring

governors, legislators, and eduoational leaders together to

improve education at all levels in the states. It is an

interstate compact, the only national educational compact

of its kind. 3 The Commission has expressed continuing

ooncern about early childhood eduoation in the conviction

that the states should assign a higher priority to the

lDavid S. Liederman, "Why the States Must Take the
Lead," Compact (July/August, 1973), 5.

2Sa1ly V .. Allen, tiThe Making of State Policy for
Children," Childhood Ed~c.ation, LI (May, 1974), 325.

3I bi d ..
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formative years before first grade. l The Commission has

worked with the states concerned about child development,

has provided practical publications and materials for state

legislators and governors, and has provided state leaders

with consultation concerned with determining priorities and

drafting legislation.

According to Governor Rampton of Utah, who was chair

man of the Commission's Early Childhood Task Force in 1973,

states must assume more responsibility for early childhood

development services. The prospeots for passage of compre

hensive federal child care legislation in the next few years

was not favorable and further gro~ in the field would

depend on state initiative. 2

Parental Involvement

Most investigators of early ohililllood education agree

with the need for parents to take some responsible, organized,

institutional role in prekindergarten education for their

children. The prevailing attitude of separation between home

and school, child rearing and education, was to some degree

2Calvin L. Rampton, "A Commitment in Jeopardy?,a
Compact (July/August, 1973), 3.
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the outgrowth of the fixed view of intelligence and devel-

opment, rather than on the current view of both cognitive

and emotional development. l Until the mid-1960's parents

were told that responsibility for education rested on the

professional in the classroom. As a consequence of Head

Start and other compensatory programs, educators began to

conoern themselves with parent involvement as soon as it

beoame understood that the home greatly influenced the

child's readiness to learn.

Those involved in early childhood education recog-

nize the significanoe and importanoe of experiences in the

home as being effective precursors of formal schooling_

Highberger and Teets support the view that parental involve

ment in the education of young children is extremely

important.

Parent involvement in a program for young
children, or association with a program for
children, promises to be more effective in
changing parent behavior. For middle
socioeconomio-class parents with time and
interest, the cooperative nursery school has
demonstrated changes in parent behavior in
individual cases although there has been little
systematio research on these changes. ~he
research on modeling cited before in th1S paper
offers some support for parents learning new
teohniques for working with their ohildren through
assisting a professional teacher working with

lIra J. Gordon, "Parent Involvement in Early Child
hood Education," National Elementa,rx Principal, LI
(September, 1971) '; 27.
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their children. Recently, Head Start and other
intervention programs with "deprivedu ohildren
(Gray & Klaus, 1970: Radin, 1972) have demon
strated the effectiveness of combining a program
for young ~hildren with a parent education
component.

It was reported by Butler that early childhood edu

cation, especially programs for children under six years of

age, have always been viewed within the field of profes

sional study as a supplement to the home environment. 2

Many programs maintained close contact with the home and

tried to create as consistent an environment for the child

as possible. Such programs, acoording to Moore and Moore,

have shown encouraging results when they have involved

working with the parent and child in the home along with

providing an educational program for the parent. 3

It appears that within the last decade educators have

begun to support the development of parent intervention

programs. Levitt and Cohen stated that "parent interven

tion programs generally have a dual focus: the first was

on the mother as a person in her own right, and the second

lRuth Highberger and Sharon Teets, NEarly Schooling:
Why Not?," Young Children, XXIX (January, 1974), 75.

2:eutler, "Early Childhood Education, lip.. 24.

3MOor e and Moore, p. 19.
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was on her role as teacher of her child. hl Parent inter

vention programs for low-socioeconomic families focused on

the mother, her baokground, and the subsequent influence

she had on her children.

The second focus, that of facilitating the parents'

role as teaohers of their children, was provided through

school-based, group workshops, or home-based programs. The

school-based program has been the most common approach to

supporting parents as teachers. Parents were invited into

the school setting to observe their ohildren where they

might be asked to function as teacher aides. Programs of

this type provided both formal and informal opportunities

for interaction among staff, parents, and children.

A few parent intervention programs have relied exclu

sively on group workshops in preparing parents to work with

their children. Initial workshop meetings were usually

devoted to orientation, demonstration of techniques and

materials, and provision of take-home materials for children.

In subsequent workshops, parents often were given guidance

concerning tutoring procedures to be used with their

children. Parents involved in meetinqs conducted in a

program for young children with low socioeconomic back

grounds were treated with the same respect as that accorded

IEdith Levitt and Shrley Cohen, "Educating Parents
of Children with Special Needs,t1 Young Chilqren, XXXI
(May, 1976), 264a
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to professional teachers.

Home-based programs, of~en a more intensive form of

parent intervention, have been recently developed for

culturally deprived ohildren. Despite the diversity which

exists in these types of programs, a number of common

dimensions are disoernible. According to Levitt and Cohen,

home-based programs inclUde the following = (1) All programs

make some provision for orienting and pretraining workers;

(2) These programs generally make provision for the informal

orientation of parents toward the program's educational goals,

approaches, and materials; (3) Paraprofessionals are usually

parents or other adults drawn from the same socioeconomic

background as culturally deprived children; (4) The approach

most commonly used in parent intervention programs is to

have the worker demonstrate ways of ~rorking with children

as the mother observes; (S) The worker also usually provides

parents with more specific guidance; (6) The worker

generally takes the responsibility for evaluating the child's

progress and formulates ongoing curricular objectives; (7)

Parents are sometimes consulted about the selection of

, t' 1materials and asked for the1r sugges1ons.

It appears that the majority of early childhood

education programs are now including parent involvement as

a basic component. Many experimental programs have reported

lLevitt and Cohen, pp. 267-270.
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growth in the maturity of children when low.... income mothers

have been trained to partioipate in their education.

According to Butler, there is a great deal of research

available to support the importance of the model the

parent sets for the child. It would seem logical that any

appreciable enduring change made in the child can be

effected only through an appreciable enduring change in

the persons most intimately associated with the ohild on

a day-to-day basis. l

EFFECTIVENESS OF EARLY CHILDHOOD EDUCATION

There is little agreement among educators about the

terminology, curriculum, and goals of prekindergarten educs-

tion. Indeed, some educators question the value of early

childhood education and even suggest such programs might

bring possible damage to young children. The controversy

begins at one extreme with those who hold the belief that

three- and four-year-old children are ready for, and need,

school. When given the opportunity to participate in a

formal education program, children are afforded optimal

opportunities to develop in affective and cognitive areas.

They also argue that adequately trained early childhood

educators can do much for young children that many untrained

parents cannot be expected t.o do, or are not capable of

lsutler, "Areas of Recent Researoh," p. 145.
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doing.

At the other extreme are those who believe the best

plaoe for prekindergarten children is at home with their

parents. Advooates of this position claim that prekinder

garten education can be stUltifying or over-stimulating and,

in either case, harmful to young minds. l There is also a

third group of researchers who do not take either of these

two extreme positions. They feel that prekindergarten

programs matter little and are essentially a high-cost baby

sitting service.

Opponents of Prekindergarten Eduoation

Those who oppose formal early childhood education

programs before kindergarten point out the research findings

of psyohologists, psychiatrists, and physiologists in deny

ing the need for such programs. The foundations for the

argument against prekindergarten generally are found in

three areas: the nativistio definitions of human nature;

the Skeptioism generated by critios of present programs;

and the belief that such programs are dangerous to the

young child.

Nativistio definitions. These definitions of human

nature assert that child development is determined largely

IMoore and Moore, p. 16.
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by biological inheritance including genetic patterns. l

From the theoretical positions of the nativists, it is

inferred that prekindergarten education would make little

difference in the linguistic, cognitive, or affective pro

gress of young children.

In the area of psycholinguistics, the dilemma centers

around the extent to which biological or environmental

factors govern the process of acquiring language competence,

or the nature of the interaction between nature and nur

ture. 2 This dilemma is often termed the rationalist

empiricist debate.) The rationalist (nature) takes the

position that language depends upon an inherent ability to

interpret and use language; the concept of such utiliza

tion presumably is built into the genetic system. Dunn re

ported that several nativistic psychologists, such as

Chromsky, Lenneberg, and McNeill, contended thatt

the human brain, at birth, is programmed for
language acquisition so that all except the
severely brain injured, retarded and deaf learn
patterns of speech quite naturally, given almost
any type of social environment. 4

In the cognitive area of development, one of the best

known theories is that of Plaget. As reported by Evans,

1Dunn, p. 44.

2Evans, p. 181.

4Dunn, p. 45.
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Piaget maintained that children develop through identifi

able cognitive stages, in invariant order, at uniform rates

across cultures. l In Piaget·s system of cumUlative develop

ment, the cognitive stages are identified as the sensori

motor stage (birth to two years), the stage of pre

operational thought (two to seven years), the concrete.

operational stage (seven to eleven years), and the period of

formal operations (eleven years and over).2 This theory is

further strengthened since, according to Gaudia, empirical

evidence shows that formal training does not hasten the

appearance of new stages in coqnitive development.) Elkind

suggests that "one clear implication of Piaget's research

on young children's thinking is that formal instruction be

delayed until the age six or seven, when most children can

learn rUles. n4 He is referring to Piaget's conClusion of

the young child's inability to internali~e rules. Since

all formal education involves the implication of rules,

such as writing, spelling, reading, arithmetic, and art, it

makes little sense to begin formal instruction in tool sub

jects until children can internalize and operate according

to these rulss. 5

1Evans, p. 195.
2Ibid .. , p.. 196.

3Gi l Gandia, lfThe Piaqetian Dilemma,lt Elementa;:y
School Jour.na1, LXXIV (May, 1974), 484-485.

4Elkind, p. 50.
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In the area of personality theory, some psyohologists

argue that biological makeup largely determines personality

characteristios. l According to Evans, this theory is in

contrast to the environmentalist theory. He is suggesting

that personality is "developed largely through volitional

motor and social play, including fantasy role enaotn~nts, in

a responsive environment. n2

Program failure. Critics of prekindergarten educa

tion conclude that the largest single effort nationally,

Project Head Start, has been a dismal failure. Comprehensive

previews by the u.s. commission on Civil Rights (1967) and

by Frost and Hawkes conclude that Head Start has not been

effective in assuring lasting gains in affective, coqnitive,

or academic achievement. It is inferred from such a con-

elusion that the program did not narrow significantly the

achievement gap between poor and middle class children.. If

such an inferred oonclusion is accepted whereby deprived

children received no significant growth, it should be even

harder to demonstrate the effectiveness of early childhood

education for children from higher socioeconomic baCkgrounds.)

1Dunn, p. 45 ..

3J oe L. Frost and G. R. Hawkes, The Disadvantaged
Child (Boston: Houghton-Mifflin, 1970), p. 173.



60

White points out that, after nearly a decade of

attempted preventive or remedial eduoation under Head Start

programs, a poorly developing prek1ndergartener 1s not often

converted to an average or above-average elementary school

student. He also concludes that, as far as academic achieve

ment is concerned, Head Start clearly has not been effective

for most of the target poPulation. l

Dangers of prog;ams. The third viewpoint is con

tributed by those who say that prekindergarten education may

be dangerous. Moore, Moon, and Moore cited three types of

studies which they said supported the conclusion that early

childhood programs may not be necessary and may hold the

possibility of dangerous effects to the young child. The

first involved early versus late formal school entry in

which studies had demonstrated that children who entered

school at the age of six soon caught up with those who had

participated in prekindergarten education. The second type

of study involved neurophysiology and cognition. These

studies generally found no support for early formal instruc

tion. The findings of neurophysiologists, psychologists,

and medical personnel oited were in agreement as to the

stages at whioh children normally were ready to think

abstractly, or organize faots, and to sustain and retain

lBurton L. White, "preschOol: Has it Worked?n,
Compact (July/August, 1973), 6.



61

learning without undue damage or strain. The third area

involved maternal deprivation studies. l

Moore and Moore argue that early childhood education

can deprive the young child of needed mothering. Maternal

attaohment/deprivation stUdies demonstrated the oognitive

and affective value of a warm, consistent, and continuing

home environment whioh a planned sohool program oould not

provide. They oited Bowlby who suggested that dangers from

maternal deprivation may exist until eight years of age or

older. They advooated using educational resources to

strengthen the home, reserving formal early ohildhood

education for the deaf and other seriously handicapped

children, and informal day oare for young children of

working parents. 2

Acoording to Moore, there was no evidenoe that early

eduoation should be provided for all children. The primary

task with children was to build values and self worth.

Researoh suggested this was best done in the home. He be

lieved educators should work to strengthen the homes and

develop parental understandings and care of children rather

than taking children out of the home.
3

lRaymond S. Moore, Robert D.. Moon, and Dennis R.
Moore, "The California Report: Early Schooling for All?",
Phi Delta Ka2pan, LIII (June, 1912), 611-619 ..

2Moore and Moore, p. 11.

3Raymond S. Moore, "Let's Keep the Little Kids Home,"
Compact, VII (November/December, 1913), 22-23.
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Proponents of Prekindergarten Eduoation

Four areas of opinion underlie arguments for early

ohildhood eduoation. These inolude: the environmentalists

in the nature-nurture oontroversy: the studies suggesting

that prekindergarten education at least can promote social

development; those who base their point of view on studies

which show that early childhood stimulation is likely to be

more effective than later stimUlation, and those educators

who dispute the argument that prekindergarten programs can

be dangerous to the young child.

Th~ environmentalist view. This view can be char

acterized by the importance that Bloom emphasized for the

early years of intellectual development and the signifi·

cance of environmental encounters in that development. In

a synthesis of existing research, Bloom concluded that "at

least for extremes in environment there are clear-cut

differences in the levels of intelligence reached by chil

dren". He hypothesized that the effects of environment

appeared to be greatest in the early (and more rapid) periods
1of intellectual growth.

