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SU BJECT: Sectional Summary of SB 41 - relating to kindergarten.

Senator Bettye Davis 
Attn: Richard Benav:

TO:

FROM : Michael F. Ford 
Legislative Counsel

You have requested a sectional summary o f the above-described bill.

As a preliminary matter, note that a sectional summary o f  a bill should not be considered 
an authoritative interpretation o f the bill and the bill itself is the best statement o f  its 
contents. If  you would like an interpretation of the bill as it may apply to a particular set 
o f circumstances, please advise.

Section 1. Requires each school district to offer a kindergarten program.

Section 2. Changes the legal school age from six to five years old.

Section 3. Requires that a five year old must attend kindergarten unless exempt under 
AS 14.30.010(b).

Section 4. Changes the complusory attendance law to require a five year old to attend 
school, except as provided under AS 14.30.010(b).

Section 5. Effective date.
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Memorandum

To: Senator Lycla Green, Chair
Senate HESS Committee

From: Senator Bettye Davis

Date: January 30, 2002

RE: Request for Hearing, SB 4 1

1 respectfully request a hearing for Senate Bill 41, Kindergarten and School Age.

The aim o f a Kindergarten program is to provide a strong foundation from which students can 
grow to become active participants in life-long learning. Children’s early learning experiences 
have a profound effect on their development. In Kindergarten, children’s receptivity to new 
influences and capacity to learn are at their peak. During this period, they acquire a variety of 
important skills, knowledge, and attitudes that will affect their ability to learn, their personal 
development, their relationships with others, and their future participation in society.

I have attached the following:

• Current version of the bill
• Sponsor Statement
• Sectional Analysis
• Background Information
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Senate Bill

T h e  a im  o f  a  K i n d e r g a r t e n  p r o g r a m  i s  t o  p r o v i d e  a  s t r o n g  f o u n d a t i o n  f r o m  
w h i c h  s t u d e n t s  c a n  g r o w  to  b e c o m e  a c t i v e  p a r t i c i p a n t s  in  l i f e - l o n g  
l e a r n i n g .  C h i ld r e n ’s  e a r l y  l e a r n i n g  e x p e r i e n c e s  h a v e  a  p r o f o u n d  e f f e c t  o n  
t h e i r  d e v e l o p m e n t .  In  K i n d e r g a r t e n ,  c h i l d r e n ’s  r e c e p t i v i t y  t o  n e w  
i n f l u e n c e s  a n d  c a p a c i t y  t c  l e a r n  a r e  a t  t h e i r  p e a k .  D u r in g  t h i s  p e r i o d ,  
t h e y  a c q u i r e  a  v a r i e t y  o f  i m p o r t a n t  s k i l l s ,  k n o w l e d g e : a n d  a t t i t u d e s  t h a t  
w i l l  a f f e c t  t h e i r  a b i l i t y  t o  l e a r n ,  t h e i r  p e r s o n a l  d e v e l o p m e n t ,  t h e i r  
r e l a t i o n s h i p s  w i t h  o t h e r s ,  a n d  t h e i r  f u t u r e  p a r t i c i p a t i o n  in  s o c i e t y .
T h e  l e a r n i n g  e x p e r i e n c e d  in  K i n d e r g a r t e n  p r o v i d e s  t h e  b a s i s  f o r  t h e  
a c q u i s i t i o n  o f  l i t e r a c y  s k i l l s  ( in c lu d in g  t e c h n o l o g i c a l  a n d  c o m p u t e r  
l i t e r a c y ) ,  m a t h e m a t i c s  s k i l l s ,  a n d  s c i e n c e  s k i l l s ,  a n d  p r e p a r e s  t h e m  f o r  
s u c c e s s f u l  l e a r n i n g  e x p e r i e n c e s  in  l a t e r  g r a d e s .

This bill would require that all children be enrolled in a kindergarten 
program. This legislation is based on the belief that early learning and 
preparation for all students who enter the first grade should be a major 
focus.
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41 "A n  Act Kindergarten programs and
compulsory education; funding grants for 
public schools; and providing for an 
effective date." 
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FROM Michael F. Ford 
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You have requested a sectional summary o f the above-described bill.

As a preliminary matter, note that a sectional summary o f a bill should not be considered 
an authoritative interpretation o f the bill and the bill itself is the best statement o f its 
contents. If  you would like an interpretation o f the bill as it may apply to a particular set 
of circumstances, please advise.

Section 1. Requires each school district to offer a kindergarten program.

Section 2. Changes the legal school age from six to five years old.

Section 3. Requires that a five year old must attend kindergarten unless exempt under 
AS 14.30.010(b).

Section 4. Changes the com r' ^ory attendance law to require a five year old to attend 
school, except as provided under AS 14.30.010(b).
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UNITED STATES
D E P A R T M E N T  O F  E D U C A T IO N• n e w s

FOR RELEASE: Contact: David Thomas
December 1, 2000 (202) 401 -1579

READING AND M ATH GAINS MEASURED A FTER YEAR O F K IN D ERG A RTEN  

Education Study Finds A ll Children Improve, At-risk Children Close Gaps fo r  Basic Skills

Speech

Children from all backgrounds significantly improve their reading and math performance during 
kindergarten and increase their readiness for future schooling, according to a new report from the U.S. 
Department of Education’s National Center for Education Statistics (NCES). And the gains reported in 
The Kindergarten Year are about the same regardless of the child’s background. Significant gaps remain, 
however, in more advanced skills between at-risk children and their peers.

"This report clearly shows that kindergarten benefits all children," U.S. Secretary of Education Richard W. 
Riley said. "But it also reminds us that a half-day of kindergarten and regular school cannot do everything. 
The challenge for at-risk students raises compelling questions. Would universal pre-school reduce the gaps 
in skills that appear before children even enter kindergarten? Would all-day kindergarten make a 
difference? Would after-school programs in elementary and middle schools be especially beneficial to 
at-risk students in closing the gap? What can parents do long before their children enter kindergarten?
How can community-based organizations give parents more support?"

"There's certainly mixed news in the report," said Gary Phillips, acting commissioner of education 
statistics. "The good news is that during kindergarten, all types of students improve their readiness for 
school. On the other hand, the pattern of group differences entering kindergarten is still there at the end o f 
kindergarten. Furthermore, the gap between at-risk and more advantaged students is reduced for more 
basic skills, but widened for more complex skills."

The Kindergarten Tear provides national data from the Early Childhood Longitudinal Study, Kindergarten 
Class of 1998-99, which included a representative sample of 22,000 children, their families, schools and 
classrooms. The study is the second in a series of planned reports from the longitudinal study, which 
provides first-time data on children attending public and private kindergartens.

The study found that children increased their specific knowledge and skills in reading from when they first 
entered kindergarten. After a year of kindergarten, those who could recognize their letters increased from 
65 percent to 94 percent; children who could understand the letter-sound relationship at the beginning of 
words rose from 29 percent to 72 percent; and those who could understand the letter-sound relationship at 
the end of words increased from 17 percent to 52 percent.

By the end of kindergarten, nearly all children recognize shapes and numbers (99 percent) and a majority 
understand the relative size and order of objects. Also, almost five times (18 percent) as many children 
could solve simple addition and subtraction problems at the end of kindergarten as at the beginning.

http://wvw.cd.gov/PressRelcases/12-2OOO/12OI0O.lv
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The Kindergarten Year identifies four risk factors for kindergartners: single-parent households, welfare 
recipients, mother with less than a high school education, and homes where English is not the primary 
language. Students with two or more risk factors enter kindergarten with much lower reading and math 
skills, but by the end of the year have virtually erased the gaps for the most basic skills. At-risk children 
remain behind in the more advanced skills such as recognizing words by sight or solving simple math 
problems.

The study found that patterns at the beginning of the school year persist and that by the end of the 
kindergarten year:

• Older children have higher specific reading and math knowledge and skills than their younger 
counterparts:

• According to teachers, children whose mothers who have more education are more likely to persist 
at tasks, seem more eager to learn, and pay closer attention than children whose mothers have less

Future studies will continue to follow the same sample of children through fifth grade, regularly gathering 
data on their reading and math achievement, social skills, physical development, and school experiences. 
The study will reveal the extent to which differences that exist when children enter school persist or 
change over time and how schooling influences progress.

The full text of The Kindergarten Year is available on fhe NCES Web site at http://nces.ed.gov/ecls/. A 
copy of the report can be ordered by calling toll free 1-877-4ED-PUBS (1-877-433-7827) TTY/TDD 
1-877-576-7734; via e-mail at edpubs@inet.ed.gov:or through the Internet at 
http://www.ed.gov/pubs/edpubs.html.

education;

• Teachers also report that kindergartners with fewer risk factors are more likely to accept peer ideas 
and form friendships, and less likely to argue, fight, or get angry than children with more risk 
factors.

###
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Executive S um m ary

The kindergarten year marks a period o f rapid change in the ways children think about 

themselves and the world around them (Bredekamp and Copple 1997; Sameroff and 

McDonough 1994). This change is influenced by both developmental factors (e.g., age, 

maturation) and environmental factors (e.g., schooling, home educational activities, family 

resources). Across this first year o f schooling, children will acquire the knowledge and skills 

that w iil prove integral to their future success in school and in life.

Children enter school demonstrating a vast array o f knowledge and skills, some children 

further along than others (West, Denton, and Germino Hausken 2000). The kindergarten year 

serves multiple purposes and is geared toward the development o f both cognitive and 

noncognitive knowledge and skills (Seefeldt 1990). And, depending on the child, knowledge 

and skills develop in different areas and at different rates across this year of school.

To enrich the picture o f children’s first experience in formal education— the kindergarten 

year— we need to understand the knowledge and skills children possess as they enter 

kindergarten and we need to gain insight into how these develop across the kindergarten 

year. This report attempts to answer Uvo basic sets o f questions about children’s knowledge 

and skill acquisition during the kindergarten year.

1. What gains are children making from the fall o f their kindergarten year to the spring of 

their kindergarten year in their reading and mathematics knowledge and skills? Do these 

gains differ by child, family, and kindergarten program characteristics? As children are 

exiting kindergarten and preparing for first grade, how do their knowledge and skills 

differ by child, family, and kindergarten program characteristics (e.g., age, family risk 

factors)?

2. What gains are children making in specific knowledge and skills (e.g., recognizing 

letters, recognizing numbers, paying attention)? Do children’s gains in specific 

knowledge and skills differ by child, family, and kindergarten program characteristics? 