Regardless of one's theoretical orientation, many

would agree that environment can play a decisive role in the

development of the mind. ~~at seemed crucial to the

IBenjamin S. Bloom, Stability and Change in.Human
Charaoteristics (New York: . John wIley and Sons, 1964),
p~. 7?L
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discussion in the literature appeared to be which frame of

reference the reader supported as being the most appropri

ate environment for learning--the home and the immediate

neighborhood or a somewhat more organized educational

setting_ Certainly undesirable experienoes for ohildren

may occur in any of these settings. Aocording to Butler,

the basic question is how one balanoes the responsibility

of the family with the responsibility of the society to

provide for the eduoation of ohildren. She states that

school is the most stable experienoe in the lives of young

children and that:

In the United States we currently have less proof
of the effectiveness of the home, exclusively, in
working with the ohild for the first seven years
than we have of the effectiveness of the sohools
and the home as partners in working with the
child for the first seven years.

In the linguistios area, strict behaviorists argued

that oral language was learned solely through operant oon

ditioning and speeoh patterns were built through a process

of response and reinforcement. 2 Reported in a review by

Evans, such speech patterns could not be learned from a home

environment alone, sinoe parents, whose abilities to teach

children vary greatly, have not been provided typically with
3

sufficient knoWledge, skills, and materials.

lButler, "Early Childhood Education," p. 25.

2Dunn, p , 46.
:3Evans, p. 373.
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In the area of oognitive development, Dunn expressed

the opinion exemplified by the moderate environmentalists.

This opinion hypothesi~ed that any subjeot could be taught

effeotively in some intelleotual honest form to any ohild

in any stage of development~l Evans also points out the

growth of conviotion among psyohologists about the orucial

role of environment stimUlation in ohildren's oognitive

development. 2 Fowler's early analytio revi~ of early oogni

tive learning led him to the oonclusion that the early

years were better than those later in the development

sequence for building oonceptual learning sets, interests,

and habit patterns. Be further promoted a oognitive

stimulation approaoh for prekindergarten eduoation of cul

turally deprived children.)

In the area of personality development, Dunn pointed

out that the newborn ohild was lacking a personality and

must develop one through "reactive mechanisms" in response

to the environmental situations in whioh he found himself.
4

For Evans, personality development during the first six

years of life involves the achievement of a basic sense of

1Dunn, p. 46.

2Evans, p~ 2.



65

trust, autonomy, and initiative. l What is needed was an

environment of safety and free exploration. Early educa

tion could provide these approaches which might or might

not be available in the home environment.

Social development. A second body of literature

underlying arguments for prekindergarten education were

studies suggesting that early childhood education programs

did promote social development. Research evidence sug

gested that programs which had social development as the

curricular emphasis resulted in the reduction of children's

infantile behaviors. 2 These children generally had become

adjusted socially. Highberger and Teets concluded that

studies demonstrated that children who showed extreme social

withdrawal beoame more sooially responsive when participat

ing in a prekindergarten program.)

White, who earlier was oited as criticizing Head

Start for its poor aoademic effects on children, conoeded

that Head Start may have substantial health and social
4development benefits whioh have not been measured. Shane

suggested that one attribute of most developmental early

childhood programs will be improved level of socialization

of the young child. He said this will be reflected in the

lEvans, p. 59. 2ounn , p. 46.

JHighberger and Teets, p. 73.

4Wh i t e , p. 6.
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child's better adjustment to school routines and organiza-

tion and to the roles of teachers and other personnel. l

Those who have followed the descriptions of many of

the widely publioized programs of cognitive learning in this

country might have inferred that other areas of development

in the young chiId were not important. There appears to be

more interest and concern in this area now than in previous

years. Butler stated that there are relationships between

adjustment problems in early childhood education programs

and those experiences later in life. Butler further stated

that advocates of suoh programs believed they contributed

to better human relations. 2

EarlX stimulat;,ion. Advocates of early childhood edu

cation often base their point of view on influences drawn

from Bloom's statement that 50 percent of intellectual

development is attained by the age of four, as are most

other human oharacteristics. Furthermore, he observed that

it beoomes more and more diffioult to change many human

Characteristics as they become more fully developed.) Con

clusive evidence is still not available a deoade after

Bloom's study to substantiate or refute his theoretical

2Butler, "Areas of Reoent Researoh," p. 146 e

sBloom, p e 88.
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positions. It appears the implication is that stimulation

in early ohildhood is likely to be more effeotive than

stimulation at a later point in life.

The dangers 2! programs. There appears to be a

great amount of pertinent and fundamental literature avail

able in rebuttal to the Moore, Moon, and Moore artiole which

stated a possible hazard to young ohildren participating in

early childhood programs. l For example, Highberger and

Teets supported the conClusion that "multiple mothering"

was not detrimental to normal children and did not reduce

their attachment to their mothers. They argued that pre

kindergarten education actually helped three-year-old

children develop a sense of autonomy and initiative,

especially when they were separated gradually from their

parents without undue anxiety. They went on to point out

that many homes could not provide the space, equipment,

and adult guidance for children to learn adequately about

the world around them. 2

Butler generally concurred with the opinion of

Highberger and Teets concerning the young child's separation

from his mother due to participation in a prekindergarten

program. She suggested further that "it is unbelievable

IMoore, Moon, and Moore, p. 615.
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that any parent would equate two to three hours spent in a

good eduoational program with maternal deprivation. tl l

SUmIna!l. Several writers viewed early ohildhood

eduoation programs as a means to positive ohange in the

public school systems. Klein stated that Head start

strongly influenced the curricula of the nation·s kinder-

garten, the acceptance of paraprofessionals by the public

school systems, the professional educator to design programs

that were relevant to the cultural and ethnic backgrounds

of children, and the encouragement of extensive research in

areas related to early childhood. 2 Shane suggested that a

"domino effect" on the elementary school would take place.

He said that one of the most significant aspects of early

childhood eduoation might, in the long run, prove to be the

chain reaction of innovations it could trigger in education

as a whole .. 3

RELATED RESEARCH IN EARLY CHILDHOOD EDUCATION

The last twelve years have brought about an increased

interest in the effect of educational programs on the child's

cognitive abilities. Most of the research, particularly

government funded programs specifically directed toward

IButler, "Early Childhood Education," p. 24.

.2Klein, p. 103 ..
3 5Shane, p .. 3 ..
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culturally deprived ohildren, has placed a high priority on

cognitive development. This has broUght about a new

interest by researohers in measuring the suocess of such

programs by using to tests. According to Butler, partici

pation in intervention programs helps to stop progressive

retardation of culturally deprived children, but does not

close the gap between them and middle-class children. l

Studies Rep<?rtint the Effects of a Prekindergarten
ExperIence onCh ldren

In examining the researoh regarding early childhood

education, emphasis has been placed upon studies completed

during the last decade. In a study oonducted at a demon

stration child development center, Rodman (1973) attempted

to evaluate children's intelleotual growth and development

in a planned educational prekindergarten curriculum.
2

Ten

children from the oenter were used as the experimental

group. The researcher decided that these children had to

be enrolled in the oenter for at least ten months before

they oould be inoluded as part of the sample. During- the

first week of their attendanoe at the center, the ohildren

lnutler, rtAreaa of Recent Research," p. 144.

2J oan I. Rodman, TO. Evaluate Children's Intellectual
Growth and Devalo mane in the.sontheast Kansas DemonstratIon
C. . DeVel()tment Center, Fort scot, u.s , , Eucat one
Resources In~ormatlon center, ERIC Document ED 076 245,
February, 1913 ..
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were administered the Denver Development Soreening Test.

After ten months, the children were evaluated with the same

test. The Walker Readiness Test, Forms A and a were also

administered at the end of the ten month period. A pretest

was not administered since the test was not available until

five months had elapsed.

Ten prekindergarten children not attending this

center or any other type of early childhood center were

seleoted for the control group. These children were adminis

tered the Denver Developmental Screening Tes! during the

first month that the center was in operation. After ten

months, to coincide with the experimental group, the Denver

Develo;pmental Soreeninjt Test was also administ.ered, as was

the Walker Readiness Test.s, Forms A and B.

The results of this study indioated that the experi

mental group showed a higher, but not significant., average

in their reading readiness scores. It also showed a greater,

but not signifioant, increase in their overall growth and

development. The oonclusions derived from this study seemed

to demonstrate that a currioulum-oriented-child development.

center whioh enoouraged growth and development helped a

child in the areas of reading readiness skills, physioal

co-ordination, and socializat.ion skills.

Beller (1912) invest.igated the interplay of motiva

tion and sooioemotional interactions bet.ween the child and

his eduoators on the later development of culturally
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deprived children.
l

The study attempted to concentrate on

obtaining a broad spect.rum of the child's functioning and

cha.nges in the child's functioning over time. The focus

was equally on immediate and long range effects of early

educational intervention. By attempting to encompass a

wide range of the Child's functioning and a broad temporal

span, it was hoped to avoid fragmented findings.

A sample was drawn from four public schools located

in an urban slum area, and black children constituted 71

peroent of the population in the tarqet area. Each of the

four schools in the area opened a nursery program for

fifteen four-year-old children. Each classroom had one

head teacher and one assistant teacher and the classes

operated four days a wakk. On the fifth day, the teachers

were engaged in a oontinuation of their in-service training

program, makinq home visits, and working olosely with

parents and sohool personnel.

Three groups of ohildren were used in the study: (1)

an experimental group consisting of ohildren involved in the

nursery school at age four; (2) a control group oonsisting

of ohildren entering school at age five; and (3) a control

group oonsisting of children entering school at age six.

lE Runo Beller, Impact of Early: Education on 01s
advantagedch11dren, U.S~, EducatIonal Resouroes Information
Center, ERIC Document ED 069 428, 1972.
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The three groups did not differ from each other in their

intellectual functioning ~hen entering sohool. The re

searcher tested these children periodically until they com

pleted grade four. The ~tanford-Blnet ~est, the Peabody

picture VocabulaEl Test, and the Goodenough Oraw-a-Man Test

all were used in the analysis.

The findings indicated an increase of over six points

in 1Q (92.1 to 98.6) from nursery to kindergarten, an

increase of over two points in IO (92.2 to 94.4) for the

children entering kindergarten to their performance in the

first grade, and a decrease in IO for children entering

school at first grade (from 89.9 to 88.G). These ohanges

were found to differ significantly from one another when

tested by an analysis of variance for repeated measures

(p < .01). This stUdy concluded that the measured increase

in the level of intellectual functioning resulting from a

child's initial exposure to formal education is greater the

earlier the child starts school.

DiLorenzo (19G8) randomly assigned 780 three and one

half to four and one-half year old culturally deprived
1children to experimental and control groups. The control

group received a traditional ha1f~day nursery school program



73

while the experimental group experienoed three different

treatments varying in rationale, oontent., and time of ex

posure. This lack of oonsistency i.n the independent vari

able was explained as resulting from the large numbers of

sohool distriots involved. For various reasons 465 ohildren

were available for posttssting from the Stanford-Sinat Test

and Peabody Pioture Vooabula~ Test.

The results indioated that the experimental group

had exhibited no ohange on the Stanford-ninet Test, while

the control group had a signifioant mean loss of 2.55 points

(p <: .05). It was concluded that such enrichment programs

have the potential of preventing regression that frequently

is encountered.

In another study by DiLorenzo (1969), approximately

eighteen hundred children from eight school distriots in

New York state were selected for the purpose of evaluating

the effects of year-long prekindergarten programs for cul

turally deprived children. l The study focused on factors

which the school considered important; major objectives of

the programs were intelligence, language, self-concept, and

physical development. The basic design for this study was

a longitudinal experimental paradigm with two replications.

lLouis T DiLorenzo p~ekinder9arten pro;rams for
Educationall D!sadvanta ed. Children', FIna!J!ep§rt, u.s .,
E ucat onal Resources Informat1on center, ERIC DOcument
ED 038 460, December, 1969.
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The basic data were colleoted on three suooessive groups of

children who were pretested, assigned to experimental and

control treatments, posttested, and followed into kinder

garten, first, and second grade. The Stanford-Binet Test
~

and the Peabodl Picture VOCabula!y Test were used as pre-

test instruments and to pair children for the two groups.

These two instruments in addition to the Illinois Test of

Psycholinggistic Abilities were given at the end of the

prekindergarten year.

As a follow-up to the prekindergarten experience, the

MetroJ2olitan Readiness Test was given at the end of the

kindergarten year to measure school readiness. At the end

of first grade, the Metropolitan ~chievement Test, Primary I

Battery, was administered to check school aChievement.

Achievement also was measured at the end of the second grade

with the MetroPQlitan Achievement Test, Upper Primary

Battery ..

The experimental group of cognitive prekindergarten

programs scored significantly higher on tests given at the

end of the prekindergarten, kindergarten, and first grade

years than did the control groups. eowever, by the end of

grade two, there were no signifioant differenoes between

aohievement saores of the two groups.

Lysiak (1973) conduoted follow-up researoh on

ohildren who had been enrolled in the Central Cities Early
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Childhood program.

l
The purposes of this study were to

determine: (1) the long-range effeotiveness On ohildren's

cognitive and affective development of one, two, and three

years of the program~ (2) how long prekindergarten inter

vention must be continued to significantly alleviate

special problems of culturally deprived ohildren, and (3)

the optimum age to begin prekindergarten intervention.

During the three-year periOd of operation, from

September 1968 to June 1971, five groups of ohildren whose

ages were two through five were enrolled in the program for

varying lengths of time and entered at various ages. These

children had been enrolled for at least one year in the

program funded under Title III, E.S.E.A. tysiak was able to

test 175 of the original 220 children from Spring 1972

through Spring 1973. These test dates including two others,

the pre- and posttests administered to program participants,

allowed the researcher to determine longitudinal mean score

gains for each group. The Slosson Intelligence Test and the

~eabod~ Picture Vocabul!!y Test were used and only children

with scores from all four testing dates were included in the

study.

Results from tests given at the beginning and at the

IFloy L Lysiak FOIIOW-Ut.Research on.Children Who
Were Enrolled in the C~ntral.clt~es Earl .. Childhood.pr •
FInal Re£ort, u.s., Edueat ona Resources n ormaton Cen er,
ERIC Document ED 082 828, June, 1973.
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end of the early ohildhood year indioated that ohildren in-

oreased their scoras on these tests in direct relationship

to the number of years in the pr09ram. The follow-up

research indicated the program effectively helped ohildren

develop an adequate self-concept, as well as social, emo

tional, motor, and physioal skills for suooessfu1 peer and

teacher relations two and three years after their prekinder

garten experiences. During and one year after prekindergar

ten, children had maintained IQ gains as measured by the

Peabody test. After three years in the program, first

grade entrants soored signifioantly higher on a school

readiness test than did their classmates, but did not achieve

as well as predioted by the end of first grade. Two years

after the prekindergarten program, ohi1dren with three

years of prekindergarten experience made one year's gain on

an achievement test but were below grade level on national

norms. It was also noted that two years after the oonolu

sian of the program, children's IQ scores were not signifi

cantly different from their scores at the time they entered

the program ..

It was eonoIuded that ohildren with three years of

continuous intervention before entering the first grade

progressed more satisfactorilY and retained gains longer

than children having one or two years of intervention.. Also,

because the program alone was not able to sustain the dis

advantaged child'S progress during primary years, it was
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reaommended that further supportive experiences for such

children be included by the school system in primary

programs.

In a similar study, Coffman and Dunlap (1968) exam

ined the effects of a prekindergarten experience On

children at the end of the early childhood year and after

they had completed kindergarten. l The research involved

matched groups of children representative of the local

population. The experimental children were designated by

chance and complete data for ninety-one experimental and

115 control children were available for analysis. The de

velopmental needs of these children (motor, auditory,

language, visual, retention) were identified by a test

battery which included the DevelOPmental Test of Visual

Motor Integration, Illinois Test of Psygholinguistic

Abilities, and the Peabody Picture Vocabula!y Test.

Results indicated that at the completion of the pre

kindergarten year the experimental group surpassed the

control group at a statistically significant level of con

fidence (p < .05). The kindergarten experiment was a

fOllow-up study of the prekindergarten children of the
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Pr evi ous year. Comple·ta A~t i
. .. ... '4~ a Were Ava lable for analysis

on eighty experimental children, sixtY-four control children

who had attended nursery school, and sixty control children

who had not participated in any early childhood program.

Results indicated that the experimental group did not main

tain the superiority at a statistically significant level

from the previous year.

In a project to improve the education of culturallY

deprived ohildren, Kershner (1969) studied the effect of a

prekindergarten program whioh focused on children's specific

behavioral deficits, teacher preparation, parent attitudes,

health and service agencies, and looal school districts. l

The projeot was carried out in a rural low-income Appa1aohian

school with 122 children, 70 percent white and 30 percent

non-white, as well as an urban low-income school with 350

children, 95 percent white and 5 percent non-white. An

emphasis on individualization and an ungraded teaching

approach was used in the rural school for children in kinder

garten through third grade. Teachers met with testing and

curriculum consultants; parents attended group meetings;

and future program plans were made by the local school

district. The urban school proqram was similar but had a

lKeith M Kershner Pennsylvania Preschool and
Primar Educat:i~n Pro eet; .•• 1968-1969 Fis:ca);:Report :t:o the
Ford Foundat1on, U.S., Educat anal Resources In ormat on
Center, ERIC Document ED 033 159, October, 1969.
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more aotive and successful parent education program and

better coordination of agencies.

To evaluate the program, all children were pre- and

posttested, using the Oral Language Scale, the Science and

t!ath Study GrouR Individual Math Invento!y, the Metropolitan

Achievement Test, and the California Test of Mental Maturity ..

The results of the study showed that both groups of children

made significant cognitive gains and the teachers in both

schools improved in knowledge of education for the cultur

ally deprived ..

In another study, a Title III, E.S .. E.. A.. project was

designed in the Colorado springs Public Schools (1972) to

identify underdeveloped or abnormal behavior characteristics

in the prekindergarten child and to initiate an educational

treatment plan which would ameliorate the developmental

problem. l The participants were identified from approxi

mately one thousand children attending nursery schools or

Head Start classes.. Identifica.tion of disabled children

was made from the various schools and si~ty-five children

were included in the program.. Forty of the more severely

disabled were enrolled in one of four special daily classes

and received prescribed instruction from two teachers

lcolorado Springs School District 11, COlo~ado, Focus
on Presohool Davelo mane problems. Final Evaluat~on Re •. rt,
197 -1972, U.S .. , Educatonal Resources In annat on Center,
ERIC Dooument ED 078 945, 1972.
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assisted by two aides. The other twenty-five received

training at home from their parents under the supervision

of the diagnosticians. Diagnostic attention fooused on

four syndromes which provided a broad base for interpreting

a child's deficit behavior. These included the vi.ual per

ception functions, the visual motor functions, and all

aspects of auditory functions which primarily affect speech

and language capabilities.

The evaluation data consisted of both process and

product evaluation with input from parents, teachers,

students, and specialized personnel. Scores from the

Wechsler Pre-School and Prima;y Intelligence Test were used

in the analysis. The data indicated that children showed

gains in IO scores and had demonstrated progress in readiness

scores at the and of kindergarten. First grade achievement

soores were lower than readiness prediction, indicating that

the children were regressing once intensive treatment had

The Westinghouse Learning Corporation and Ohio

University (1969) conduoted a large scale study to determine

whether the gains of children given prekindergarten experi

ence relative to those who had no such experience were main

tained through the elementary grades. In this study a sample

equal to 104 summer and fUll-year Head Start centers was
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selected representing a cross-seotion of the country.l

Children who had partioipated in the activities of these

centers and were in the first, second, or third grades were

tested with the Metropolitan Readiness Test, the Stanford

Achievement Test, and the Illinois Test of Psycholini9istic

Abilities. Children in the control groups from each loca

tion who had no Head Start experience and were also in the

first, second, and third grades were selected and tested

with the same instruments. All children had resided in

their respective areas since the inception of Head Start.

Relevant differences were not found in the personal and

background characteristics of the experimental and control

samples. No relevant differences were found between the

remaining control sample and the population of non-Head

Start people who had migrated from their areas since the

inception of Head Start. The samples were reasonably similar

except for the fact that some children had received a pre

kindergarten experience.

The findings of this study were: (1) summer programs

were ineffective in producing lasting gains in affective and

cognitive development: (2) full-year programs were ineffec

tive in aiding affective development and only marginally

lwestinghouse Learning corporation, New York, ~he
Impact of Head Start- An Evaluationof.the Effect.so· Head
Start on ChIldren r s. Conrtii!:an~.Al~ec:tIv~ .De:ve!?pnj~n.t,
Ue8., Educat ona Resources In ormat on Center, ERIC
Document ED 036 321, June, 1969.
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effective in producing lasting oognitive gains: (3) all

Head Start ohildren were still oonsiderably below national

norms on tests of language development and scholastic

achievement, while school readinee n at·· Nr·aAe on a. h dgg ~ u _ approac e

the national norm, and (4) parents of Bead Start ohildren

voiced strong approval of the program.

Summa~ of Reported Studies

It appears that many early childhood eduoation pro

grams produced intellectual gains at the end of their

prekindergarten experience for culturally deprived children

and the intellectual improvement remained stable at least

through one year of public school experience. The programs

also were generally successful in bringing these children

to an adequate level of first-grade readiness. However,

longitudinal studies have shown that these gains were lost

after a period of two or three years in the public school.

Studies tended to conclude that the increase in the child's

intellectual functions were based on his initial exposure

to formal education. It appeared that there was a relation

ship between the number of years a ohild attended an early

childhood education program and the ohild's ability to

successfully maintain achievement levels in the primary

grades. This gain was not maintained after three years in

the public school.

Regardless of the results, teachers and parents
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strongly approved of preklnderqarten programs. Studies did

tend to show long!tudinal growth in areas other than the

cognitive area. These areas included sooial, emotional,

motor, and physical development. It is important to note

that impact in such affective or non-instructional areas

had not been substantiated through empirical research.



Chapter 3

METHODOLOGY AND DESIGN

A disoussion of the prooedures and instruments used

in the study is presented in this chapter. The design of

the study, the rationale for the stUdy, a desoription of

the project, and the seleotion of the population are given.

A desoription of the instruments used in seleotion of the

population and the instruments used to measure growth and

status faotors are presented. Attention is drawn to the

statistical design used to analyze the data.

DESIGN OF THE STUDY

The basic purpose of the study was to examine a

formal prekindergarten educational program by comparing

growth and status factors of culturally deprived children

who had participated in an early childhood program with

children of similar backgrounds who had not participated in

such a program. Culturally deprived prekindergarten children

in an early childhood program were examined for retention of

growth. To accomplish this, data were collected from tests

given children participating in an early childhOod program

for three separate project years, beginning with the school

year 1973-74 and ending with the school year 1975-76.

Data for the research project were taken in five

elementary schools designated as project area centers.
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These five elementary schools met the eligibility criteria

of the regulations as set down by the T1'tl6 I ~ S
"" , £to .11:.1\..

legislation. The Iowa Department of Public Instruction had

approved three of these centers as project schools for the

early childhood program. They were funded by Title I,

E.S.B.A. and made up the experimental school-based group.

The other two schools, although meeting the same criteria

as the three project schools, were not included in the

experimental school-based part of the project because fed-

eral funds were not available. These two schools were used

to identify children for the experimental home-based group

and the control group.

The participants in the experimental school-based

group varied from eighty-two to ninety-six four-year-old

prekindergarten children during the three years designated

for the study. Different four-year-old children were

included for each project year.

During the first project year, 1913-74, an experi

mental school-based group was established. The second

project year, 1974-15, included an experimental school

The third project year,

1915-76, included an experimental school-based group, a

control group, and an experimental home-based group.

The Slosso~ !ntelliqeno.E! Test for Children and Adults

was administered to all children, including those in the

two types of experimental groupS and the control groupS, at
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the beginning and at the end of their prekindergarten year

for each project year. In addition, this same test was

administered to a sample of the children who participated in

the 1973-74 project after these children had completed

grade one. These scores were compared with the IO soores

taken at the beginning of the prekindergarten year using a

t-test for correlated data as the statistical teohnique.

A sample approximately equal in number to that of

the control group for the project year 1974-75 was taken

from the experimental school-based group. The Comprehensive

Test of Basic Skills was administered to both groups at the

beginning and at the end of their kindergarten year. A

t-test for the difference between mean change soores of

independent samples was employed to analyze the reading and

mathematics achievement of the two groups during their

kindergarten year.

The Metropolitan Readiness Test was also administered

at the end of the kindergarten year to these groups from

the 1974-75 Early Childhood program. To investigate reading

readiness status of the two groups on this test, at-test

for a difference between means of independent samples was

first employed. Reading readiness was also investigated by

analyzing the within-ability-level status of the two groups

while equating out the measured 10. A t-test for correlated

data was then used in the analysis process.

Both experimental groupe and the control group of
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the 1975-76 projeot year reoeived two different tests in

addition to the IQ test. Eaoh test was given at the

beginning and at the end of the children's prekindergarten

experience. These two tests were the Developmental Test of

visual Motor Integration and the Illinois Test 2! Psycho

linqqistic Abilities: Grammatio Closure Subtest.

using the pretest soores, a discard process was

employed to form the final comparison groups. The posttest

scores were then separately analyzed using a one-factor

analysis of varianoe technique. The Scheffel Test for pair

comparisons was used whenever statistical significance in

the analysis of variance test was found.

The Boehm Test 2! Basic Conoepts was also adminis

tered at the beginning and at the end of the prekindergarten

year to the two experimental groups of the 1915-76 project

year. By utilizing raw scores from the pretest, sUbjeots

from each group were selected and matched in order to

equate the two groups. A t-test for the mean difference in

correlated samples was then applied to the posttest scores

in order to analyze the data.

PROJECT DESCRIPTION

The data for the study came from a project funded by

i 1 T•• his project proposed to develop an early
T te I, E~S.E~A. .

childhood program for selected prekindergarten children in

target school areas that would: (1) provide professional



88

screening and diagnostic procedures to identify each

child's needs; (2) alleviate developmental lags and defic

iencies, and (3) design an individualized remedial program

for the participants. Parental involvement in all phases of

the program was encouraged at home as well as in the center,

thus, assuring understanding and follow-through of prescrip

tive activities.

It was the desire of the researcher that the objec

tives of the project would show that participating children,

when compared with similar children who were not able to

participate in such a formal early childhood program, would

show a statistically significant increase in cognitive

ability, concept formation, and the ability to express them-

selves in a grammatically correct manner. Also, the pro

ject teachers hoped that children identified as showing

develoPmental deficiencies in socialization skills would,

between the beginning and the end of the prekindergarten

year, exhibit growth in predetermined skills.

The basic purpose of this project was to diagnose

the needs of each child and to provide individually pre

scribed activities to meet these needs. The major thrust

of the program was the instructional component, supported

by parental involvement and health education.

The project took place in a midwestern city of

110,000 people surrounded by a large agricultural area.

t.. rade.. mnd·. d.istribution center for easternThis city is a G
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Iowa, and much of its light industry is devoted to the

processing of food. The sohool district serves approxi

mately 23,000 pupils in thirty-seven sohools. Of this

total number, 2,200 pupils qualified for programs funded

under Title I, E.S.B.A.