At the end o f their kindergarten year when children are preparing for first grade, do their
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specific knowledge and skills differ by child, family, and kindergarten program 

characteristics (e.g., age, mother’s education)?

The Findings in this report come from the Early Childhood Longitudinal Study, Kindergarten 

Class o f 1998-99 (ECLS-K). The ECLS-K, sponsored by the U.S. Department o f Education, 

National Center for Education Statistics (NCES), selected a nationally representative sample 

o f kindergartners in the fall o f 1998 and is following these children through the end o f fifth 

grade. The full ECLS-K sample is comprised o f approximately 22,000 children who attended 

about 1,000 kindergarten programs during the 1998-99 school year. The children attended 

both public (85 percent) and private (15 percent) kindergartens that offered full-day (55 

percent) and part-day (45 percent) programs. A ll kindergarten children within the sampled 

schools were eligible for the sampling process, including language minority and special 

education students. The sample includes children from different racial/ethnic and 

socioeconomic backgrounds. In the fall o f 1998, about 95 percent o f kindergartners were 

entering school for the first time. This report focuses on these first-time kindergartners. 

When information on children’s cognitive knowledge and skills is pr:sented, this report 

focuses on the children in the sample who received the cognitive assessment in English in 

both the fall and the spring o f their kindergarten year.1

F in d in g s

Q uestion 1 : G ain, D iffe re nce s in  G ain, and  S p rin g  K inde rgarten  S tatus in  C h ild re n 's  

K now ledge a n d  S k ills

To address the first set o f questions, the change from the fall of kindergarten to the spring o f 

kindergarten in children’s reading and mathematics scale scores was examined. These scores 

reflect children’s overall performance in these domains. The possibility that particular groups 

o f children might demonstrate more or less gain over the kindergarten was also explored

Approximately 30 percent of Hispanic children and 19 percent of Asian children were not assessed in English and arc not 
included in the estimates related to cognitive knowledge and skills. The Hispanic children who were proficient in Spanish were 
assessed in Spanish (for details see Methodology and Technical Notes, Constructs, and Variables Used in Analysis), The 
Hispanic and the Asian children not assessed in English are included in the estimates related to noncognitive knowledge and 
skills. And, due to specific instructions listed in the child's school record, about one-half percent of children were excluded 
from the cognitive assessment based on a disability.



(e.g., children at risk fo r later school d ifficu lty  might ne t acquire reading knowledge and 

skills at the same rate as children not at risk for later school d ifficu lty ).

As their kindergarten year comes to a close, children demonstrate higher levels o f reading 

and mathematics knowledge and skills than they demonstrated as they entered school fo r the 

firs t time. Children’s reading scale scores increased b y  10 points from  the fa ll to the spring 

(figure A). Therefore, the gain from fall to spring is about one standard deviation (an 

appreciable increase).

Figure A.— First-time kindergartners’ mean reading scale scores: Fall 1998 and 
spring 1999

Reading

20 25

Scale score

■ Fall 
□ Spring

NOTE: 'ft"- ECLS K assessment was designed for both kindergarten and first-grade children. Therefore a mean score of 
approximately 30 in the spring of kindergarten is not unexpected.
SOURCE: U.S. Department of Education, Na’ional Center lor Education Statistics, Early Childhood I.ongitudinal Study, 
Kindergarten Class of 1998-99, Fali 1998 and Spring 1999.

Children’s mathematics scores increased by eight points from the fa ll to the *™-ing (figure 

B). Thus, children’s mathematics knowledge and skills increased about one standard 

deviation during the kindergarten year. For the most part, the gains children demonstrate in 

their overall reading and mathematics knowledge and skills do not d iffe r markedly by child, 

fam ily, and kindergarten program characteristics. For example, (here i.; not more than a two- 

point difference in the gains children demonstrate in reading and mathematics by mother’s 

education.
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Figure B.— First-time kindergartners’ mean mathematics scale scores: Fall 1998 and 
spring 1999

Mathematics
■ Fall 
□ Spring

0 5 10 15 20 25

Scale score

30 35 64

NOTE: The ECLS-K assessment was designed for both kindergarten and first-grade children. Therefore a mean score of 
approximately 30 in the spring of kindergarten is not unexpected.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.

The absence o f  a substantial differential gain in children’s general reading and mathematics 

knowledge and skills is seen again when we consider other characteristics o f  children, their 

families, and their kindergarten programs, such as children’s age as they enter school and 

fam ily  risks for later school d ifficu lty . The same is true when we look at school type and 

kindergarten program type. However when we consider the specific knowledge and skills 

children are acquiring (e.g., letter recognition, addition and subtraction, making friends, 

paying attention), children are developing particular cognitive and noncognitive knowledge 

and skills at different rates.



Q uestion  2 : G ain, D iffe re nce s in  J a in  and  S p rin g  K in de rg arte n  S ta tus in  C h ild re n ’s 

S p e c ific  K now ledge and S k ills

To address the second set o f questions, children’s specific cognitive and noncognitive 

knowledge and skills were examined. Furthermore, the question o f whether certain groups o f 

children were more likely to acquire specific cognitive and noncognitive knowledge and 

skills than others was explored (e.g., does the probability that children acquire the reading 

skill o f sight-word recognition vary by the level o f their mother’s education?). Finally, 

information is presented on the specific knowledge and skills children demonstrate in the 

spring o f their kindergarten year as they are preparing for first grade.

In addition to the overall reading and mathematics scale scores, the ECLS-K assessment 

battery provides information on specific proficiencies. In the reading domain, the ECLS-K 

assessment battery provides information on: letter recognition; understanding o f the letter- 

sound relationship at the beginning o f words; understanding of the letter-sound relationship 

at the ending o f words; sight-word recognition; and understanding o f words in context. In the 

mathematics domain, the ECLS-K assessment battery provides information on: recognizing 

single-digit numbers and basic shapes; counting beyond 10, recognizing the sequence in 

basic patterns, and comparing the relative size (dimensional relationship) o f objects; 

recognizing two-digit numbers, identifying the next number in a sequence, and identifying 

the ordinal position o f an object; performing simple addition and subtraction; and performing 

basic multiplication and division.

Across the kindergarten year, children acquire specific knowledge and skills in reading and 

mathematics (figures C and D). By the end o f their kindergarten year, nearly all children 

recognize their letters, their numbers and their shapes. The percent o f children who can 

recognize words by sight and demonstrate an understanding o f words in context, though still 

relatively low, increased from kindergarten entry to kindergarten exit. And the numbers of 

children adding and subtracting also increased from kindergarten entry to kindergarten exit. 

We see less dramatic changes in children’s social skills and approaches to learning across the 

kindergarten year, with a large percentage o f children exhibiting prosocial behaviors and 

positive approaches to learning.



Figure C.— Percentage of first-time kindergartners demonstrating specific reading 
knowledge and skills: Fall 1998 and spring 1999
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SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, Kindcrgaiten 
Class of 1998-99, Fall 1998 and Spring 1999.

Figure D.— Percentage of first-time kindergartners demonstrating specific 
mathematics knowledge and skills: Fall 1998 and spring 1999
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SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.



When we examined children’s overall gains in reading and mathematics knowledge and 

skills, as measured by their reading and mathematics scale scores, by child, family and 

kindergarten program characteristics, we found little evidence o f differential gains from fall 

to spring. Based on those findings, the conclusion might be that from fall to spring of 

kindergarten, all children are acquiring knowledge and skills at approximately the same rate, 

and that they are learning the same things. However, this is not completely accurate. We see 

a very different picture when we look at children’s acquisition of specific knowledge and 

skills.

To illustrate, children from the more disadvantaged backgrounds (those with at least one risk 

factor) are closing the gaps in basic skills (i.e., recognizing their letters and counting beyond 

10, recognizing the sequence in basic patterns and comparing the relative size o f objects). 

However, these same children lag further behind their more advantaged classmates when it 

comes to gaining more sophisticated reading and mathematics knowledge and skills (i.e., 

recognizing words by sight or solving simple addition and subtraction problems). In fact, the 

gap has widened. The same basic patterns we see when we consider cumulative family-risk 

factors are present when we consider other child characteristics, such as race/ethnicity.

Furthermore, to illustrate, we see some evidence o f differential gain in the frequency with 

which children demonstrate specific social skills. According to their teachers, younger 

children are more likely to acquire the skill o f paying attention than their older counterparts 

during the kindergarten year.

As children are completing kindergarten and preparing for first grade, almost all (94 percent) 

children know their letters, and 72 percent understand the letter-sound relationship at the 

beginning o f words, while 52 percent understand the letter-sound relationship at the ending 

of words. In fact, 13 percent demonstrate a proficient understanding o f words by sight and 4 

percent, words in context (figure C). In mathematics, 99 percent o f children recognize their 

numbers and basic shapes, and the majority (87 percent) demonstrate understanding of 

dimensional relationships among objects (relative size). Just over half (56 percent) o f 

children demonstrate an understanding o f the mathematical concept ordinality. Moreover, 18



percent show they can add and subtract, and 2 percent are successfully performing 

multiplication and division (figure D).

S um m ary

Young children need knowledge and new experiences to develop and thrive. Schools offer a 

plethora o f learning and development opportunities for children. Consequently, it is not 

surprising that across the kindergarten year children are rapidly acquiring the knowledge and 

skills integral to succeed in school and life.

This report presents a simple picture o f the gains children make across the kindergarten year. 

The ECLS-K w ill follow these children through the fifth grade. We will be able to track 

children’s performance and the differences in their performance, not only by child and family 

characteristics but also by teacher and school characteristics. This report represents only the 

beginning o f understanding the role o f the kindergarten year in children’s development. 

Future analyses, based on the information from the ECLS-K, w ill help us understand the role 

of such things as child care, home educational environment, teachers’ instructional practices, 

class size and the general climate, and facilities and safety of the schools.
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E R I C  l ip !  D i g e s t s

ER IC  Identifier: ED382410 
Publication Date: 1995-05-00 
A uthor: Rothenberg, Dianne
Source: ERIC Clearinghouse on Elementary and Early Childhood Education Urbana IL.

Full-Day Kindergarten Programs. ERIC Digest.

THIS DIGEST WAS CREATED BY ERIC, THE EDUCATIONAL RESOURCES INFORMATION 
CENTER. FOR MORE INFORMATION ABOUT ERIC, CONTACT ACCESS ERIC 1-800-LET-ERIC

Changes in American society and education over the last 20 years have contributed to the popularity of 
all-day (every day) kindergarten programs in many communities (Gullo, 1990). The increase in single 
parent and dual employment households, and the fact that most children spend a significant part of the day 
away from home, also signal significant changes in American family life compared to a generation ago. 
Studies show that parents favor a full-day program which reduces the number of transitions kindergar tners 
experience in a typical day (Housden & Kam, 1992; Johnson, 1993). Research also suggests that many 
children benefit academically and socially during the primary years from participation in full-day, 
compared to half-day, kindergarten programs (Cryan et al., 1992).

Families who find it difficult to schedule both kindergarten and a child care program during the day are 
especially attracted to a full-day program (Housden & Kam, 1992). In many areas, both public and private 
preschool programs offer full-day kindergarten (Lofthouse, 1994). Still, some educators, policymakers, and 
parents prefer half-day, everyday kindergarten. They argue that a half-day program is less expensive and 
provides an adequate educational and social experience for young children while orienting them to school, 
especially if they have attended preschool. Many districts thus offer both half-day and full-day 
kindergarten programs when possible, but the trend is clearly in the direction of full-day kindergarten.

T H E  D E M O G R A P H IC S  OF F U L L -D A Y  K IN D E R G A R T E N

Well over 3.3 million children attend kindergarten in the United States, nearly as many children as attend 
first grade (Smith et al., 1994, p. 54). In 1993, about 54% of kindergarten teachers taught full-day classes, 
and about half of kindergartners attended full-day programs. Two-thirds of fuii-day kindergarten teachers 
taught in high-poverty areas, while fewer than one-third (29%) taught in schools with a low incidence o f 
poverty (Heaviside et al., 1993). Teachers of classes with high minority enrollments were also more likely 
to teach full-day classes than were teachers of classes with low minority enrollments (67% versus 43%). 
State aid for all-day students is often used to fund full-day kindergarten. One reason for the high ratio of 
full-day to half-day kindergarten programs in high-poverty and high-minority schools is that state and 
federal funding for at-risk students is often used to supplement all-day funding, since all-day programs 
typically require extra classroom space, increased staffing for special services and programs, and 
additional classroom kindergarten teachers (Fromberg, 1992; Housden & Kam, 1992).

Full-dry kindergarten is also popular because it eliminates the need to provide buses and crossing guards at 
mid-day. A higher proportion of kindergarten teachers taught full-day classes in rural areas in 1993 (66%)

http://www.cd.gov/databases/ERIC_Digests/ed3S24!0.h
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than in city schools (59%), in towns (53%), or in schools in the urban "fringe" (39%) (Heaviside et al., 
1993).

RESEARCH ON THE EFFECTS OF FULL-DAY KINDERGARTEN
Research studies confirm that attendance in full-day kindergarten results in academic and social benefits 
for students, at least in the primary grades (Cryan et al., 1992; Karweit, 1992). Early studies seemed to 
offer little reliable evidence one way or the other because they used small samples or unique populations, 
failed to use rigorous standards, or concentrated almost exclusively on academic outcomes (as opposed to 
children's attitudes toward school, for example).

Cryan et al. (1992), however, are among the researchers who have found a broad range of effects, 
including a positive relationship between participation in full-day kindergarten and later school 
performance. After comparing similar half-day and full-day programs in a statewide longitudinal study, 
Cryan et al. found that full-day kindergartners exhibited more independent learning, classroom 
involvement, productivity in work with peers, and reflectiveness than half-day kindergartners. They were 
also more likely to approach the teacher and they expressed less withdrawal, anger, shyness, and blaming 
behavior than half-day kindergartners. In general, children in full-day programs exhibited more positive 
behaviors than did pupils in half-day or altemate-day programs.

Results similar to those of Cryan et al. have been found in other studies (Holmes and McConnell, 1990; 
Karweit, 1992). These positive effects and the academic gains in the first years of school support the value 
of developmentally appropriate full-day kindergarten.

CHARACTERISTICS OF EFFECTIVE FULL-DAY KINDERGARTEN 
PROGRAMS

Observers of trends in kindergarten scheduling argue that changing the LENGTH of the kindergarten day 
begs the underlying issue: creating developmentally and individually appropriate learning environments 
for ALL kindergarten children, regardless of the length of school day (Karweit, 1992; Katz, 1995).

Full-day kindergarten allows children and teachers time to explore topics in depth; reduces the ratio of 
transition time to class time; provides for greater continuity of day-to-day activities; and provides an 
environment that favors a child-centered, developmentally appropriate approach. Recent research indicates 
that, compared to children in didactic programs, children in child-centered kindergarten programs rated 
their abilities significantly higher, had higher expectations for success on academic tasks, and were less 
dependent on adults for permission and approval (Stipek et al., 1995).

Experts urge teachers, administrators, and parents to resist the temptation to provide full-day programs that 
are didactic rather than intellectually engaging in tone. Seat work, worksheets, and early instruction in 
reading or other academic subjects are largely inappropriate in kindergarten. By contrast, developmentally 
appropriate, child-centered all-day kindergarten programs:

* integrate new learning with past experiences through project work and through mixed-ability and 
mixed-age grouping (Drew & Law, 1990; Katz, 1995) in an unhurried setting;

* involve children in first-hand experience and informal interaction with objects, other children, and adults 
(Housden & Kam, 1992);

* emphasize language development and appropriate preliteracy experiences;

http://www.ed.gOV/databases/ERIC_Digests/ed382410.h
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* work with parents to share information about their children, build understanding of parent and teacher 
roles, emphasize reading to children in school and at home, and set the stage for later parent-teacher 
partnerships;

* offer a balance of small group, large group, and individual activities (Katz, 1995);

^assess students' progress through close teacher observation and systematic collection and examination of 
students' work, often using portfolios; and

* develop children's social skills, including conflict resolution strategies.

CONCLUSION
Recent research supports the effectiveness of full-day kindergarten programs that are developmentally 
appropriate, indicating that they have academic and behavioral benefits for young children. In full-day 
programs, less hectic instruction geared to student needs and appropriate assessment of student progress 
contribute to the effectiveness of the program. While these can also be characteristics of high-quality 
half-day programs, many children seem to benefit, academically and behaviorally, from all-day 
kindergarten. O f course, the length of the school day is only one dimension of the kindergarten experience. 
Other important issues include the nature of the kindergarten curriculum and the quality of teaching.
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Executive Sum m ary

The kindergarten year marks a period of rapid change in the ways children think about 

themselves and the world around them (Bredekamp and Copple 1997; Sameroff and 

McDonough 1994). This change is influenced by both developmental factors (e.g.. age. 

maturation) and environmental factors (e.g., schooling, home educational activities, family 

resources). Across this first year o f schooling, children will acquire the knowledge and skills 

that w ill prove integral to their future success in school and in life.

Children enter school demonstrating a vast array o f knowledge and skills, some children 

further along than others (West, Denton, and Germino Hausken 2000). The kindergarten year 

serves multiple purposes and is geared toward the development o f both cognitive and 

noncognitive knowledge and skills (Seefeldt 1990). And, depending on the child, knowledge 

and skills develop in different areas and at different rates across this year o f school.

To enrich the picture of children’s first experience in formal education— the kindergarten 

year— we need to understand the knowledge and skills children possess as they enter 

kindergarten and we need to gain insight into how these develop across the kindergarten 

year. This report attempts to answer two basic sets o f questions about children’s knowledge 

and skill acquisition during the kindergarten year.

1. What gains are children making from the fall of their kindergarten year to the spring o f 

their kindergarten year in their reading and mathematics knowledge and skills? Do these 

gains differ by child, family, and kindergarten program characteristics? As children are 

exiting kindergarten and preparing for first grade, how do their knowledge and skills 

differ by child, family, and kindergarten program characteristics (e.g., age, family risk 

factors)?

2. What gains are children making in specific knowledge and skills (e.g., recognizing 

letters, recognizing numbers, paying attention)? Do children’s gains in specific 

knowledge and skills differ by child, family, and kindergarten program characteristics? 

At the end o f their kindergarten year when children are preparing for first grade, do their



specific knowledge and skills differ by child, family, and kindergarten program 

characteristics (e.g., age, mother’s education)?

The findings in this report come from the Early Childhood Longitudinal Study, Kindergarten 

Class o f 1998-99 (ECLS-K). The ECLS-K, sponsored by the U.S. Department of Education, 

National Center for Education Statistics (NCES), selected a nationally representative sample 

of kindergartners in the fall of 1998 and is following these children through the end o f fifth 

grade. The full ECLS-K sample is comprised o f approximately 22,000 children who attended 

about 1,000 kindergarten programs during the 1998-99 school year. The children attended 

both public (85 percent) and private (15 percent) kindergartens that offered full-day (55 

percent) and part-day (45 percent) programs. A ll Kindergarten children within the sampled 

schools were eligible for the sampling process, including language minority and special 

education students. The sample includes children from different racial/ethnic and 

socioeconomic backgrounds. In the fall o f 1998, about 95 percent o f kindergartners were 

entering school for the first time. This report focuses on these first-time kindergartners. 

When information on children’s cognitive knowledge and skills is presented, this report 

focuses on the children in the sample who received the cognitive assessment in English in 

both the fall and the spring o f their kindergarten year.1

F in d in g s

Q uestion 1 : G ain, D iffe re n ce s in  G ain, a nd  S p rin g  K in d e rg a rte n  S tatus in  C h ild re n ’s 
K now ledge and S k ills

To address the first set o f questions, the change from the fall o f kindergarten to the spring of 

kindergarten in children’s reading and mathematics scale scores was examined. These scores 

reflect children’s overall performance in these domains. The possibility that particular groups 

o f children might demonstrate more or less gain over the kindergarten was also explored

Approximately 30 percent of Hispanic children and 19 percent of Asian children were not assessed in English and are not 
included in the estimates related to cognitive knowledge and skills. The Hispanic children who were proficient in Spanish were 
assessed in Spanish (for details see Methodology and Technical Notes, Constructs, and Variables Used in Analysis). The 
Hispanic and the Asian children not assessed in English are included in the estimates related to noncognitive knowledge and 
skills. And, due to specific instructions listed in the child’s school record, about one-half percent of children were excluded 
from the cognitive assessment based on a disability.



(e.g., children at risk for later school difficulty might not acquire reading knowledge and 

skills at the same rate as children not at risk for later school difficulty).

As their kindergarten year comes to a close, children demonstrate higher levels o f reading 

and mathematics knowledge and skills than they demonstrated as they entered school for the 

first time. Children’s reading scale scores increased by 10 points from the fall to the spring 

(figure A). Therefore, the gain from fall to spring is about one standard deviation (an 

appreciable increase).