The experimental sohool-based portion of the project

was located in three sohools and each sOhool operated a

morning and an afternoon session involving no more than

sixteen children per session. Each child attended classes

four days per week, Monday through Thursday, for two and

one-half hours per day. Each child participated in

approximately six hundred minutes of classroom time per

week. Friday of each week was devoted to program planning

and review, staffing with resource personnel, parental

inVOlvement, and inservice training.

The school year followed that of the regular elemen

tary school calendar, including inservice and clerical

days, holidays, and vacations. The week before school

started, early childhood teachers were involved in a program

of inservice training and rOom preparation.

The first three weeks of school were devoted to

selecting program participants and holding health clinios.

During this period, a home visit was made to meet the

parents and the child, to assess the child in his home

environment, and to review program goals with parents and

Children who
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were to participate in the experimental school~based

centers met as a class Nr t i~ oup sartng in late September.

Early childhood classes ended the last week in May. The

following week was devoted to program completion, evalua

tion, record-keeping, home visits, and visits with kinder

garten teachers.

During the 1975-76 school year each Early Childhood

Center included one certified teacher and two associates.

Other staff in the project included one evaluation techni-

cian, one speech clinician, and one nurse. The services

of the project staff were supplemented by the building

psychologist, counselor, and media specialist.

Staff inservice sessions were scheduled ~~roughout

the year. Pre-service included a training period in (1)

administering various screening and evaluation instruments

and interpreting the results, (2) conducting home visits,

and (3) reviewing the project handbook and objectivese

Friday staff meetings were held once each month in one of

the centers so that teachers had opportunities to share new

or different materials and activities for accomplishing

project objectives. Throughout the year, workshops were

conducted by the speech-language clinician, the early child

hood nurse, the project resource staff, and other school

and/or Area Education Agency specialists.

Upon admission to the early childhood program,

records of each child's test results were analyzed to
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provide data concerning the areas of auditory and visual

perception, gross and fine motor skills, visual motor inte

gration, and expressive and receptive oommunication. Using

this profile of strengths and weaknesses, the early child

hood staff established instructional objectives for each

child.

Teachers kept individual logs of each child whioh

detailed the progress he made through the individualized

sequence of objectives and activities designed for him.

Children with suspected deficiencies in speech and language

beyond the scope of planned classroom experiences were

referred to the early childhood speeoh clinioian for inten

sive therapy.

Total group experiences such as cooking, storytime,

and field trips provided opportunities for development of

socialization skills and expansion of each child's under

standing of the world in which he lived. Daily aotivities

were conducted in a warm, accepting environment and were

directed toward the development of the Whole ohild--his

mental, social, physical, and educational being.

The health component included the assessment of the

medical needs of children: dental, visual, and hearing

screening. Health histories for each child were taken, and

children who had not yet had physical examinations were

., .. The nurse participatedreferred to their private phYS~C1ans. -

in staffings of children and contributed information toward
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the formation of a prescriptive plan for each child's

developmental program.

In addition to serving on Title I Parent Advisory

councils and Boards, parents were involved in activities

which included meetings and workshops, volunteer work in

the Center, and home visits by staff members. Staff

members periodioally oonducted special workshops, covering

such topics as safe toys, good books for children, con

struction of "at-aome" learning materials, and techniques

for working with and disciplining young children. Resource

personnel were available to consult with parents when their

children had special needs.

SELECTION OF THE POPULATION

The experimental school-based groups of the Early

Childhood Program operated in regular kindergarten rooms

at three target schools. These schools were chosen from

the list of eligible Title I schools according to need as

shown by the kinder9arten MetropolitClIl Readiness Test scores

and the school census. Any child residing in one of these

three school attendance areas who was four years old by

September fifteenth was tentatively eligible as a partici-

pant in the experimental school-based group. Letters were

t.. o all· f th p.re.k 4nd6rgarten children andBent parents oese. • ~ .

interested parents contacted the early childhood staff to

schedule screening dates. A concerted effort was made by
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project staff to contact all parents and to screen all such

children during the first three weeks of September. These

children were administered the Slosson Intelligence Test

for Children and Adults, the Illinois Test 2! Psycholin~is

tic Abilities: Grammatic Closure Subtest, and the DeveloE

mental Test of Visual Motor Integration. A personal parent

child-teacher interview was held by the project staff for

all children scoring below the fortieth percentile on at

least one of these testing instruments. At this time final

determination was made as to whether the child would parti

cipate in one of the experimental school-based groups.

In addition to the school-based program there was an

experimental home-based group and a control group involving

children who resided in two other Title I target area

elementary schools. These children were also tested during

the first three weeks of september with the same instruments,

and they had to meet the same requirements as the experi

mental school-based group to be participants in one of

these groups.

For the 1973-74 school year only two centers were in

operation and a total of eighty-eight children were screened.

This resulted in an initial enrollment of eighty-two

children in the program for that year.

For the 1974-75 Early Childhood Program, 161 children

d f
· dm.·.. iG~~on to. the experimental school-based

were screeneor a ~g.

groups. One hundred five were eligible on at least one of
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the three criteria previously described and ninety-six were

accepted into the program. In addition to these ohildren,

eighty-three children living in the two other Title I

attendanoe areas not served by the experimental school

based groups were screened in order to establish the con

trol group. Thirty-one of these children met the criteria

established for admission to the program. Table 1 sum-

marizes the screening, eligibility, and admission data for

the 1974-75 Early Childhood Program.

TABLE 1

1974-75 EARLY CHILDHOOD PROGRAM
PUPIL SUMMARY

Group
Number

Screened
Number

Eligible
Number

Participating'

Experimental
School-based

Control

161 105 96

83 40 31

For the 1975-76 Early Childhood Program, two hundred

children were screened for admission to the experimental

School-based group, using the three tests specified in the

One hundred ten different children

Although all

section on eligibility.

Were enrolled in this group during the year.

d po~ttests the evaluation numberchildren received pre- an g ,

lIed in the program onconsisted only of those children enro
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or before the first day of November, 1975. These children

constituted the experimental school-based group.

The experimental home-based group was made up of

twenty-one children, all of whom were pre- and posttested

with the sarne instruments used with the experimental school

based group. The control group was made up of nine

children who qualified for the program hut received no

treatment. Table 2 summarizes the screening, eligibility,

and admission data for the 1975-76 Early Childhood Program.

Reductions in numbers occurred in each of the groups

during each of the three school years because of the

following factors:

1. Some families moved out of the school district

prior to the end of the testing period of the study.

2. For purposes of the study, equal numbers of

children in each sex sub-group were desired for the

statistical treatment of the data from the 1973-14

was reduced to eleven children.

'd. bv fts~igning. numbers consecutively tot10n was one ~ a a

e.l 4 g•. ib.l b individuals, and the table of randomthe • v

numbers in Basi~ Statistical Methods by Downie and

Early ChildhOod Program. Therefore, by means of

random selection from the fifty-six children still

residing in the school district at the end of the

school year 1975-76, the total in each sub-group

The random selec-



TABLE 2

1975-16 EARLY CHILDHOOD PROGRAM
PUPIL SUMMARY

Groups
Number

Screened
Number

Eligible
Number

Enrolled
Mean
Age

Age
Range

Number
Dropping

Evaluation
Number

Experimental
School-based

Experimental
Home-based

Control

200 129 94 4.5 4.0-5.8 15 79

41 40 31 4.5 4.0-5.0 9 22

19 9 NA 4.5 4.1-5.0 0 9

~

0"1
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Heath was used to seleot the members of the sample. l

For purposes of the study, approximately equal

numbers of children in the control group and the

experimental school-based group were desired for

the statistical treatment of the data from the

1974-75 Early Childhood Program. The control group

had previously been set at thirty-one children

based on the availability of these subjects. From

this original control group of thirty-one ohildren,

twenty-one were available for further testing at

the end of the 1975-76 school year for the analysis

of data. Therefore, by means of random selection

from the original experimental school-based group,

the total number in the experimental group was

reduced to twenty-six children.

4. For purposes of the study, equal numbers of

children in the experimental school-based group and

the experimental home-based group were desired for

the statistical treatment of the data from the

1975-76 Early ChildhOod program. It was further

desired that these two groups be selected in such a

fashion that the standard deviation and mean of each

IN. M. Downie and R. W. Heath Basic statistical
Methods (New Yorke Harper and Row, Inc., 1974), PP· 324-
325.
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group based on the pre~test soores be equal to the

standard deviation and mean of the pre-test soores

for the control group. The oontrol group had

previously been set at nine children based on the

availability of these sUbjects. Therefore, by means

of random selection from the original experimental

groups, the subjects were selected until the cri

teria of equal means and standard deviations were

met. This resulted in a reduced total in each

experimental group of sixteen ohildren for analy

sis of data from the Slosson ~ntelligence Test and

the Illinois Tes~ of Psyoholinguistic Abilitie!;

twelve children for analysis of data from the

L)eve~oEmentalTest of Visual Motor Integration.

~lenty children from each group were paired for an

analysis of the data from the Boehm Test of Basic

THE SELECTION OF INSTRUMENTS

1
Slosson Intelligenc~Test ~or <;hildren and Adults ..

This test is a brief individual test of intelligence designed

to be used by relatively untrained examiners aa well as

1 . . . Sloason Intelligence Test for
Richard L. Slosson, .-. .. 1'4 .·York. Sloason Bdues-

Children and Adults (East Aurora, ew •
ilona! PUblldatIons, 1963).
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qualified professionals in working both with children and

adults. It is an adaptation of items from the Stanford

Binet, but with a lower base (two weeks) and a higher

ceiling (twenty-seven years).

The standardization sample, children and adults from,

both rural and urban populations in New York State, inoludes

both gifted and retarded ohildren. All questions are pre

sented verbally and require spoken responses. Item oontent

stresses mathematical reasoning, vooabulary, auditory

memory, and information.

Metropolitan Re,adiness Test. l This test was devised

to measure the extent to whioh school beginners developed

in the skills and abilities which contribute to readiness

for reading. It was designed to test pupils during the

kindergarten year or the beginning of first grade. The

purpose of the test was not to measure the effectiveness of

kindergarten, but rather serve as a basis for olassifica

tion of students. The six subtests which made up this test

were:

Test 1. Word Meaning, a lEi-item pioture vocabulary

test. The pupil selects from three pictures

the one that illustrates the word the

1G.·. ·t d U Hildreth Nellie L. Griffiths, andar ru· e 1'1. • . '. . •. d' ss Test (New York:l\1ary E. !V1cGauvran, Metro?21itan Re~_ .lne .:..
Harcourt Braoe Jovanovich, Inc., 1969).
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examiner names.

Test 2.

Test 3.

Listening, a l6-item test of -~ilit tau y 0 compre-

hend phrases and sentences instead of individ

ual words. The pupil selects from three

pictures the one which portrays a situation

or event the examiner described briefly.

Matching, a l4-item test of visual percep·

tion involving the recognition of similarities.

The pupil marks one of three pictures which

matches a given picture.

Test 4. Alphabet, a 16-item test of ability to recog

nize lower-case letters of the alphabet. The

pupil chooses a letter named from four

alternatives.

Test 5. Numbers, a 26-item test of number knowledge.

The pupil selects from three pictures the one

Which denotes size, time, and other number

concepts.

Test 6. Copying, a 14-item test which measures a com-

bination of visual perception and motor

control. The pupil reproduces a number of

designs independently from a number of given

designs.

The normative population of the 1965 edition of the

Metropolita~ Readiness T.es~ included a total of 12,231

students in 299 schools. Reliability testing using an
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alternate form (Form B) for retest prod·uced l'a corre at10n

of .91 in a study oonsisting of 546 kindergarten pupils.

Comprehensive Test ~ Basic ~killS.l This test is

a series of batteries for kindergarten through grade twelve.

The batteries comprise seven overlapping levels. The test

rationale required that it measure systematically those

skills prerequisite to studying and learning in school. In

the primary levels, and partioularly at Level A, the sub

ject matter on which a pupil can be tested is quite limited.

In some tests of Level A, such as Letter Names, only

Recognition, i.e., recall of facts, is measured.

According to the test manual, in the development of

Levels A, a, c, items were administered in October 1971 to

a total of 3,999 pupils. All items chosen for these tests

met the content oriteria for the test, had a level of diffi-

culty appropriate for the grades for which they were

intended, had point-biserial correlation coefficients greater

than .20, and contributed to the reliability of the test for

both samples. The selected items were next combined in a

prestandardization edition and were administered in April

1972 to a sample of 1,300 students to evaluate the func

tional range of that combination of items.

lcomprehensive. Test of Basic .skills (New York:
McGraw-HIll Book Company, Inc., 19'0).
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Levels A and B we tre sandardized in the fall of 1972

and spring of 1973 on a large national sa·m·pl~ of.... kindergar-

ten and first grade students in ft~hools randomly...... seleoted

from all regions and states of the United States. The

sample included public and private sohool pupils propor

tionate in number to actual enrollments.

The Level A battery contains eight tests. The

scores of all tests, exoluding the mathematios test, pro

duce a total prereading soore.

Illinois Test of Psycholinguistic Abilities. l This

is a test of language, perception, and short-term memory

abilities and represents a unique tool for diagnosing

learning difficulties. It has the desirable quality of

being based on a reasonably well-developed psyoholinguistic

theory which describes the receptive proceSs for language:

the organizing process--which deals with the internal manip

ulation of percepts, concepts, and symbols; and the expres

sive process. The test attempts to assess quality of

performance within each of these three processes.

The normative population comprised 962 children of

average intelligence (10 of 94 to 116), from middle class

schools located in medium-si2ed cities in the midwest. As

lSamuel A K' k James J .. McCarthy, and t'linifred D..
Kirk, Illinois T~st~~f'PSYChOlintUistiCAbilit~e~ (Urbana,
Illinois: The UnIversity of-Ill nols Press, 1968).
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a measure of stability, a retest of this instrument was

conducted after a five-month interval for fifty-five six

year-old children. The reliability ranged from .12 to .86

with a median of .50 for the twelve subtests.