Figure A.— First-time kindergartners’ mean reading scale scores: Fall 1998 and 
spring 1999

a  Fall 
□ Spring

NOTE: The ECLS-K assessment was designed for both kindergarten and first-grade children. Therefore a mean score of 
approximately 30 in the spring of kindergarten is not unexpected.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study. 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.

Children’s mathematics scores increased by eight points from the fall to the spring (figure 

B). Thus, children’s mathematics knowledge and skills increased about one standard 

deviation during the kindergarten year. For the most part, the gains children demonstrate in 

their overall reading and mathematics knowledge and skills do not differ markedly by child, 

family, and kindergarten program characteristics. For example, there is not more than a two- 

point difference in the gains children demonstrate in reading and mathematics by mother’s 

education.



Figure B.— First-time kindergartners’ mean mathematics scale scores: Fall 1998 and 
spring 1999

Mathematics
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Scale score

■ Fall 
□ Spring

NOTE: The ECLS-K assessment was desipned for both kindergarten and first-grade children. Therefore a mean score of 
approximately 30 in the spring of kindergarten is not unexpected.
SOURCE: U.S. Department of Education. National Center for Education Statistics. Early Childhood Longitudinal Study. 
Kindergarten Class of 1998-59, Fall 1998 and Spring 1999.

The absence o f a substantial differential gain in children’s general reading and mathematics 

knowledge and skills is seen again when we consider other characteristics o f children, their 

families, and their kindergarten programs, such as children’s age as they enter school and 

family risks for later school difficulty. The same is true when we look at school type and 

kindergarten program type. However when we consider the specific knowledge and skills 

children are acquiring (e.g., letter recognition, addition and subtraction, making friends, 

paying attention), children are developing particular cognitive and noncognitive knowledge 

and skills at different rates.



Q uestion 2 : G ain, D iffe re n ce s  in  G ain and  S p rin g  K in de rg a rte n  S tatus in  C h ild re n ’s 

S p e c ific  K now ledge and S k ills

To address the second set of questions, children’s specific cognitive and noncognitive 

knowledge and skills were examined. Furthermore, the question o f whether certain groups of 

children were more likely to acquire specific cognitive and noncognitive knowledge and 

skills than others was explored (e.g., does the probability that children acquire the reading 

skill o f sight-word recognition vary by the level of their mother’s education?). Finally, 

information is presented on the specific knowledge and skills children demonstrate in the 

spring of their kindergarten year as they are preparing for first grade.

In addition to the overall reading and mathematics scale scores, the ECLS-K assessment 

battery provides information on specific proficiencies. In the reading domain, the ECLS-K 

assessment battery provides information on: letter recognition; understanding o f the letter- 

sound relationship at the beginning o f words: understanding of the letter-sound relationship 

at the ending of words; sight-word recognition; and understanding o f words in context. In the 

mathematics domain, the ECLS-K assessment batters' provides information on: recognizing 

single-digit numbers and basic shapes: counting beyond 10. recognizing the sequence in 

basic patterns, and comparing the relative size (dimensional relationship) o f objects: 

recognizing two-digit numbers, identifying the next number in a sequence, and identifying 

the ordinal position o f an object; performing simple addition and subtraction; and performing 

basic multiplication and division.

Across the kindergarten year, children acquire specific knowledge and skills in reading and 

mathematics (figures C and D). By the end of their kindergarten year, nearly all children 

recognize their letters, their numbers and their shapes. The percent o f children who can 

recognize words by sight and demonstrate an understanding of words in context, though still 

relatively low, increased from kindergarten entry to kindergarten exit. And the numbers of 

children adding and subtracting also increased from kindergarten entry to kindergarten exit. 

We see less dramatic changes in children's social skills and approaches to learning across the 

kindergarten year, with a large percentage o f children exhibiting prosocial behaviors and 

positive approaches to learning.



Figure C.— Percentage of first-time kindergartners demonstrating specific reading 
knowledge and skills: Fall 1998 and spring 1999
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SOURCE: U.S. Department of Education. National Center for Education Statistics, Early Childhood Longitudinal Study, Kindergarten 
Class of 1998-99, Fall 1998 and Spnng 1999.

Figure D.— Percentage of first-time kindergartners demonstrating specific 
mathematics knowledge and skills: Fall 1998 and spring 1999
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SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhuod Longitudinal Study, 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.
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When we examined children's overall gains in reading and mathematics knowledge and 

skills, as measured by their reading and mathematics scale scores, by child, family and 

kindergarten program characteristics, we found little evidence of differential gains from fall 

to spring. Based on those findings, the conclusion might be that from fall to spring of 

kindergarten, all children are acquiring knowledge and skills at approximately the same rate, 

and that they are learning the same things. However, this is not completely accurate. We see 

a very different picture when we look at children’s acquisition o f specific knowledge and 

skills.

To illustrate, children from the more disadvantaged backgrounds (those with at least one risk 

factor) are closing the gaps in basic skills (i.e., recognizing their letters and counting beyond 

10, recognizing the sequence in basic patterns and comparing the relative size o f objects). 

However, these same children lag further behind their more advantaged classmates when it 

comes to gaining more sophisticated reading and mathematics knowledge and skills (i.e., 

recognizing words by sight or solving simple addition and subtraction problems). In fact, the 

gap has widened. The same basic patterns we see when we consider cumulative family-risk 

factors are present when we consider other child characteristics, such as race/ethnicity.

Furthermore, to illustrate, we see some evidence o f differential gain in the frequency with 

which children demonstrate specific social skills. According to their teachers, younger 

children are more likely to acquire the skill o f paying attention than their older counterparts 

during the kindergarten year.

As children are completing kindergarten and preparing for first grade, almost all (94 percent) 

children know their letters, and 72 percent understand the letter-sound relationship at the 

beginning o f words, while 52 percent understand the letter-sound relationship at the ending 

o f words. In fact, 13 percent demonstrate a proficient understanding o f words by sight and 4 

percent, words in context (figure C). In mathematics, 99 percent o f children recognize their 

numbers and basic shapes, and the majority (87 percent) demonstrate understanding o f 

dimensional relationships among objects (relative size). Just over half (56 percent) o f 

children demonstrate an understanding o f the mathematical concept ordinality. Moreover, 18



percent show they can add and subtract, and 2 percent are successfully performing 

multiplication and division (figure D).

S um m ary

Young children need knowledge and new experiences to develop and thrive. Schools offer a 

plethora o f learning and development opportunities for children. Consequently, it is not 

surprising that across the kindergarten year children are rapidly acquiring the knowledge and 

skills integral to succeed in school and life.

This report presents a simple picture o f the gains children make across the kindergarten year. 

The ECLS-K w ill follow these children through the fifth grade. We w ill be able to track 

children’s performance and the differences in their performance, not only by child and family 

characteristics but also by teacher and school characteristics. This report represents only the 

beginning o f understanding the role of the kindergarten year in children’s development. 

Future analyses, based on the information from the ECLS-K, w ill help us understand the role 

o f such things as child care, home educational environment, teachers’ instructional practices, 

class size and the general climate, and facilities and safety o f the schools.
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The Kindergarten Year

The kindergarten year marks a period of rapid change in the wavs children think about 

themselves and the world around them (Bredekamp and Copple 1997; Sameroff and 

McDonough 1994). This change is influenced by both developmental factors (e.g.. age. 

maturation) and environmental factors (e.g., schooling, home educational activities, family 

resources). Across this first year of schooling, children w ill acquire the knowledge and skills 

that w ill prove integral to their future success in school and in life.

Children enter school demonstrating a vast array o f knowledge and skills, with some children 

further along than others (West et al. 2000). The kindergarten year serves multiple purposes 

and is geared toward the development of both cognitive and noncognitive knowledge and 

skills (Seefeldt 1990). And, depending on the child, knowledge and skills develop in 

different areas and at different rates across this year o f school.

Classically, kindergarten has represented a place where children are given the opportunity to 

explore their world through play. Over the last 100 years, this idea has been refined to stress 

the importance o f opportunity for active engagement and exploration in real-world settings 

(Dewey 1976, 1944; Roopnarr e and Johnson 1993; Seefeldt and Barbour 1994). In the 

United States, kindergarten took root as an agent for change to help enrich the lives of 

children ffom disadvantaged backgrounds, with education seen as an important tool for 

social reform (Roopnarine and Johnson 1993; Seefeldt and Barbour 1994). Early childhood 

education continues today to be seen as an important influence on young children's 

development and learning, and most children regardless of their backgrounds attend 

kindergarten programs.

The original purpose o f kindergarten— to “ support children's social and emotional 

adjustment to group learning” — has been expanded to include support for children’s 

cognitive development and preparation for the academic instruction to come (Bredekamp and 

Copple 1997, p. 142). While the cognitive benefits seem apparent, the effect o f kindergarten 

on socioemotional development is less clear. Though historically the role o f kindergarten 

was focused on socialization, a majority o f children today have experience in early care and 

group settings prior to entering kindergarten (Bredekamp and Copple 1997; West et al. 2000;



West et al. 1992). Consequently, the role o f kindergarten may be evolving toward a more 

cognitive purpose.

Over the years, research on our nation's children suggests that, by late elementary school, 

children are demonstrating differences in their knowledge and skills by characteristics such 

as socioeconomic status, level of maternal education, and race/ethnicity (Donahue et al. 

1999; Reese et al. 1997). We arc now beginning to document that some of these differences 

exist as children are just entering kindergarten (West et al. 2000).

To enrich the picture o f children’s first experience in formal education— the kindergarten 

year— we need to understand the knowledge and skills children possess as they enter 

kindergarten and we need to gain insight into how children’s knowledge and skills develop 

across the kindergarten year. This report attempts to answer two basic sets o f questions 

about children’s knowledge and skill acquisition during the kindergarten year.

1. What gains are children making from the fall of their kindergarten year to the sprir.:: o f 

their kindergarten year in their reading and mathematics knowledge and skills? Do these 

gains differ by child, family, and kindergarten program characteristics? As children are 

exiting kindergarten and preparing for first grade, how do their knowledge and skills 

differ by child, family, and kindergarten program characteristics (e.g., age, familv-risk 

factors)?

2. What gains are children making in specific knowledge and skills (e.g., recognizing 

letters, recognizing numbers, paying attention)? Do children’s gains in specific 

knowledge and skills differ by child, family, and kindergarten program characteristics? 