The Grammatic Closure Subtest assesses the child's

ability to make use of the redundancies of oral language in

acquiring automatic habits for handling syntax and gramma

tic inflections. In this test the conceptual difficulty is

low, but the task elicits the child's ability to respond

automatically to often repeated verbal expressions of

standard Amerioan speech. The ohild comes to expect or

prediot the grammatio form so that when part of an expres

sion is presented he closes the gap by supplying the

missing part. The test measures the form rather than the

oontent of the missing word, since the oontent is provided

by the examiner.

There are thirty-three orally presented items

accompanied by pictures which portray the content of the

verbal expressions. The piotures are included to avoid

contaminating the test with difficulty in the receptive

process. Eaoh verbal item consists of a complete statement

followed by an incomplete statement to be finished by the

child.
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Developmental Test of yisual ~otor Inte~ratio~ol

The long form of this instrument consists of twenty-four

geometric forms that are to be copied in a test booklet.

These geometric forms are arranged in order of increasing

difficulty, and an individual's score is calculated as the

number of forms that have been copied successfully prior to

three consecutive failures. Educational assessment is the

stated purpose for which the test has been designed, with

particular emphasis on the preschool group.

A correlation of .89 between scores of this instru~

ment and chronological age is the only validity evidence

reported by the author. Reliability evidence is not re

ported in any systematic way that would be useful to the

test user. An internal consistency reliability of .93 was

computed for an unknown pOrtion of the standardization

population consisting of 594 children of suburban schools.

Standardization of the test was accomplished by using a

group of 1,039 children from Illinois. Over one-half of

the group selected were from suburban schools, while the

remainder were selected from schools in urban and rural

areas. 0. £ c.hil.d·ren were considered "average"All the groups

by sohool officials.

ment.al
Educat

1'1' .. ..•. d Norman A. Buktenica, Devel~t-
Keith E. Beery an. tion (Chicaao: Fo~ett

Test of Visual r.1otorInte ra oJ

onal Corporat on, 196
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Boehm Tes~ of Basic conoep~!.l The purpose of this

test is to assess beginning sohool ohildren's knowledge of

widely used basic concepts which are sometimes mistakenly

assumed to be familiar to children at the time of entry into

kindergarten. The test was inspired by its author's aware

nesS that many children beginning school do not comprehend

many of the printed or spoken instructions given by

teachers. The test consists of fifty items concerning the

child's understanding of space, time, and quantity, and a

few miscellaneous concepts selected on the basis of their

contribution to the internal consistency and validity of

the test.

The standardization sample included 865 children

located in five cities scattered across the country.

School officials from each city selected one high, one

middle, and one low socioeconomic school for the administra

tion of the test. Reliability coefficients ranging from

.68 to .90 are reported.

STATISTICAL DESIGN

The study involved three school years and different

The first year of the
groups were selected for each year.

study, the 1973-14 school year, included only an

York:

1 .. B·. h· Boehm Test of Basic Concepts (New
Ann E. oe m, . •••. ....• •..•• •••.••. .• 1969)

The Psychologioal corporat1on, •
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experimental school-based group. The second year of the

study, the 1974-75 school year, innluded... an experimental

school-based group and a control group. The last year of

the study, the 1975-76 school year, included an experimental

school-based group, an experimental home-based group, and

a control group. This section is concerned with the statis

tical techniques used in the analysis of the stated

hypotheses for these three years.

For the first year of the study, a sample of children

were randomly selected from the original prekindergarten

participants to be tested at the end of grade one. This was

done in order to investigate the statistical significance

of any difference that might have occurred in 1Q scores

between this posttest and a pretest administered to these

children before they started in the program. The Slosson

;'otel1igenoe Test for Children and Adults was used for the

pre- and posttests. ~he statistical technique used for

this comparison involved the use of 10 scores t.o calculat.e

the standard deviation of the differences, and the standard

error of the mean difference. The basic equations used for

computation are reported in Downie and Heath.
l

1. The sum of the squares for the difference scores

(D) : ~d2 2 (1:0)2
'" !:fOIl to - N

IDownie and Heath, p. 177.
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2. The standard deviation of t·h·e d.ifferenoee:

SD = IE~2

3. The standard error of the mean difference:

So
80 = -

IN-l

A t-test for correlated data is usually employed to estab

lish statistical significance between two groups of scores

from the same set of subjects. The basic equation used for

computation is reported in Downie and Heath. l

mean of difference scorest ..: standard error of meandlfference

When data are correlated the t value is interpreted

with (n-l) degrees of freedom. It was possible to determine

Whether the computed t value was greater than the tabled

critical value of t found in Downie and Heath under Appendix

C (alpha:= .05).2

The second year of the study involved a comparison of

reading and mathematics achievement at the end of the

kindergarten year that may have occurred due to participa

tion in the Early Childhood Program the previous year. The

Comprehensive Test 2! ~as~c Skills was used as the pre- and

lDownie and Heath, p. 178.

200wnie and Heath, p. 306.
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posttest and was administered to the experimental sohool

based group and the oontrol group at the beginning and at

the end of their kindergarten year. A sample was randomly

seleoted from the experimental group approximately equal in

size to that of the existing control group in order to

investigate any statistioal significance in the change

scores. A t-test for the difference between mean change

scores of independent samples is usually employed when two

groups of scores are considered uncorrelated or independent.

The basic equations used for computation are reported in

Downie and Heath. l

1. The sum of the squares for each distribution:

2. The standard error for the difference between means

of small samples:

!Z:Xl
2

Sox := ~ N
l

of-

3. The t ratio:

N -22

or independent, the t valuev1hen data are uncorrelated

2) degrees of freedom.is interpreted with (Nl + N2 -

C in D-o'.~ ie a·'nd' Heath was then investigated as toAppendix "" ..

loownie and Heath, PP. 171-172.
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whether the computed t-value was greater than the tabled

critical value (alpha = .05).1

The second year of the study also included an in

vestigation of the status of the two groups in reading

readiness to determine if a statistical difference occurred

due to participation in the Early Childhood Program. This

investigation was done by two methods, both utilizing raw

scores from the Metropolitan Readiness Test administered

to both groups at the end of their kindergarten year. To

investigate the stated hypothesis, a t-test for a differ-

ence between means of independent samples was employed. A

second technique, employed to compare readiness scores

between the two groups, was to equate the two groups by

pairing 10 scores of children from each group. The Slosson

Intelligence Test administered to these children at the

beginning of their prekindergarten year provided the 1Q

scores. A t-test for correlated data was then used to

analyze the readiness scores.

For the third year of the study, the two experimental

groups and the control group were administered the Slosson

Intelligence Test for Chi19ren and. Adults, the Illinois Test

of ?sycholin~isticAbilitie!: Grammatic Closure Subtest,

and the Qevelo2mental Test 2! yisual Motor Intesration at

the beginning and at the end of the early childhood year.

loownie and Heath, p. 306.
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These instruments were used respectively to investigate

measured intelligenoe, visual motor skills, and use of

language. The pretest soores were used to equate the

three groups through a disoard process. Through this pro

cess the two experimental groups were equated until they

were equal in size and until each had a standard deviation

and a mean equal to that of the control group. This was

done for each of the three pretests. The posttest scores

for the resulting three groups were then used in the

analysis of the data. To investigate any statistical

differences occurring due to participation in the program,

either at school or at home, or to no preschool participa

tion, the technique of analysis of variance was employed.

The third year of the stUdy also included an investi

gation of growth in concept development, comparing the two

experimental groups. These children were administered the

Boehm Test of Basic Concepts at the beginning and at the

end of the prekindergarten year. The pretest was used to

equate the two groups by matching pairs of subjects until

each group had equal standard deviations and equal means.

The posttest soores were then used in the analysis. The

statistical teohnique employed was a t-test for the mean

differenoe in oorrelated samples.

The analysis of variance provides an efficient

method for determining:
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1. The significance of the differences between means

of two or more groups on one or more olassifica

tions.

2. The differential effects of membership in specific

groups on one classification and simultaneous

membership in specific groups on another classifica-

tion.

The following formulas are necessary to execute the

analysis of variance technique as presented by Downie and

Heath. 1

1. The total sum of the squares:

2. The between sum of squares:

3. The within sum of the squares:

2 . .... 2 ... 2
I~ =I~ -E~

4. The mean-square between groups:

Betwee~ sum of sqqares
Mean-square =dlBetween groupS

Inownie and Heath, PP. 208-210.
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5. The mean-square within groups:

Mean-square _ Within sum of squares
CII! wIthIn groups

The basic equation is given by Downie and Heath from

which all analysis of variance computations were derived. l

F = Mean-sguare between groups
1 Mean-square wIthIn groups

Having obtained an PI value, it was interpreted for

statistical significance in order to retain or reject the

null hypotheses from the third year of the study. It t-las

possible to determine whether the computed FI value was

significantly greater than the tabled critical value found

in Appendix E (Alpha = .05), Downie and Heath. 2

The statistical technique used to make pair com

parisons of means after the P had been found to be signifi

cant was the Bcheffe' Test. 3 To locate the significant

differences, this statistical procedure analy~es each

possible pair of means to determine if the two means are

significantly different from one another. For each pair of

means the following formula was executed.

loownie and Heath, p. 211.

200wnie and Heath, pp. 308-313.

300wnie and Heath, pp. 211-213.
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The F2 value, if signifioant, is then multiplied by (K-l),

where K is the number of nroups or treat·ments.
':J Each Com-

puted F2 value is then comp.. are·d to the computed product

value of PI (K-l). If any· of th F Iese 2 va ues are larger

than this computed product, then it follows that the two

means used in the computation of the FI value are signifi

cantly different from each other (Alpha •• 05).

In developing a rationale for the treatment of the

data and the rejection or failure of rejection of the

hypotheses, an attempt was made to eliminate bias as much

as possible. Control was generally limited to when the

observations or measurements were made and when the treat-

ment or independent variable was to be applied. The

selection process did not allow for control over which group

or individual subjects were to receive the treatment.

The research design for the first year of the study

was limited by several factors. A first factor of limita

tion was due to the use of the pretest score as one of the

criteria for selection of children into the Early Childhood

Program. Such a procedure not only sensitized the subjects

to the treatment but may have induced statistical regres

sion. Sinoe the pupils were selected on low or extreme

scores (below the fortieth percentile) and used in this
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one-group pretest-postteet design the nnsttt

, . f:'- . es· scores had,

on the average, a greater probability of shifting toward the

mean of the distribution.

A second factor of limitation was the effect of

history or the length of time between the administration of

the pre- and posttesting. The time span of nearly three

years between tests may have allowed other events, beside

the treatment effect, to oocur in and out of the experi

mental setting, Which may have had an effeot on the dependent

variable. Biological and psyohological maturation over this

long period of time may have become an extraneous source of

differences in addition to the treatment and, therefore,

must be considered as a possible limitation.

The research process for the second year included a

static-group comparison type of design and a nonequivalent

control group design. The static-group comparison type of

design, which involved a readiness test given to both the

experimental and control groups at the end of their kinder

garten year, was limited due to the selection technique

used in the study. It was not possible for the subjects to

be randomly assigned to either the treatment or control

groups. The two-year time span involved between the begin-

t t a.nd· the date of thening of the prekindergarten traa men •

readiness test also limited the study because of the poss-

ible effects of history and maturation.

d i n was alsoThe nonequivalent control group es.g
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limited because of selection bias. This design inCluded a

pre- and posttest administered to the two groups at the

beginning and at the end of their kindergarten year.

Although both groups were measured twice, the selection

process did not allow the subjects to be randomly assigned

to either group. Statistical regression was also a limiting

factor because of the eligibility criteria used in program

selection.

The research process for the third year of the study

was a multiple nonequivalent control group type of design.

This design was limited due to the selection process,

similar to that of the second year of the study, and regres

sion. Statistical regression may have occurred since two

of the four pretest scores used for evaluation measurement,

visual-motor skills and use of language, were also used for

program selection as well as in the analysis of the data.

CHAPTER SUMMARY

This chapter was concerned with information relative

to the rationale of the study and the procedures involved in

this investigation.

The purpose of the study was to ascertain whether

there were statistically significant differences in growth

and status factors of culturally deprived children of a

similar background who had or had not participated in a

The study involved threeformal early childhood program.
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different types of groups and oovered a t·h.r4e-yaar i

'" '" per ode
The three groups were composed of:

1. CUlturally deprived prekindergarten children who

had participated in a school-based early ohildhood

program.

2. CUIturally deprived prekindergarten ohildren who

had participated in a home-based early ohildhood

program.

3. Culturally deprived prekindergarten children who

had not participated in any early childhood program.

The first year of the study involved only an experi

mental school-based group whereas the seoond year inoluded

a comparison of an experimental school-based group with a

control group. The third year of the study compared the

growth of an experimental school-based group, a control

group, plus an experimental home-based group.

The selection and utilization of the instruments

used in testing the hypotheses, the selection of the

establishment of the three groups, and the seleotion of the

statistical techniques to be employed were dealt with in

detail.



Chapter 4

ANALYSIS OF DATA

The purpose of this chapter is to present a statis

tical analysis of the data and indicate the degree to which

the hypotheses are found to be supported.

The study was designed to examine a formal pre

kindergarten education program by comparing growth and

status factors of culturally deprived children who had

participated in an early childhood program with children

of similar backgrounds who had not participated in such a

program. Areas of concern were reading readiness, language

usage, visual motor skills, basic concept formation, read

ing and mathematics achievement, and measured intelligence.