At the end o f their kindergarten year when children are preparing for first grade, do their 

specific knowledge and skills differ by child, family, and kindergarten program 

characteristics (e.g., age, mother’s education)?

To address the first set o f questions, the change from the fall o f kindergarten to the spring of 

kindergarten in children’s reading and mathematics scale scores will be examined.2 These

1 The calculation of (he reading and mathematics scale scores is described in the Methodology and Technical Notes.



scores reflect children’s overall performance in these domains. The possibility that specific 

groups o f children might demonstrate different rates o f gain (e.g., children at risk for later 

school difficulty might not be acquiring reading knowledge and skills at the same rate as 

children not at risk for later school difficulty) w ill also be explored.

To address the second set of questions, specific cognitive and noncognitive knowledge and 

skills w ill be examined, and whether certain groups o f children acquire specific cognitive 

and noncognitive knowledge and skills at different rates w ill be explored (e.g., do children’s 

rates o f acquiring the reading skill o f sight-word recognition vary by the level o f their 

mother’s education?).

When group differences are discussed, children's knowledge and skills are examined by a 

common set o f child, family, and kindergarten program characteristics. Children’s 

knowledge and skills are examined in terms o f children’s sex, their age when they enter 

school, and their race/ethnicity. Characteristics o f the family consist o f the educational level 

o f children’s mothers and a composite index o f family risks, which is comprised of children 

having a non-English primary language in the home, children living in a single-parent family, 

children’s mothers having less than a high school education, and children’s families having 

received welfare assistance (i.e., Aid to Families with Dependent Children). Consequently, 

the risk index ranges from 0 risks to 4. In this report, we collapsed the index into 3 

categories, 0 risks, 1 risk, and 2 or more risks. The index provides information on the 

potential related effects when these risks exist in concert. Finally, children’s knowledge and 

skills are explored by whether the children are enrolled in full- versus part-day kindergarten 

programs and in public versus private kindergarten programs. The characteristics examined 

in this report are likely to be highly interrelated. For example, the number of first-time 

kindergartners with different numbers o f family risk factors varies by race/ethnicity. About 

72 percent o f Hispanic and black children come from families with one or more risk factors, 

as compared with 61 percent o f Asian children, and 29 percent of white children (Zill and 

West 2000). While acknowledging this, this report looks at each characteristic separately 

when describing the children's knowledge and skills.
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— — I— — — — — —

O rga n iza tion  o f  R eport

The remainder o f this report is organized into four sections. The findings are presented in 

two sections followed by a summary, and a methodology and technical notes section. The 

first findings’ section pertains to the overall gains children make during the kindergarten year 

in reading and mathematics. Findings in this section are based on children’s overall reading 

and mathematics scale scores. The second section of findings describes the extent to which 

children acquire specific reading and mathematics knowledge and skills during the 

kindergarten year. This section also includes information about children’s acquisition o f 

various social skills over the school year. In this section, findings are reported in terms of the 

probabilities that children demonstrate specific reading and mathematics proficiencies, and 

the percent o f children who demonstrate specific social skills. Each o f the two sections on 

findings presents information in three basic areas. First, each section begins with a 

description o f the gains children make from fall o f kindergarten to spring o f kindergarten. 

Second, differences in the gains children make are examined for different groups of children 

defined by a set o f child, family, and kindergarten program characteristics. Third, 

differences in children’s status at the spring of kindergarten or as they are about to enter first 

grade are examined for these same groups of children. Comparisons made in the text were 

tested for statistical significance to ensure that the differences are larger than might be 

expected, due to sampling variation. A ll differences described are significant at the .05 level.

N a tio n a l D ata  on K in d e rg a rtn e rs  in  th e  U n ited  States

The findings in this report come from the Early Childhood Longitudinal Study, Kindergarten 

Class o f 1998-99 (ECLS-K).'1 The ECLS-K, sponsored by the U.S. Department o f Education, 

National Center for Education Statistics (NCES), selected a nationally representative sample 

of kindergartners in the fall of 1998 and is following these children through the end o f fifth 

grade. The full ECLS-K sample is comprised o f approximately 22,000 children who attended 

about 1,000 kindergarten programs during the 1998-99 school year. The children attended

3 Detailed information on the base-ycar design of the ECLS-K is presented in the ECLS-K User's Manual (NCES 2001-029). 
The data set related to this report may be obtained throi gh NCES upon request (e-mail: ECLS@ed.gov).
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both public (85 percent) and private (15 percent) kindergartens that offered full day (55 

percent) and part day (45 percent) kindergarten programs. A ll kindergarten children within 

the sampled schools were eligible for the sampling process, including language minority and 

special education students. The sample includes children from different racial/ethnic and 

socioeconomic backgrounds. In the fall o f 1998, about 95 percent o f kindergartners were 

entering school for the first time. This report focuses on these first-time kindergartners.J 

When information on children’s cognitive knowledge and skills is presented, this report 

focuses on the children in the sample who received the cognitive assessment in English in 

both the fall and the spring o f their kindergarten year.5

This report includes information that was captured through direct one-on-one child 

assessments, parent interviews, and teacher questionnaires administered in the fall and the 

spring o f the children’s kindergarten year. The Methodology and Technical Nates section 

provides more detail on the instrumentation and operations.

Question 1: Gain, Differences in Gain, and Spring Kindergarten 
Status in Children’s Knowledge and Skills________________________

During the early elementary school years, children are rapidly acquiring both cognitive and 

social knowledge and skills (Bredekamp and Copple 1997; Sameroff and McDonough 1994). 

In this section, gain in children’s reading and mathematics knowledge and skills w ill be 

addressed. The ECLS-K directly assessed children’s cognitive skills with a reading and 

mathematics battery.6 The reading assessment captured information on children’s basic 

literacy skills, such as understanding the directionality o f print, recognizing letters, 

identifying sounds, word reading, vocabulary, and reading comprehension. The mathematics

4
See table I for the sample demographics.
Approximately 30 percent of Hispanic children and 19 percent of Asian children were not assessed in English and arc not 

included in the estimates related to cognitive knowledge and skills. The Hispanic children who were proficient in Spanish were 
assessed in Spanish (for details sec Methodology and Technical Notes. Constructs, and Variables Used tn Analysis). The 
Hispanic and Asian children not assessed in English are included in the estimates related to noncognitive knowledge and skills. 
Due to specific instructions listed in the child's school record ibout one-half percent of children were excluded from the 
cognitive assessment based on a disability.
6 In addition to reading and mathematics, the ECLS-K also assessed children's general knowledge. These data are not included 
in this report.
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assessment measured children's conceptual understanding o f numbers, shapes, patterns, 

mathematical operations, and processes for problem solving.

To address children's social knowledge and skills, teachers were asked to assess individual 

behaviors exhibited by the children. For this report, these teacher-rated items were not 

scaled. Instead, children’s individual behaviors will be reported on in the next section, where 

developmental gain in relation to specific knowledge and skills is addressed.

To understand how children’s reading and mathematics knowledge and skills are changing 

across the kindergarten year, their overall gains in their knowledg • and skills w ill be 

described. Next, differences in these gains by child, family, and kindergarten program 

characteristics w ill be explored. And finally, information about their status and the 

differences in their status in the spring o f their kindergarten year, as they are preparing for 

first grade, w ill be presented.

G ain in  Know ledge and S k ills  from  F a ll to  S p rin g

As their kindergarten year comes to a close, children demonstrate higher levels o f reading 

and mathematics knowledge and skills than they demonstrated as they entered school for the 

first time (figures 1 & 2, table 2).7 Children's reading scale scores increased by 10 points 

from the fall to the spring. Consequently, the gain from fall to spring is about one standard 

deviation (an appreciable increase). Children's mathematics scores increased by eight points 

from the fall to the spring. Thus, children's mathematics knowledge and skills increased 

about one standard deviation during the kindergarten year.*'

7 The reading scale ranged from 0-72, with fall scores ranging from 10-70 and spring 10-71. The malh scale ranged from II- 
64, wilh fall scores ranging frcm 6-60 and spring scores 7-60.
8 A standard deviation provides information on the spread of the distribution of scores. In a normal distribution, approximately 
68 percent of scores fali within plus or minus one standard deviation of the mean, and approximately 95 percent fall within plus 
or minus two standard deviations of the mean. The means and standard deviations for children's overall reading and 
mathematics performance in this report are as follows-Mean (standard deviation): fall reading-22 (8). fall mathematics-20 (7). 
spring reading-32 (10), spring mathematics-28 (9), change in reading-10 (6), and change in mathcmancs-8 (5)



Figure 1.— First-time kindergartners’ mean reading scale scores: Fall 1998 and spring 
1999

Reading
B  Fall 
□ Spring

30

Scale score

35 72

NOTE: The ECLS-K assessment was designed for both kindergarten and first-grade children. Therefore a mean score of 
approximately 30 in the spring of kindergarten is not unexpected.
SOURCE: U.S. Department of Education. National Center for Education Statistics. Early Childhood Longitudinal Study. 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.

Figure 2.— First-time kindergartners’ mean mathematics scale scores: Fall 1998 and 
spring 1999

Mathematics

10 15
T

2 0  2 5
Scale score

35 64

NOTE: The ECLS-K assessment was designed for both kindergarten and first-grade children. Therefore a mean score of 
approximately 30 in the spring of kindergarten is not unexpected.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.
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D ifferences in Gain o f  C hildren’s Knowledge and  Skills  by Child, F am ily  and

Kindergarten Proerant Characteristics

Children gain  reading and m athem atics k now ledge and sk ills  during the kindergarten year; 

and, for the m ost part, these gains do not d iffer m arkedly by ch ild , fam ily, and kindergarten  

program characteristics (table 2). For exam ple, there is not m ore than a tw o-point d ifference  

in the gains children dem onstrate in reading and m athem atics by m other’s education  (figure

3).

T his ab sen ce o f  a substantial differential gain in ch ildren’s general reading and m athem atics  

k now ledge and sk ills is seen  again w hen w e consider other characteristics o f  children, their 

fam ilies, and their kindergarten program s, such as ch ild ren ’s age as they enter sch oo l and 

fam ily risks for later sch oo l d ifficulty. The sam e is true w hen w e  look  at sch oo l type and 

kindergarten program type. Thus, the d ifferences w e  see  in the fall have not d im inished  over  

the sch oo l year. H ow ever, as w e w ill see in the next section , w hen w e consider the sp ec ific  

k now ledge and sk ills children are acquiring (e.g ., letter recognition , addition and subtraction, 

m aking friends, paying attention), children are d evelop in g  particular cogn itive and 

noncogn itive k now ledge and sk ills at different rates.

F ig u re  3.— First-time k indergartners’ read ing  m ean scale scores, by m o ther’s 
education: F a ll 1998 and  S pring  1999

Scale score

— - • — Bachelor's or more
---------- Some college
............. High school
 Less than high school

SOURCE: U.S. Department of Education. National Center for Education Statistics. Early Childhood Long.tudinal Study.
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.
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D ifferences in C hildren’s Knowledge and  Sk ills  by Child, F am ily a nd  K indergarten

Program Characteristics: Sp rin e  o f  Kindergarten

A s children are ju st beginning sch oo l, their k now ledge and sk ills already d iffer (W est et al. 

2000; Z ill and W est 2000 ). This begs the question— at the end o f  their kindergarten year as 

they are preparing to enter first grade, do ch ildren’s k n ow ledge and sk ills still d iffer by ch ild , 

fam ily, and kindergarten program characteristics? In other w ords, as children enter sch oo l for 

the first tim e, their reading and m athem atics k now ledge and sk ills differ by their age at entry, 

the lev e l o f  iheir m other’s education, their race/ethn icity , and risk factors associated  with  

sch oo l su cc ess , such as primary language in the hom e or liv ing in a single-parent household . 

D o w e  find these sam e d ifferences after a year o f  form al sch oo lin g?

A s e \ S in ce kindergarten attendance is not mandatory in all states, parents have som e  

flex ib ility  in d ecid in g  w hen to enroll their children. M ost states have age o f  entry gu idelines  

that require children to have turned age 5 som etim e betw een  A ugust 31 and January 1. 

Therefore, the m ajority o f  children entering kindergarten in the fall o f  1998 w ere bom  

b etw een  Septem ber 1992 and D ecem ber 1993 (W est et al. 200 0 ). W hen considering the 

variation in ch ildren’s know ledge and sk ills  by their age, w e focu s our com parisons on  

children bom  betw een  Septem ber 1992 through D ecem ber 1993 (i.e ., the “m ainstream ” 

ages). W e present som e lim ited inform ation on children w ho are sligh tly  older than the 

m ainstream — those b om  January through A ugust o f  1992. T h ese children represent a unique  

and d iverse group (e .g ., those w h ose parents m ay have delayed  them  to proviue them  w ith  an 

advantage or due to developm ental concerns, or w h o se  sch o o ls  m ay have a kindergarten  

readiness requirem ent), so  w e  do not focus on  them  in our analysis.

In the spring o f  their kindergarten year, older children p o ssess  h igher reading and 

m athem atics k n ow led ge and sk ills than their younger counterparts9 (table 2). Thus, the slight 

advantage o ld er children p ossessed  as they entered kindergarten persists across the sch oo l 

year.

9
Reancy, West, and Denton (2000) found that children’s age at school entry accounts for a minimal amount of variance in 

their beginning knowledge and skills (2-3 percent), once factors such as SES and mother’s education arc taken into 
consideration.



M a te r n a l  E d u c a t io n : S im ilar to w hen they entered kindergarten, at the end o f  their 

kindergarten year, ch ildren’s reading and m athem atics k n ow led ge and sk ills d iffer by the 

level o f  their m other’s education. Kindergartners w h ose m others have h igher le v e ls  o f  

education  dem onstrate higher leve ls  o f  reading and m athem atics k now ledge and sk ills than 

kindergartners w hose m others have less education (table 2 ).

R a c e /E th n ic i ty : Children w ho are w hite and A sian dem onstrate higher le v e ls  o f  reading and 

m athem atics k now ledge and sk ills than their black and H ispanic classm ates (table 2). A gain , 

this is a pattern w e observed  at the start o f  the kindergarten year.

R is k : W hen considering fam ily risks for later sch oo l d ifficu lty  (e .g ., low  m aternal education , 

n on-E n glish  primary language in the hom e), it is important to understand h ow  these factors  

behave cum ulatively. C onsequently, w e consider the im pact o f  m ultip le risks on ch ild ren ’s 

kn ow led ge and skills. To do this, w e  constructed an index w hich  con sists o f  the fo llow in g  

risk factors: m other’s  education less than high sch oo l, fam ily  utilization  o f  A F D C  and/or 

food  stam ps, single-parent fam ily, and primary hom e language other than E nglish. The index  

is scored  zero, one or two or m ore— m eaning the presence o f  none o f  the risk factors, the 

p resence o f  on e o f  the risk factors, or the presence o f  tw o or m ore o f  the risk factors.

The few er the risk factors present, the better kindergartners seem  to be d oing in reading and  

m athem atics. A t the end o f  the kindergarten year, just as they did at the beginning, children  

w ho h ave few er risk factors dem onstrate higher leve ls o f  reading and m athem atics  

kn ow led ge and sk ills than those with tw o or m ore risk factors (table 2 ).

S c h o o l  T yp e  a n d  K in d e rg a r te n  P ro p ra m  T y p e : The type o f  sch oo l children attend and the 

type o f  kindergarten program in w hich  children are enrolled  have been associated  with their 

academ ic sch oo l perform ance. C onsequently, w e explore ch ild ren ’s k n ow ledge and sk ills by  

the type o f  sch oo l (i.e ., public or private) and the type o f  kindergarten program they attend  

( i.e ., full day or part day). In the spring, children w ho attend private kindergartens 

dem onstrate h igher lev e ls  o f  reading and m athem atics k n ow ledge and sk ills . The d ifferen ces  

by sch o o l type should  be interpreted w ith  caution, for children dem onstrate d ifferent le v e ls  

o f  k n ow led ge and sk ills by their sch oo l type at the b egin ning o f  their kindergarten year ( i.e .,



w hen sch oo ls have not had the opportunity to have an effect on ch ildren's perform ance) 

(table 2 ). In terms o f  kindergarten program type (i.e .. all day or part day), there is little 

m eaningful d ifferen ce in the level o f  ch ildren's end-of-vear reading and m athem atics 

k now ledge and sk ills.

Q u e s t i o n  2 :  G a i n ,  D i f f e r e n c e s  i n  G a i n ,  a n d  S p r i n g  K i n d e r g a r t e n  

S t a t u s  i n  C h i l d r e n ’ s  S p e c i f i c  K n o w l e d g e  a n d  S k i l l s ______________________

Previously , w e  described the overall gains children exp erience across the kindergarten year. 

S eem in gly , all children are gain ing k now ledge and sk ills at sim ilar rates; how ever, a d ifferent 

picture em erges w hen w e exp lore the sp ec ific  areas in w hich children are ga in in g  k now ledge  

and sk ills . W hen w e do this, w e find sp ecific  groups o f  children are gain ing certain  

k n ow led ge and sk ills at different rates. To illustrate this, w e look at how  ch ild ren 's sp ec ific  

k n ow led ge and sk ills change from the fall o f  kindeigarten to the spring o f  kindergarten. 

Further, w e explore whether the gains in children's sp ec ific  know ledge and sk ills  vary by 

ch ild , fam ily, and kindergarten program characteristics (e .g ., those at risk for later school 

difficu lty). F inally, w e  exam ine w hether the d ifferences in ch ildren's sp ec ific  k n ow led ge and 

sk ills by child , fam ily, and kindergarten program characteristics (e .g ., ch ild ren's age. their 

m other’s education, their race/ethnicity) persist across the kindergarten year (for m ore 

inform ation on such d ifferen ces at sch oo l entry, see W est et al. 2000).

G ain  in  S p e c if ic  K n o w le d g e  a n d  S k i l ls  fro m  F a ll to  S p r in g  

C o gn it ive  K now ledge and  Skills

In addition to the reading and m athem atics sca le scores, the ECLS-K  assessm en t battery 

p rovid es inform ation on sp ec ific  proficien cies. Additional inform ation on the co g n itiv e  

assessm en t battery is provided in the M eth o d o lo g y  a n d  T echn ica l N o te s  section .

In the reading dom ain, the EC L S-K  assessm ent battery provides information on:

•  letter recognition;

•  understanding o f  the letter-sound relationship at the beginning o f  words;

•  understanding o f  the letter-sound relationship at the ending o f  words;



•  sight-w ord recognition; and

•  understanding o f  w ords in context.

In the m athem atics dom ain, the EC L S-K  assessm ent battery provides inform ation on:

•  recogn izing  s in g le-d ig it num bers and basic shapes;

•  counting beyond 1 0 , recogn izing  the seq u en ce in basic patterns, and com paring the

relative s ize  (d im en sion al relationship) o f  objects;

•  recogn izing tw o-d ig it num bers, identifying the next num ber in a seq u en ce , and  

id en tify in g  the ordinal p osition  o f  an object;

•  perform ing sim p le addition and subtraction; and

•  perform ing b asic m ultip lication  and d ivision .

For sim p licity , w e  w ill refer to these sets o f  m athem atical sk ills by the m ost sop h isticated  

sk ill in the set (i.e ., num ber and shape, relative s ize , ordinality, add/subtract, 

m u ltip ly /d iv id e). The addition, subtraction, m ultip lication and d iv ision  item s are presented in 

the form o f  word problem s w ith picture support and in num erical statem ents.

In term s o f  sp ec ific  k now ledge and sk ills in reading, at kindergarten entry, tw o-thirds o f  

children (65  percent) can recogn ize their letters and som e understand the letter-sound  

relationship  at the beginning and ending o f  w ords (29 percent and 17 percent, re sp ec tiv e ly ) . 10 

W hen w e  look  at these sk ills at the end o f  kindergarten, the picture is very different. A s they  

are fin ish in g  kindergarten, nearly all first-tim e kindergartners are recogn izing  their letters (94  

percent), and nearly three out o f  four children (72 percent) understand the letter-sound  

relationship  at the b egin ning and about h a lf  (52 percent) understand the letter-sound  

relationship  at the end ing o f  w ords (figure 4 , table 3).

W e also se e  that children are gain ing in terms o f  recogn izing  w ords and understanding w ords 

in con text. A t kindergarten entry, very few  children recogn ize  w ords by sight (2  percent) and 

understand w ords in con text (1 percent). T h ese numbers increase by the end o f  kindergarten.

10 The estimates in this report do not exactly match those found in America s Kindergartners (a previous report based on the 
same data). This report utilizes both fall and spring child assessment scores, therefore a different weight was used in making the 
estimates. The weight in this report is based on children with both fall and spring assessment scores, whereas the weight used in 
Amt ica's Kindergartners was tailoreo 10 children with only fall assessment scores. The weight in this report is stricter in its 
response requirements and utilizes a slightly smaller sample of children.