The study involved three different types of groups and

covered a three-year periOd. The first year of the study

involved only an experimental school-based group whereas

the second year included a comparison of an experimental

school-based group with a contrOl group. The third year

of the study compared growth factors among an experimental

school-based qroup, a control group, and an experimental

home-based group.

The analyses are presented in three sections. The

first section concerns an e~perimental school-based group

from the 1913-14 Early ChildhOod Program and presents a
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comparison of IQ scores taken at the be i ignn ng of their pre-

kindergarten year with 10 Bcores taken after they had com-

pleted grade one. The Slosso~ 1ntelli2ence Test was used as
...~

the pre- and posttest.

The seoond section is devoted to a comparison of

certain growth factors between an experimental school-based

group and a control group of the 1974-75 Early Childhood

Program. The analysis included raw scores in reading and

mathematics achievement as measured by the Comprehensive

Test 2! Basic Skills and raw scores earned by the subjects

in reading readiness as measured by the Metropolitan

Readiness Test.

The third section compares growth factors among an

experimental school-based group, a control group, and an

experimental home-based group from the 1975-76 Early Child

hood Program. These three groups were compared concerning

intelligence based on 1Q scores as measured by the slosson

Intelligence ~est, visual motor skills based on age equiva

lent scores as measured by the Developmental Test ~ Visual

Motor Integration, and language usage based on raw scores as

measured by the IllinQis !e~t 2! Psycholinguistiq Abilities:

Grammatic Closure Suhtest. A comparison waS also made be-

t evpe·.. r4.me·nt.a·l Nroup.S i·n. concept formation basedWeen the two....... ':J

on raw scores as measured by the !?oehm, :rest 2E. Basic Concepts"
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1973-74 EARLY CHILDHOOD PROGRAM

1Q scores from an experimental school-based group of

the 1973-74 Early Childhood Program were taken at the

beginning of the 1973-74 school ya·ar and were compared with

the 1Q scores of these same children after they had com

pleted grade one , A sample of children were randomly

selected from the original group to be tested at the end of

grade one ..

Table 3 presents the source table of the t-test for

correlated groups which was used in analyzing the data from

the two sets of IQ acor'es , The Slosson Intelligence Test

was used as the measuring instrument in order to test the

following null hypothesis:

There will be no change in measured intelligence
of culturally deprived prekindergarten children.
between the time of beginning one year's partic1
pation in an early childhood program and at the
end of grade one ..

TABLE 3

t-TEST FOR CHANGE IN INTELLIGENCE TEST SCORES OVER A
THREE YEAR PERIOD (POSTTEST MINUS PRETEST)

(1973-74 PREKINDERGARTEN GROUP)

:: - : ::: : ::

Score
Groups Mean

: :: .
l-1ean

Difference

Standard
Deviation
Difference

::
Degrees

of
Freedom

::: =
t

Posttest. 107 .. 9

Pretest 105 .. 2
2 .. 7 11..5 21 1..089 ns
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The computed t-value yielded 1089• regarding a change

in measured intelligence. Rejection of t.he null hYpOthesis

at the .05 level with 21 degrees of freedom woul.d. require a
t ratio greater than 2.080. Th 11.. e nu hypothesis Was not

rejected as the result was nonsignifioant.

1974-1975 EARLY CHILDHOOD PROGIDU4

Three hypotheses were investigated conoerning an

experimental school-based group and a control group in the

1974-75 Early Childhood Program. A sample of ohildren

approximately equal in Number to that of the existing con

trol group was randomly seleoted as the experimental

school-based group.

Table 4 presents the source table of the t-test for

the difference between mean change soores of independent

samples for growth in reading. Achievement was determined

by differenoes in the raw scores of tests given at the be-

ginning and at the end of the kindergarten year. The

Comereh~nsive Test of Basic Skills was used as the measuring

instrument in order to test the following null hypothesis:

There will be no differences in reading achievement
change following one year of kindergarten between
eulturally deprived ohildren who participated for
one year in an early childhood program and c~lturallY
deprived children who were not participants 1n such
a program.

The computed t-value yielded 0.555 regarding the

effect of prekindergarten treatment on reading sooreS by
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comparing the ohange soores of the two groups. Rejeotion of

the null hypothesis at the .05 1eve1 witb 45 degrees of

freedom would require a t ratio greater than 2.021. The

null hypothesis was not rejected as the result was ooosigni-

ficant.

TABLE 4

t-TEST OF READING ACHIEVEMENT SCORES FOR
EXPERIMENTAL AND CONTROL GROUPS

(1974-75 SmiOOL YE~~)

Group N
Standard

l-1ean Deviation

De<jrees
of

Freedom t

Experiment.al

Control

26 28. 8 7.6
45 0.555 ns

21 27.2 11.6

Table 5 presents the eource table of the t-test for

the differenoe between mean change soores of independent

samples for growth in mathematics. Achievement waS deter

mined by differenoes in the raw soores of tests given at

the beginning and at the end of the kindergarten year. The

Comprehensive Test of Basic Skills was used as the measuring

instrument in order to test the following null hypothesis:

There will be no differences in mathematics achieve
ment ohange following one year of kindergarten
between oulturally deprived children who participated
for one year in aO early childhood program and,
culturally deprived children who were not part~ci-
pants in such a program.



TABLE 5

t-TEST OF MATHEMATICS ACrIIEVEMENT SCORES
EXPERIMENTAL AND CONTROL GROUPS

(1974-75 SCHOOL YEAn)

FOR

122

Group N
Standard

Mean Deviation

Degrees
of

Freedom t

Experimental

control

26 4.85 3.12

21
45 1.451 ns

3.24 3.94

The computed t-value yielded 1.451 regarding the

effect of prekindergarten treatment on mathematics scores by

comparing the change scores of the two groups. Rejection of

the null hypothesis at the .05 level with 45 degrees of

freedom would require a t ratio greater than 2.021. The

null hypothesis was not rejected as the result was nonsigni-

ficant ..

Table 6 presents the source table of the t-test for

a difference between means of independent samples used in

determining status of the two groupS in reading readiness.

Raw scores from the Metro~olitan Readiness Test given at the

end of the kindergarten year were used to test the following

null hypothesis:

There will be no difference in reading readiness
status following one year of kindergarten between
CUlturally deprived children who participated for
one year in an early Childhood program and
culturally deprived children who were not parti-
cipants in such a program.
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TABLE 6

t-TEST OF READING READINESS SCORES FOR
EXPERIMENTAL AND CONTROL GROUPS

(1974-75 SCHOOL YEAR)

Group

Experimental

Control

N

26

21

Mean

66.5

65.2

Standard
Deviation

11.5

10.8

Degrees
of

Freedom

45

t

0.378 ns

The computed t-value yielded 0.378 regarding reading

readiness status of the two groups. Rejection of the null

hypothesis at the .05 level with 45 degrees of freedom would

require a t ratio greater than 2.021. The null hypothesis

was not rejected as the result was nonsignificant.

This null hypothesis was also checked by analyzing

the within-ability-level status on reading readiness.

Ability level was determined by comparing readiness scores

between the two groups while equating out the measured lQ.

Table 7 presents the source table of the t-test for

correlated data used in determining the status of the two

groups.

The computed t-va1ue yielded 1.164 regarding reading

readiness status of the two groups. Rejection of the null

hypothesis at the .05 level with 10 degreeS of freedom

22 0 The· null hypothesis was
would require a t ratio of 2. o.

not rejected as the result was nonsiqnificant.
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TAaLE 1

t-TEST OF DIFFERENCES BE~iEEN MA
MINUS CONTROL) ON READING RE~~:D PA!RS (EXPERIMENTAL

ONE YEAR OF KINDERG~~SCORES AFTER
(1974-75 SCHOOL YEAR)

Group Mean

Standard
Mean Deviation

Difference Difference

Degrees
of

Freedom t

Experimental 69.9

Control 66.7
3.2 9.06 10 1.164 ns

1975-1916 EARLY CHILDHOOD PROGRAM

Three hypotheses were investigated conoerning an

experimental school-based group, an experimental home-based

group, and a cont.rol group in the 1975-16 Early Childhood

Program. Testing for each of the three hypotheses included

a pretest given at the start of the prekindergarten year

and a posttest given upon oompletion of the prekindergarten

year. Means and standard deviations were used to equate as

closely as possible the three groups by using pretest soores

in eaoh of three oomparison areaS. A discard process was

used to form the final oomparison groups.

Table 8 present.s the source table of the analysis of

variance of 1Q scores by group. It also shows the results

of the Scheffel Test for pair comparisons used to locate the
6~

significant differences. The ~lossor; !?tel1igenc~ !est was
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TABLE 8

ANALYSIS OF VARIANCE OF INTELLIGENCE TEST S
EXPERIMENTAL GROUPS AND ONE CON'1'ROLC~:~pFOR TWO

(1975-76 SCHOOL YEAR)

::: :
Source

of
Variation

Between

Within

Totals

Sum
of

Squares

1174.09

6862.69

8036.78

Degrees
of

Freedom

2

38

40

Mean
Square

587.05

180.60

F

3.251*

·Significant at the .05 level

SCHEFFE' TEST FOR DIFFERENCES OF GROUP MEANS

Groups Means F-Va1ues

C minus A 110 .7 - 124 •9 6 • 50*

C minus B 110. 7 .. 120·1 2. 82 ns

B minus A 120. 1 - 124·9 1.02 ns

==: :::: :::
"Significant at the .05 level (F~ + 6.50)

nAil represents the experimental school-based group.
"Bu represents the experimental home-based group.
"Cll represents the control group.



126

used as the measuring instrument in ord"'r to t""'st th.""... '"' ""' fol-
lowing null hypothesis:

There will be no differences in measured intelli
gence scores among culturally depriVed children
who participated for one year in a school-based
program, culturally deprived children who partici
pated for one year. in a home-based program, and
culturally deprived children who had not parti
cipated in either program.

The computed F-value yielded 3.251 regarding a com

parison of measured intelligence among the three groups.

Rejeotion of the null hypothesis at the .05 level with 2 and

38 degrees of freedom would require an F ratio of 3.25.

The effect of the analysis was a statistically significant

F-value which resulted in a rejection of the null hypothesis.

The pair comparison yielded a statistically signifi

cant F-value of 6.50, indicating that the performance of the

experimental school-based group surpassed that of the con....

trol group. There were no significant differences in the

other two comparisons.

Table 9 presents the source table of the analysis of

variance of age equivalent scores by group. The Develo~

~ental Test of Visual Motor !nteqration. was the instrument

used to measure visual motor skills in order to test the

follOWing null hypothesis:

There will be no differences in measured sco~esd
of visual motor skills amonq culturally dapr va
children who participated forl~ned~;~~V~ ~hildren
school-based proqram,cultura Y home-basad
who participated for one yea~i~ ~hildren whO had
program, and culturally depr~ve
not participated in either proqram.



127
TABLE 9

ANALYSIS. OF VARIANCE OF sco
FOR TWO EXPERIMENTAL GROO~SAi: 6I SUAL MOTOR SKILLS

(1975-76 SCHOOL YEA:f CONTROL GROUP

: :
Source

of
Variation

Between

within

Totals

::
Sum
of

Squares

119.68

2871.83

2991 .. 51

Degrees
of

Freedom

2

30

32

Mean
Square F

59.84 0.625 ns

95.73

The computed F-value yielded 0.625 regarding a com

parison of visual motor skills among the three groups.

Rejection of the null hypothesis at the .. 05 level with 2 and

30 degrees of freedom would require an F ratio greater than

3.32. The null hypothesis was not rejected as the result

was nonsignificant.

Table 10 presents the source table of the analysis

of variance of raw scores in langUage usage by group. It

also shoW's the result of the scheffel Test for pair compari-....,""--"'~
sons used to locate the significant differences. The

Illinois Test of Psycholirt9?isti£ Abilities: Grammatic

Closure Subtest was used as the measuring instrument in

order to test the following null hypothesis:

There will be no differences in measured soores
in use of language among culturally deprived
children who participated for one year inasohool
based program, culturally deprived children who
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TAl3LE 10

ANALYSIS OF VARIANCE OF SCORES I
EXPERIMENTAL GROUPS AN·D NO LANGUAGE USAGE FOR TWO

NE CONTROL GROUP
(1975-76 SCHOOL YEAR)

: : :::
source

of
variation

Between

Within

Totals

Sum
of

Squares

103 .. 61

399 .. 17

502 .. 78

Degrees
of

Freedom

2

38

40

Mean
Square

51. 805

10 .. 504

F

4.932*

*Significant at the .05 level

SCHEFFE' TEST FOR DIFFERENCES OF GROUP MEANS

:::: :: : : : : : :::: :

Groups

C minus A

C minus B

B minus A

Means

13.4 - 16.9

13.4 ... 13.8

13.8 - 16 .. 9

F-Values

6.720*

0.055

7.322*

ns

:

*Significant at the .05 level (F~ + 6.50)

"A" represents the experimental school-based group.
"B u represents the experimental home-based group.
lie." 1represents the contro· group.
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partioipated for one year in a ho
and culturally deprived children ~-b:sed program,
participated in either program. Woad not

The computed F-value yield·e·d· 4 .•932 regarding a com-

parison of measured scores in language usage among the

three groups. Raj ection of the null hypothesis at the .05

level with 2 and 38 degrees of freedom would reqUire an F

ratio greater than 3.25. The effect of the analysis was a

statistically significant F-value which resulted in a rejec

tion of the null hypothesis.

The pair comparison yielded statistically signifi

cant F-values of 6.720, favoring the performance of the

experimental school-based group over that of the control

group, and 7.322, indicating the performance of the experi~

mental school-based group surpassed that of the experimental

home-based group. There was no signifioant difference found

between the experimental home-based group mean and the mean

of the control group.