A s children are com p letin g  the first year o f  school, 13 percent recognize w ords by sight and 

4 percent understand w ords in context (figure 4 , table 3).

F ig u re  4.— Percentage of first-time k indergartners dem onstrating specific read ing  
know ledge and  skills: F a ll 1998 and  spring  1999

Letter recognition 

Beginning sounds 

Ending sounds 

Sight words 

Words in context

0 10 20 30 40 50 60 70 80 90 100

Percent

SOURCE: U.S. Department of Education. National Center for Education Statistics, Early Childhood Longitudinal Study. Kindergarten 
Class of 1998-99, Fall 1998 and Spring 1999.

R egarding ch ildren’s  m athem atical k now ledge and sk ills , w hen children enter kindergarten  

for the first time, m ost are fam iliar w ith basic num bers and shapes (93 percent). B y the end  

o f  kindergarten, nearly all children can dem onstrate these sk ills (99 percent). In terms o f  the  

sk ills represented by relative s ize , 57  percent o f  children dem onstrate these sk ills at the 

beginning o f  kindergarten, increasing to 87  percent o f  children at the end o f  kindergarten.

T he num ber o f  children able to dem onstrate the sk ills  represented by ordinality m ore than 

doubles from  fall (21 percent) to spring (56  percent) (figure 5, table 4).

Though few  children (4 percent) dem onstrate the ab ility  to so lv e  sim ple addition and 

subtraction problem s at the beginning o f  kindergarten, alm ost five tim es as m any  

dem onstrate these sk ills  at the end o f  kindergarten (18 percent). A  sim ilar pattern is found for 

m ultip lication  and d iv ision — few  (less  t. in  1 percent) dem onstrate an understanding o f
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m ultip lication  and d ivision  at the beginning o f  kindergarten and the num ber approxim ately  

d oubles by the end o f  kindergarten (2 percent) (figure 5, table 4). W e m ay not expect 

kindergarten children to have these higher m athem atical know ledge and sk ills, but som e  

kindergarten children dem onstrate these higher level m athem atical k now ledge and sk ills.

F ig u re  5.— Percentage of first-time k indergartners dem onstrating specific m athem atics 
know ledge and  skills: F a ll 1998 and spring  1999

Number andshape 

Relatiw size 
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Percent
SOURCE: U.S. Dcpanmcn' of Education, National Center for Education Statistics, Early Childhood Longitudinal Study. 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.

#

N oncogn itive  K now ledge and  Skills

A lon g  w ith  their cogn itive  k now ledge and sk ills, ch ildren’s soc ia l sk ills and approaches to 

learning are important for sch oo l su ccess (Kagan et al. 1995; M eise is et al. 1996). The  

EC L S-K  a ssesses  ch ildren’s socia l sk ills and approaches to learning by asking their teachers 

to rate the frequency w ith w hich  children exhibited certain behaviors, such as m aking  

friends, arguing w ith  others and persisting at tasks. Three behaviors exem p lify  ch ildren’s 

p rosocial interactions: accepting peer ideas, m aking friends, and com forting others. Three 

behaviors exem p lify  ch ildren’s problem  behaviors: arguing w ith others, fighting w ith others, 

and getting angry easily . F inally, three behaviors capture how  children approach learning: 

p ersisten ce at tasks, eagerness to learn, and paying attention in class. Teachers w ere asked  to
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Sim ilar to ch ildren’s cogn itive k now ledge and sk ills , w e se e  change in ch ild ren ’s soc ia l sk ills  

and in h ow  they approach learning (tables 5, 6 , and 7). A ccord ing  to their teachers."  in the 

spring o f  their kindergarten year, a majority o f  children often or very often  accept peer ideas  

in coop erative activ ities (77 percent), form friendships eas ily  (82  percent) and com fort others 

(62  percent). T his is a slight increase from w hen these sam e children entered  kindergarten, 

w hen 74  percent often or very often accepted  peer ideas in cooperative activ itie s, 77  percent 

form ed friendships easily , and 52 percent com forted  others (table 5). S im ilar to the fall, in 

the spring o f  kindergarten relatively  few  children sh ow  problem  behaviors often  or very  

often. For exam ple, in the spring, teachers reported 13 percent o f  children often  or very often  

argue w ith  others, 8 percent fight with others, and 9 percent get angry ea s ily  (tab le 6 ). In 

terms o f  h ow  children approach learning, across the kindergarten year, w e  see  slight 

increases in h ow  often  they persist at tasks (fa ll, 71 percent— spring, 75 percent), 

dem onstrate an eagerness to learn (fa ll, 75 percent— spring, 79 percent) and pay attention  

w ell (fa ll, 6 6  percent— spring. 70  percent) (table 7).

S um m ary : G a in  in  Specific K now ledge and Skills, F a ll to Spring

A cross the kindergarten year, children are gaining sp ecific  reading and m athem atics  

k now ledge and sk ills. B y  the end o f  their kindergarten year, nearly all children recogn ize  

their letters, their num bers and their shapes. The percent o f  children w ho can recogn ize  

words by sight and dem onstrate an understanding o f  w ords in context, though still relatively  

low , increased across the kindergarten year. And the num bers o f  children adding and 

subtracting a lso  increased across the kindergarten year.

W c se e  le ss  dramatic changes in ch ildren’s socia l sk ills and approaches to learning across the 

kindergarten year, though w e do see that for the m ost part, children are ga in in g  in prosocial 

interaction and in their approaches to learning. It should  be noted that the gains children  

m ake in the cogn itive  area cannot truly be com pared to the gains children m ake in the socia l

rate  th e se  beh av io rs  as  o cc u rrin g  never, sometimes, often, o r  very often. In th is  rep o rt, w e

co llap se  the ca teg o rie s  in to  never/sometimes o r often/very often.

11 In mosi cases, the same teacher rated the child at both points in time. Therefore, pains in these areas should be interpreted 
with this in mind.



areas. For the cogn itive assessm ent, w e were able to adm inister a m ore com p rehensive direct 

assessm ent. In the socia l area, for these very young children, w e relied on the teacher's 

report. Therefore, the less dramatic chances w e  report in socia l sk ills and approaches to 

learning m ay be, in part, attributed to how  w ell w e are able to m easure the.'e different 

developm ental dom ains.

D iffe r e n c e s  in  th e  G a in  o f  C h ild r e n 's  S p e c ific  K n o w le d g e  a n d  S k i l ls  b y  C h ild , F a m ily , a n d

K in d e rg a r te n  P ro g ra m  C h a ra c te r is tic s

W hen w e exam ined  ch ildren's overall gains in reading and m athem atics know ledge and 

sk ills , as m easured by their reading and m athem atics sca le scores, by ch ild , fam ily and 

kindergarten program  characteristics, w e found little ev id en ce o f  differential gains from fall 

to spring. B ased  on those findings, the con clusion  m ight be that from fall to spring o f  

kindergarten all children are acquiring know ledge and sk ills  at approxim ately the sam e rate 

and that they are learning the sam e things. H ow ever, this is not com p letely  accurate. W e see  

a very different picture w hen w e look at ch ildren’s acquisition o f  sp ec ific  k now ledge and 

sk ills.

To illustrate, children from the m ore disadvantaged backgrounds (those w ith at least on e risk  

factor) are c lo sin g  the gaps in basic sk ills (i.e ., recogn izing their letters and counting beyond  

10 , recogn izing  the sequ en ce in basic patterns, and com paring the relative s iz e  o f  objects)  

(figures 6 and 7). H ow ever, these sam e children lag further behind their m ore advantaged  

classm ates w hen  it com es to gaining m ore sophisticated reading and m athem atics k now ledge  

and sk ills  (i.e ., recogn izing  w ords by sight or so lv in g  sim ple addition and subtraction  

problem s) (figures 8 and 9). In fact, the gap has w idened.
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F ig u r e  6.— P e r c e n ta g e  o f  F irs t- t im e  k in d e r g a r tn e r s  re c o g n iz in g  th e i r  l e t te r s ,  b y  n u m b e r
o f  r i s k  f a c to r s :  F a ll  1998 a n d  s p r in g  1999

Percent

 0 r isk s

 1 r isk

 2 o r  m ore risk s

SOURCE: U.S. Department of Education. National Center for Education Statistics. Early Childhood Longitudinal Study. 
Kindergarten Class of 1998-99. Fall 1998 and Spring 1999.

F igu re  7.— Percentage of first-time k indergartners counting  beyond 10, recogn iz ing  the 
sequence in  basic patterns and com par ing  the relative size of objects, by 
n um be r  of risk  factors: F a ll 1998 and spr ing  1999

Percent

 0 r isk s

 1 r isk

 2 o r m ore r isk s

SOURCE: U.S. Department of Education. National Center for Education Statistics. Early Childhood Longitudinal Study.
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.
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F ig u r e  8 .— P e r c e n ta g e  o f  f i r s t - t im e  k in d e r g a r tn e r s  r e c o g n iz in g  w o rd s  b y  s ig h t,  b y
n u m b e r  o f  r i s k  f a c to rs :  F a ll  1998  a n d  s p r in g  1999

Percent

0 r isk s

 1 r isk

 2 o r m ore  r isk s

SOURCE: U.S. Depar. mem of Education. National Center for Education Statistics. Early Childhood Longitudinal Study, 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.

F igu re  9.— Percentage of first-time k indergartners ad d ing  and  subtracting, by n um be r  
of risk  factors: F a ll 1998 and spring  1999

Percent

 0 r isk s

 1 r isk

 2 o r  m ore  r isk s

SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study. 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.
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T h e sam e basic patterns w e  see  w hen w e  consider cum ulative fam ily risk factors are present 

w hen  w e  con sid er other child  characteristics, such as race/ethnicitv (tables 3 and 4 ). For 

exam p le, during the kindergarten year, black and H ispanic children clo sed  the gap w ith  w hite  

and A sian  children in basic reading and m athem atics k now ledge and sk ills (i.e ., recogn izing  

letters and relative size). Y et, they are not acquiring the m ore advanced know ledge and sk ills  

(i e., sight w ords and addition) at the sam e rate as their w hite and A sian  counterparts.