A fourth hypothesis for this school year was investi-

gated concerning the experimental school-based qroup and

the experimental home-based group. The area of comparison

W t f i B· " ut~li.wing. raw scores from theas concep .. ormat on. ~ • u

P t .~'" . f e·ach rtr·o.·up were selected and matched1'6 est, stuJ)ectsrom... ";;l

in order to equate the two groups.
table of the t-test forTable 11 presents the source

d i anal yzi nrt the data fromcorrelated groups which was use n ";;l

f tion The Boehm Test
the two sets of scores in conceptorma . •



2! !!!sic Concepts was ed 130
. US··· as the measuring instrument in

order to test the following null hypothesis:

There will be no differenc i
concept formation among cu~t nmeasured.scores of
children who participated f ura11y depr1ved
school-based program and cu~r one year in a
children who participated f tura11y deprived
based prog-ram. or one year in a home-

TABLE 11

t-TEST OF DIFFERENCES BETWEEN MATCH
1-1INUS BOME-BASED) ON CONCEPT ~~~~~~N (:g~~~-BASED

(1975-76 SCHOOL YEAR)

Group Mean
Mean

Difference

Standard
DeViation
Difference

Degrees
of

Freedom t

Experimental
Sohool-Based 38.4

Experimental
Home-based 35.3

:::: :: ::
*Significant at the .05 lavel.

19 2.838*

The computed t-value yielded 2.838 regarding the

effect of prekindergarten treatment on raw scores in basic

concepts for the two groupS. Rejection of the null hypothe

sis at the .05 level with 19 degrees of freedom would

require a t ratio greater than 2.093. The effect of the

analysis was a statistically significant t-value which

reSUlted in a rejeotion of the null hypothesis. In this

oase, the performance of the experimental school-based group

surpassed that of the experimental home-based group.
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CHAPTER SUMMARY

This chapter has presented the stotietic~l.... '" ... results
from the treatment of the data. An experimental school-

based group from the 1973-74 Early Childhood Program was

tested at the beginning of their prekindergarten year and

after they had completed grade one. A t-test for corre

lated data was employed in order to oompare change in

measured intelligence. The result of the analysis was

nonsignificant and the null hypothesis was not rejeoted.

Three hypotheses were investigated ooncerning an

experimental home-based group and a control group in the

1974-75 Early Childhood Program. Using scores taken at the

beginning and at the end of the kindergarten year, at-test

for the difference between mean change scores of independent

samples was employed to check null hypotheses regarding

reading achievement and mathematics achievement. In each

case, the effect of the analysis was nonsignificant and

the null hypothesis was not rejected.

The third hypothesis for this school year concerned

the status of the two groups in reading readiness. Such

status was determined by using raw scores on a readiness

ki d ·~tQn yaar Using· atest given at the end of thenerga~ ~ ~ •

t-test for a difference between means of independent

samples resulted in a nonsignificant t-value and the null

hYPothesis was not rejected. This hypothesis was also
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checked by analyzing the Within-abili~l
~y- evel status on

reading readiness. Ability level was A ~ i
uEh.erm ned by com-

paring readiness scores between the two <jroups while equating

out the measured 10. A t-te8t for correlated data resulted

in a nonsignificant t-value and the null hypothesis was not

rejected.

Three hypotheses were investigated ooncerning an

experimental school-based group, an experimental home-based

group t and a control group in the 1975-76 Early Childhood

Program. Testing for each of the three hypotheses included

a pretest given at the start of the prekindergarten year

and a posttest given upon completion of the prekindergarten

year. An analysis of variance technique was used to compare

measured intelli<;1ence, visual motor skills, and language

usaqe among the three groups. The effect of the analysis

regarding measured intelligence waS a statistioally signifi

cant F-value Which resulted in a rejection of the null

hypothesis. The pair comparison technique indicated that

the performance of the experimental school-based group sur-

A 1 There were no siqnificantpaassu that of the oontro group.

differenoes in the other two group comparisons regarding

measured intelligence.

i 1 moto•• Bkills, the result of theConcern ng visua • a

T.·ho null hypothesis was notanalysis was nonsignificant. ~

rejected since there was no significant difference in

measured performance among the three groups.



133
The effect of the analysis renardi. . 1

~ ng anguage usage

among the three groups resulted in a si· l"n"\if.i· . ·t
~.. cem F-va.lue

and the null hypothesis was rejected. The mUltiple COM-

parison technique showed two significant F-values. The

first value indicated the performance of the experimental

school-based group surpassed that of the control group,

whereas the second value favored the performance of the

experimental school-based group over that of the experi

mental home-based group. There was a nonsignificant i-value

in the other group comparison regarding langUage usage.

A fourth hypothesis for this school year was investi

gated concerning the experimental school-based group and

the experimental home-based group. The area of comparison

was concept formation. To equate the two groups, subjects

were matched by utilizing raw scores from the pretest. A

t-test for correlated data was the statistical technique

employed. The effect of the analysis was a statistically

significant t-value which resulted in a rejection of the

null hypothesis, favoring the performance of the experi

mental school-based group over that of the experimental

home-based group.



Chapter 5

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

The purpose of the study was to examine a formal

prekindergarten eduoational program by comparing growth

and status faotors of oulturally deprived children who had

partioipated in an early childhood program with children

of similar backgrounds Who had not participated in such a

program. Areas of concern were measured intelligence,

reading readiness, language usage, visual motor skills,

reading and mathematios achievement, and concept; formation.

All subjects partioipating in the study resided in a mid

western school system during the period beginning with the

school year 1973-74 and ending with the school year 1915-76.

PROCEDURES

SUbjeets were identified for the study by meeting

speoific eligibility oriteria of the regulations as set

down by Title I, E.S.E.A. legislation and who resided in one

of five elementary sohools designated as project area

j t 1973-74, an experi-centers. During the first pro eo year,

mental sohool-based group was established. The 1Q scores as

measured by the Sloss2!! Intelligenc,,!. :rest were taken at the

beginning of the 1973-74 sahool year and were compared with

th·A 11"\ f ...1>......t!..,,, aa a h·ildren after they had oom-
<;l 'lot soores 0 \.,Slgg... c;u ...

plat.ed grade one. A sample of ohildren were randomly
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select.ed from t.he ori9inal group to be tested at the end of

grade one. A t-test for correlated groups was used in

analyzinq t.he data from the two sets of 10 scores for this

sample of ohildren.

During the second project year, 1974-75, an experi

mental school-based group and a control group W'ere estab

lished in order to investi<jate three hypotheses. A sample

of children approximately equal in number to that of the

existing control <jroup was randomly selected as the experi

mental school-based group. The first two hypotheses dealt

with basic skill achievement in reading and mathematics as

measured by the Comprehensive Test of Basic Skills.. Growth

was determined by differenoes in raw scores from tests given

at the be(jinning- and at the end of the kindergarten year.

To check these hypotheses a t-test for the difference be

tween mean ohang-e scczea of independent samples was used.

A third hypothesis concerned the status of the two

groups in reading readiness as measured by the MetroPQlitan

Readiness Test.. Such st.atus was determined by using- raw

.... ". r··""'....dina ........ te·st· gi·v·e·n at the end of the kinder-gcoreS on.... ""'.... 'l"""'" .,.

gart.en year. To check this stated hypothesis a. t ...test for

a differenoe between means of independent samples was used ..

This hypothesis was also checked by analyzing the within

abilit.y.... level stat.us on reading readiness.. Ability level

in res between theWas determined by comparing read ess seo

two groups while equating out the measured 10. A t-test for
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oorrelated groups was used in analyzing the data from the

two sets of readiness scores for this sample of Ohildren.

Durinq the third year of the study, 1975-76, an

experimental school-based group, an experimental home-

based group, and a control group were established in order

to investigate hypotheses concerning intelligence as

measured by the Slosson Int.elligence Test, visual motor

skills as measured by the Develoeental Test of Visual

Motor Integratlon, and language usage as measured by the

Illinois Test of Psycholin91!istic Abilities: Grammatic

Closure Subtest. Testing for each of the three hypotheses

included a pretest given at the start. of the prekindergarten

year and a posttest given upon completion of t.he prekinder

garten year. The pret.est scores from these inst.ruments

were used to equate the three groups through a discard

process. The analysis of variance t.echnique was employed

to check these hypotheses.

A fourth hypothesis was investigated concerning the

experimental school-based group and the experimental home

based group.. The area of comparison was concept formation

and raw scores, as measured by the ~oehm Test 2! Basic

£oncepts, were used in the analysis. By utilizing rat"

scores from the pretest, subjects were selected and matched

At-test

f In ....0.............1."'t""'d samples was the sta-or the mean difference ~ v 6~W Q w

tistical technique used to check the stated hypothesis.
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FINDINGS

A t-test for oorrelated dAt.~ w.a-
Qo Qo g applied to the

differenoe between two groupS of scores taken from the

experimental sohool-based group of the 1973-74 Early Child

hood Program in order to test the following hypothesis:

There will be no change in measured intelligence
of culturally deprived prekindergarten children
between the time of beginning one year's partici
pation in an early childhood program and at the
end of grade one.

The analysis indioated no significant difference in measured

intelliqence.

A t-test for the difference between mean change

scores of independent samples was applied in order to test

three hypotheses concerning the experimental school-based

group and the control group from the 1974-75 Early Child

hood Program. They were as follows:

There will be no differences in reading achieve
ment change following one year of kinderqarten
between culturally deprived children Who partici
pated for one year in an early ohildhood program
and culturally deprived children who were not
participants in such a program.

There will be no differences in mathematics
achievement change followinq one year of kinder
qarten between culturally deprived children.who
participated for one year in an early childhood
program and CUlturally deprived children who were
not participants in such a program.

There will be no difference in reading readiness
status fOllowing one year of kindergarten be~w~en
oUlturally deprived children who partic~~:t:Ul_or
one year. in an early childhood proqr~ artioipants
turally deprived ohildren who were no P
in such a program.
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The analysis indicated no s!nnificant.dif.f

'::J erences in

changes in reading achievement and mathematics achievement

nor in reading readiness status.

The third hYPothesis for the 1974-75 school year was

also checked by analyzing the within·abilitY~levelstatus

on reading readiness. After equating the two groupS, a

t-test for correlated data was used in determining the

status of the two groups. The analysis indicated no signi

ficant differences in reading readiness status.

An analysis of variance technique used to compare

group mean scores was applied in order to test three hypothe

ses concerning the experimental school-based group, the

control group, and the experimental home-based group from

the 1975-76 Early Childhood Program. They were as followss

There will be no differences in measured intelli
gence scores among culturally deprived children
who participated for one year in a school-based
program, CUlturally deprived children who parti
cipated for one year in a home-based program, .and
culturally deprived children who had not partici
pated in either program.

There will be no differenoes in measured scores of
visual motor Skills among culturally deprived
ohildren who partioipated for one year. in a school
based program, oulturally deprived children who
partioipated for one year in s. home-based program,
and oulturally deprived Children who had not par-
tioipated in either program.

There will be no differenoes in measured scores in
USe of language among culturally deprived chil~ren
Who participated ... for one year in a SOh~~~-b:~:iei_
program, culturally deprived children ramP and
pated for one year in ahome-bhage~~r~:tp~rticipated
culturally deprived ohildren w 0 a
in either program.



139
The analysis regarding measured 4t 1144n e 4genoe saores

showed a significant. difference and the... 11 '"nu uypothesis was

rejeoted. The pair Qomparison resulted in a significant

r-value, indioating that the perfo~~-~e of ~'"
.. ~..c;;u''''' ,",ue experi-

mental school-based nroup surplIls"e··d that. 0 4 th
"3 ... CJ .L • e control

group. There were no signifioant differences in the other

two group comparisons.

The analys is regarding a comparison of visual motor

skills indicated no significant differences amonq the three

groups. The result was a failure to reject the null hypothe

sis ..

The analysis indicated a significant difference

regarding a comparison of measured scores in language usage

among the three groups and the null hypothesis was rejected.

The pair comparisons showed two significant F-'U'alues. The

first indicated the performance of the experimental sohool

based group surpassed that of the control group, whereas

the second favored the performance of the experimental

school-based group over that of the emperimental home-based

group. There was no significant difference found between

the other two groups.

A fourth hypothesis for the 1915-16 school year was

investigated ooncerning concept formation. After equating

the two groups, a t-test for correlated data was applied to

the difference between two groupS of scores taken from the

experimental school-based group and the eKperimental
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home-based group. The fOllOWing bypothesis was tested:

There will be no difference in
of concept formation among cUltmeasured scores
children W.hO participated for oUnerallY deiPrived
school-based program and oUlturall~e:r. ~ a
children who participated for one yeaepi ved
home-based program. rna

In comparing the mean difference on raw scores in

concept formation, the analysis indicated a significant

difference and the null hypothesis was rejected. In this

case, the performance of the experimental school-based

group surpassed that. of the experimental home-based group.

CONCLUSIONS

The st.udy was based upon the premise that a formal

prekindergarten program designed for CUlturally deprived

children can reduce certain cognitive and motivational

deficits characteristic of these children and which pre

disposes them to early and cumulative school failure. It

was desired that such a program would provide experiences in

order to ensure success in later educational experiences.

The major purpose of the study was to determine the

effect of a formal prekindergarten eduoational experience

on the growth and status of culturally deprived children.

The data were categorized acoording to the particular year

of the prekindergarten experience and to the type of group

or groups used in the analysis. An evaluation of the results

of the study should be made with the purposes of the study

in mind ..



-m&=a.~~

children wbo do not put.iclpat.e in ~ !"rM:iM~~~

9ram when this area of ~en'i is ~~~

garten educational program benefit more in language usage

and concept formation than do children who participate in a

home-based prekindergarten educational program when these

areas of concern are measured at the end of the prekinder-

garten year ..

4.. Children who attend a school-based prekinder

garten educational program do not benefit more in measured

intelligence or visual motor skills than do children who

participate in a home-based prekindergarten educational

program when these areas of concern are measured at the

end of the prekindergarten year ..

5. Children who attend a prekindergarten educational

not aho.w dlgni.ficantly greater growth in readingprogram do 9 o.L
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achievement or mathematics achievement nor in reading

readiness status than ohildren who do not partioipate in

any prekindergarten eduoational program by the time they

reaoh the end of their kindergarten year.

6. Children who attend a prekindergarten eduoa

tional program do not show a change in measured intelli

genoe from the beginning of the prekindergarten year to the

end of first grade.

7. To summarize, prekindergarten programs suoh as

the one evaluated in this stUdy are only marginally effec

tive in helping oulturally disadvantaged children develop

sohool-related skills, and even then only if the program is

school-based.

RECOMMENDATIONS

The conclusions of the study have implioations for

school personnel who are, or will be administering a pre

kindergarten program. The following reoommendations are

derived from these implioations.

1. If a school district is considering the implementa

tion of a prekindergarten program, it would appear that the

school-based approach is the most effective.

2. If a school district, because of monetary, staff,

housing, or other reasons, is oonsidering the implementation

of a prekindergarten program using the home-based approach,

an attempt must be made to determine what educational
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activities are most apprQpriate for this approaoh in order

to best meet predetermined objectives.

3. The process of implementing a prekindergarten

program should be based on a defined educational plan.

This plan could inolude the following steps: a total needs

assessment procedure which identifies the objectives of the

program and the type of child to be served by the program;

a complete diagnostic prooess which identifies the indiVid

ual cognitive and affeotive deficiencies of eaoh child rela

tive to the program objectives; a presoriptive instruc

tional strategy whioh will provide each child with a variety

of experiences designed to overoome, modify, or help allevi

ate those defioienoies; and a systematio evaluation pro

cedure Which examines the value of the program in terms of

the stated objeotives.

4. An evaluation similar to the one carried out in

this study should be utilized by all school districts oper

ating prekindergarten programs in appraising the effective

ness of those programs. However, more intensive evaluation

prooedures need to be devised to determine what is or is not

an effective program.

5. Future studies of prekindergarten programs should

consider the measurement of human characteristics other than

those of the cognitive area. Such characteristics could

include attitude, dependability, sociability, emotional

growth, and physical growth, and could be measured at ages
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in addition to the prekindergarten age.

6. Future studies might also be made of programs

and organizational patterns that should be utilized in the

primary grades to promote the types of skills that early

childhood programs had hopefully begun.
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REGULATIONS FROM TITLE I OF TaE ELEMENTARY AND
SECONDARY EDUCATION ACT

The following exoerpts were taken from the regula
tions £f the Title I, E.S.E.A. Act of 1965, Public Law
89-10.

Section 116.1 -- Definitions

Paragraph (b). IfAttendanoe area it means, in relation
to a particular pUblio school, the geographical area in which
the children who are normally served by that school reside.
An attendance area for an elementary school may not necessarily
be coterminous with an attendance area for a secondary school.

paragrath (i). IIEducationally deprived ohildren"
means those ch~ldren who have need for special educational
assistance in order that their level of educational attain
ment may be raised to that appropriate for children of their
age. The term includes children who are handicapped or
whose needs for such special educational assistance result
from poverty, neglect, delinquency, or cultural or linguistic
isolation from the community at large.

Paragraph (s). nLow income factor" means the limit
of family annual income which is used in determining families
with low annual incomes for the purpose of Title I of the
Act. For fiscal years 1968, 1969, and 1970, the low-income
factor is $2,000, except that when the appropriations under
Title I of the Act are sufficient to satisfy all maximum 2
grants to local educational agencies computed by is $3,000.

area o~a66~i*~tt6~·Of":~~~~~;n~~e:;e::~~a;~~ga;t~i~~~~n-
cent;ation of children from low-income families Which, without
regard to the location of the project itself, is designated

1U•S• Department of Health, Education, and Welfare-
Office of Education, Title I olthe Elementary. and Secondar
Education Act of .1965 . Publ c Law B9-10. Regulat ons for the
FInancIal Asslstance to. Meet: §he)pec!f.l Edu~at~~~:l N:e~s
o Educatl.onay Deprl.vedChldren. T t e 4 '... .
the Code of Federal RegulatIons (Washington: Government
Printing Office, 1969).

2paragraph (s) was amended to read as shown on
November 28, 1968, 33 F.R. 17788.
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as the area whose children are to be served by the project.
The term does not apply to a project to be carried out by a
State agency at a school operated or supported by that
agency for handicapped ohildren or for ohildren in institu
tions for neglected or delinquent children.

Section 116.17 -- Project Covered by an Ap;e,lication

Paragraph (a). An applioation for a grant under
Title I of the A7t by a looal educational agenoy (other than
a State agency d1rectly responsible for providing free public
eduoation for handicapped children or for ohildren in institu
tions for neglected or delinquent children) shall set forth
a project for educationally deprived children residing in a
project area composed of school attendance areas having high
concentrations of children from low-income families or a
project for neglected or delinquent children, which project
shall have been designed specifically to meet special educa
tional needs of those educationally deprived children. The
project itself shall be carried out at locations where the
needs of the educationally deprived children can best be
served. It may involve the participation of educationally
deprived children residing outside the project area if such
a participation will not dilute the effectiveness of the
project with respect to children residing in the project area.

Paragraph (c). Each application for a grant under
Title I of the Act by such a local educational agency, other
than an application for a grant for planning, shall designate
the project area or the institution or special school for
which the project is designed. A project area may include
one or more attendance areas having high concentrations of
children from low-income families, but the project area must
be sufficientlY restricted in size in relation to the nature
of the project as to avoid jeopardizing its effectiveness in
meeting the aims and objectives of the project. Each such
application shall describe the .. special edl;lcational ~e~ds
identified with educationally deprived oh1ldren res1d1ng in
the project area at which the project ~s dire:ted. .Each
local educational agency shall design 1tS proJects 1n such
a manner, and apply them to such school attendance areas ..
haVing high concentrations of children from low-income fam111es j

as will best meet the special educational needs of the educa-
tionally deprived children.

h (f) The project for which an application
para9:raPd by a local educational agency should be

for a grant s .. ma.e .' 1 educational needs of those
designed to meet ~e spec;a who have the greatest need
educationally de pr1ved .. ohJ.ldren f the educationally deprived
for assistance. However, none 0
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~~i~~r=~o~~de~rehi~lnbeedof the special eduoational services
i s a e denied the opportunity to partioipate
In t~e proj~ot on the ground that they are not children from
ow- n?ome amilies or on the ground that they are not
attend~ng sohool at the time.

Paragraph <fl. Eaoh suoh projeot must be tailored
to oontr!bute part oularly toward meeting one or more of
the special educational needs of educationally deprived
children and should not be designed merely to meet the needs
~f sohool~ or of the ~tudent body at large in a school or
~n a spec~fied grade Ln a school.

Section 116.18 Size, Scope, and Quality of Projeots

Paragraph (a) • Each application by a State or looal
educational agenoy for a grant (other than one for a planning
project) must propose projects of suffioient size, scope and
quality as to give reasonable promise of substantial progress
toward meeting the needs of educationally deprived children
for whom the projects are intended. The program of a local
educational agenoy must involve the expenditure of at least
$2,500 or such lesser amount as may be set by the State
educational agency upon its determination that it would be
impossible, for such reasons such as distance or difficulty
of travel, for the applicant to join effectively with other
local educational agencies for the purpose of meeting that
dollar requirement. The budget for a project shall avoid
imprudent, extravagant or wasteful expenditures which would
tend to defeat the intent of the Act to meet the special
educational needs of educationally deprived children. The
project application must justify any proposed expenditures
above the level of expenditures by the applicant for other
comparable activities.

Paragraph. (b) • Each application for a grant (other
than one lor a planning project) or for payments to the
Department of the Interior shall provide an assessment ?f
the special educational needs of the educationally depr1ved
children who would be eligible to receive benefits under
Title I of the Act or incorporate by reference the as~essment
contained in a prior application. Each .such applicat10n for
a grant shall describe the objectives of the project in rela
tion to those special educational needs. It must demonstrate
that the project has been sufficiently well planned to me7t
those objectives and that the project ma~es adequate prov1
sion for its implementation in an effect1ve manner.



APPENDIX B

RAW SCORE DATA USED IN THE STUDY
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TABLE 12

RAW SCORES FROM THE SLOSSON INTELLIGENCE TEST FOR THE
1973-74 EARLY CHILDHOOD PROGRAM

Pretest

102

94

117

114

114

84

117

94

84

108

125

: :

BOYS

Posttest

104

103

105

106

126

93

123

109

117

III

132

: ::

Pretest

110

90

92

116

108

98

98

91

115

132

106

GIRLS
Posttest

114

96

88

91

120

101

92

109

109

127

99

::
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TABLE 13

READING RAW SCORES ON TZiE COMPREHENSIVE TEST OF
BASIC SKILLS FOR THE

1974-75 EARLY CHILDHOOD PROGRAM

E!perimenta1 Gr~up

Pretest Posttest
Control Gr()up

Pretest posttest

69 101 99 125
61 90 81 117

114 138 64 102
60 108 69 89
65 109 102 129
69 89 96 137
60 85 64 83
51 83 43 65
92 125 123 127
83 114 120 132

104 135 116 124
96 121 75 115

121 141 112 130
97 124 67 116
79 107 54 85

99 138 85 119

111 135 90 123

96 132 90 105

107 134 89 114

86 113 74 109

102 127 67 106

105 136
102 118
III 134

74 110
107 121

: : :
: : :
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TABLE 14

MATHEMATICS RAW SCORES FROM THE COMP~HENSIVE TEST
OF BASIC SKILLS FOR THE

1974-75 EARLY CHILDHOOD PROGRAM

Experimental Group

Pretest Posttest

Control Group

Pretest Posttest

10 19 9
8 11 11

17 17 12
8 13 13

12 10 16
11 11 15

6 15 11
7 12 10

11 14 15
13 19 15
11 19 12

9 17 15
22 23 17

13 20 12

12 14 12

16 22 14

14 20 7

11 19 12

17 25 12

9 17 7

11 15 13

18 21
21 24

17 18
12 19
14 22

-:
:

22
18
13
15
23
21
12
12
17
20
17
20
17
13

9
14
14

9
11
16
15

:



TABLE 15

RAW SCORES FROM THE METROPOLITAN READINESS TEST
FOR THE

1974-75 EARtY CHILDHOOD PROGRAM

161

Experimental
Group

55
58
69
67
55
56
56
43
54
57
76
57
89
72
58
84
73
83
19
77
67
82
70
71
54
66

::: :

Cont.rol
Group

77
70
63
64
70
70
48
35
62
71
74
68
69
59
48
58
66
15
61
84
11
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TABLE 16

RAW SCORES FROM THE SLOSSON INTELLIGENCE TEST FOR THE
1975-76 EARLY CHILDHOOD PROGRAM

Experimental
School-based

Grou2
Pretest Posttest

Experimental
Home-based

Group
Pretest Posttest

Control
Graue

Pretest Posttest

102 121 115 125
100 129 98 129
121 129 102 125
115 121 115 160
125 127 109 113

90 116 110 110
109 144 96 109
112 136 120 155
110 127 100 103
102 114 103 101

98 130 104 115
120 141 85 98
114 128 112 120

87 110 125 129
96 119 90 114

104 107 122 116

.. : ::: :.: ::

115 115
111 114
119 119

98 lIS
96 109

123 119
102 108
110 109

85 88

:



163

TABLE 17

RAW SCORES FROM THE DEVELOPMENTAL TEST OF VISUAL
MOTOR INTEGRATION FOR THE

1975-76 EARLY CHILDHOOD PROGRAM

Experimental
School-based

Group

Pretest Posttest

Experimental
Home-based

Graue
Pretest Posttest

Control
Group

Pretest Posttest

52 94 49 60 38
49 63 49 63 52
49 63 38 59 38
49 63 38 63 54
57 63 52 70 56
38 59 49 63 38
38 63 38 57 49
38 54 38 49 38
38 54 49 59 46
38 56 38 46
38 59 38 49
49 70 57 57

: :: : :

52
56
54
88
59
60
56
54
52

: ::
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TABLE 18

RAW SCORES FROM THE ILLINOIS TEST OF PSYCHOLINGUISTIC
ABILITIES: GRAMMATIC CLOSURE SUBTEST FOR THE

1975-76 EARLY CHIIJOHOOO PROGRAM

Experimental
School-based

Grou2
Pretest Posttest

Experimental
Home-based
. GrouE.

Pretest Posttest

Control
Group

Pretest Posttest

12 20 15 19 12 18
13 17 7 11 10 15
13 16 7 11 11 16

7 12 7 12 12 17
15 18 7 16 8 10
12 21 12 16 13 15
10 15 10 17 4 9

10 16 13 17 8 12
7 20 a 20 7 9

7 19 13 16
8 15 7 10
7 17 8 11
8 17 7 11
7 13 10 13
7 14 12 14
8 20 8 7

:: : : ::::
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TABLE 19

RAW SCORES FROM THE BOEHM TEST OF BASIC CONCEPTS FOR THE
1975-76 EARLY CHILDHOOD PROG~4

Experimental
Home-based

Groue

Experimental
School-based
,_Group

Pretest Posttest pretest Posttest

35
25
26
33
24
22
28
31
25
28
29
32
27
32
32
14
29
31
32
30

36
35
38
42
35
36
39
41
36
40
37
41
38
42
38
30
41
42
40
40

: : :: ::

33
32
26
30
29
28
25
14
25
32
32
22
31
32
28
35
24
29
27
31

:::

35
35
34
28
39
30
31
23
36
44
36
31
45
34
47
42
27
34
36
39

:
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