Furtherm ore, to illustrate, w e see  som e ev id en ce o f  d ifferential gain in the frequency with  

w h ich  children dem onstrate sp ec ific  socia l sk ills (tables 5, 6 , and 7). A ccord ing to their 

teachers, younger children are m ore lik ely  to acquire the sk ill o f  paying attention than their 

old er counterparts during the kindergarten year (table 7).

D iffe r e n c e s  in  C h i ld r e n ’s  S p e c ific  K n o w le d g e  a n d  S k i l ls  b y  C h ild , F a m ily , a n d  

K in d e rg a r te n  P ro g ra m  C h a ra c te r is tics: S p r in g  o f  K in d e rg a r te n

Kindergartners acquire sp ec ific  know ledge and sk ills across the sch oo l year. A s children  

enter sch o o l, d ifferences exist in their know ledge and sk ills by child  and fam ily  

characteristics (W est et al. 2000). W e see  sim ilar d ifferen ces as children are fin ish ing  

kindergarten and preparing for first grade (tables 3 and 4).

A g e : '2 In the spring o f  their kindergarten year, older children p ossess higher sp ec ific  reading  

and m athem atics know ledge and sk ills than their younger counterparts. For exam p le, older  

first-tim e kindergartners are m ore likely  to dem onstrate em ergent literacy sk ills  and  

k n ow led ge (i.e ., recogn izing their letters and understanding the letter-sound relationship at 

the b eg in n in g  and ending o f  w ords) than younger kindergartners (table 3). O lder  

kindergartners are also m ore lik ely  than younger kindergartners to be reading (i.e ., 

recogn iz in g  w ords by sight and understanding w ords in context) (table 3).

W e se e  a sim ilar pattern in ch ildren’s sp ec ific  m athem atics know ledge and sk ills. A lm ost all 

kindergartners know  their basic numbers and shapes; how ever, older kindergartners are m ore

12 •Similar (o the discussion on children's reading and mathematics knowledge and skills, when we make comparisons by age, 
we are comparing the children bom in the mainstream age groups, those bom between September 1992 and December 1993.



lik e ly  than you nger ki. jrganners to dem onstrate other early m athem atics k n ow led ge and 

sk ills  ( i.e ., relative size; ordinality) (table 4). O lder kindergartners are a lso  m ore lik ely  to do 

sim p le addition and subtraction problem s and even  to do sim p le m ultip lication  and d iv ision  

problem s (table 4).

O verall, the frequency w ith  w hich  children, in the spring o f  their kindergarten year, engage  

in p rosocia l behaviors, such  as accep ting  peer ideas, m aking friends and com forting others, 

d oes not d iffer by their age. H ow ever, w e see  a d ifferen ce betw een  the older kindergartners 

(th ose ju st turning 6  as they enter sch o o l— b om  Septem ber through D ecem ber 1992) and the 

you ngest kindergartners (those just turning 5 as they enter sch o o l— b om  Septem ber through  

D ecem ber 1993). H ow  children approach learning differs by their age. O lder kindergartners 

are m ore lik ely  to persist at tasks, seem  m ore eager to learn and to pay attention than their 

younger counterparts (table 7).

M a te r n a l  E d u c a t io n -. S im ilar to w hen they entered kindergarten, at the end o f  their 

kindergarten year ch ildren’s sp ec ific  reading and m athem atics k now ledge and sk ills  d iffer by  

the leve l o f  their m other’s education. Children w h ose m others have h igher le v e ls  o f  

education, do better in  sp ec ific  reading and m athem atics areas than children w h o se  m others 

have le ss  education. For instance children w h ose m others have higher lev e ls  o f  education  

are m ore lik ely  to dem onstrate em ergent literacy k now ledge and sk ills than children w h ose  

m others have le ss  education  (table 3). M oreover, children w h ose m others have higher leve ls  

o f  education  are m ore lik ely  than children w h ose m others have le ss  education to be reading  

( i.e ., recogn iz in g  w ords by sight and understanding w ords in context) (table 3). The sam e 

b asic pattern is evident in m athem atics. Children w h ose m others have h igher leve ls  o f  

education  are m ore lik e ly  to dem onstrate m athem atics k now ledge and sk ills  (i.e ., relative 

s ize , ordinality, addition/subtraction, and m ultip lication /d ivision) than children w h ose  

m others h ave le ss  education (table 4).

H ow  often  children exh ib it p rosocial interactions and problem  behaviors at the end o f  their 

kindergarten year d iffers by the level o f  their m other’s education. Children w h o se  m others 

h ave h igher leve ls  o f  education are m ore lik ely  to often or very often  accept peer ideas in 

p lay, m ake friends, and com fort others (.table 5). In terms o f  their problem  behaviors,



children w h ose m others have less education are m ore likely  to argue w ith others, fight w ith  

others, and get angry easily  than children w h ose m others have more education (table 6 ). H ow  

children approach learning also differs by their m other's education. Children w ith m others 

w ho have m ore education are m ore likely  to persist at tasks, seem  eager to leam . and pay  

attention than children w h o se  m others have less education (table 7).

R a c e /e th n ic i ty . C hildren’s reading and m athem atics know ledge and sk ills  d iffer by their 

race/ethnicity. W hite and A sian children tend to have higher sp ec ific  reading and 

m athem atics k n ow ledge and sk ills than their black and H ispanic classm ates. W hite and A sian  

children are generally  m ore likely  to dem onstrate reading and m athem atics k n ow led ge and 

sk ills than black and H ispanic children (tables 3 and 4).

A ccord ing  to their teachers, in the spring o f  their kindergarten year, ch ild ren ’s socia l sk ills  

and h ow  they approach learning differs by their race'ethn icity .1' W hite and A sian  children  

are m ore lik ely  to accept peer ideas and form friendships than black children (table 5). B lack  

children are m ore likely  to get angry easily , argue with others, and fight w ith others than 

w hite, A sian  and H ispanic children (table 6 ). A lso  according to their teachers. A sian  children  

are the m ost lik ely  to persist at tasks, seem  eager to leam . and pay attention- and w hite  

children are m ore likely  to exhibit these behaviors than black or Hispanic children .table 7).

R is k : To exp lore ch ildren’s sp ec ific  know ledge and sk ills by fam ily risk factors, w e utilize  

the risk factor index (d iscu ssed  earlier in this report). At the end o f  the kindergarten year, 

children w h o  have few er risk factors are doing better than children with m ore risk factors in 

each o f  the sp ec ific  areas o f  reading and m athem atics m easured in the EC L S-K  (tables 3 and

4). T his is true in terms o f  kindergartners’ sp ec ific  reading (figure 10) and m athem atics  

(figure 11) k now ledge and sk ills. For exam ple, children w ho have few er risks are m ore likely  

than children w ith  m ore risks to recognize their letters and understand the letter-sound  

relationship  at the beginning and ending o f  words. A sim ilar pattern is evident in terms o f  

ch ild ren ’s ab ility  to understand the m athem atical concepts o f  relative s ize  and ordinality.

w

Information on children’s social skills and how they approach learning is provided by their teachers. Consequently, there may 
be an interaction between the teacher’s race/ethnicity and the race'ethnicity of the child that is not accounted for in this analysis. 
For example, teachers whose race/elhnicity matches that of the children may rate children differently from teachers whose 
racc/ethnicity is different from other children.
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In the spring, teachers report that kindergartners with few er risk factors are m ore lik ely  to 

often  or very often  accept peer ideas and form friendships, and less lik ely  to argue with  

others, fight w ith others, and get angry easily  than children w ith m ore risk factors (tables 5 

and 6 ). Flow children approach learning is also associated  w ith the num ber o f  fam ily  risk 

factors. A ccord ing  to their teachers, children with few er risk factors are m ore lik ely  to persist 

at tasks, to seem  eager to leam , and to pay attention w ell than children u'ith m ore risk factors 

(table 7).

F ig u re  10.— Percentage of first-time k indergartners dem onstrating  specific read ing  
know ledge and  skills, by num ber of fam ily  risk factors: S pring  1999

Percent

BO risks 

□  1 risk

H 2 or more risks

L etter Beginning Ending Sight words W ords in 
recognition sounds sounds context

SOURCE: U.S. Department of Education. National Center for Education Statistics. Earlv Childhood Longitudinal Study. Kindergarten 
Class of 1998-99, Fall 1998 and Spring 1999.



F ig u r e  11 .— P e rc e n ta g e  o f  f i r s t - t im e  k in d e r g a r tn e r s  d e m o n s t r a t in g  sp e c if ic
m a th e m a tic s  k n o w le d g e  a n d  sk ills , b y  n u m b e r  o f  fa m ily  r i s k  fa c to rs :
S p r in g  1999

Percent

too

80 -

40 -

60 - HO risks 

□  1 risk

H 2 o r m ore risks

20 -

0
Number and Relative size 

shape
Ordinality, Add/subtract Multiply/divide 
sequence

SOURCE: U.S. Departmen. of Education, National Center for Education Statistics. Early Childhood Longitudinal Study. 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.

S c h o o l  T yp e  a n d  K in d e rg a r te n  P ro g ra m  T ype:  In the spring o f  their kindergarten year, 

children w ho attend private kindergartens are m ore lik ely  to dem onstrate, in sp ec ific  areas, 

the various reading and m athem atics k now ledge and sk ills than children in public sch oo l 

kindergartens. 14 H ow ever, any d ifferences in the spring o f  kind' rgarten in ch ildren’s sp ec ific  

cogn itive  k now ledge and sk ills  by school type need  to be interpreted w ith  caution. T h ese  

d ifferen ces a lso  ex ist in the fall, as children are entering kindergarten for the first tim e  

(tables 3 and 4 ). In the spring o f  their kindergarten year, there are no d ifferen ces by  

kindergarten program type in ch ildren’s basic reading k n ow led ge and sk ills  (i.e ., letter 

recogn ition , b egin ning sou nd s) and no d ifference in any o f  their sp ec ific  m athem atics 

kn ow led ge and sk ills. Children in fu ll-day programs are m ore lik ely  to understand the letter- 

sound relationship at the end o f  w ords, recogn ize w ords by sight, and understand w ords in

14 Differences in school type may reflect, in part, differences in socioeconomic status of the families whose children attend 
public and private schools (Zill & West forthcoming).
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context than children in part-day kindergartens (table 3).

T hough no clear pattern em erges in ch ildren’s prosocial behaviors (e .g ., accep ting  peer ideas  

and form ing friendships) by their school type or their program type, there are som e  

interesting d ifferences w hen w e exam ine ch ildren’s problem  behaviors by kindergarten  

program  type (i.e ., how  often  they 2rgue w ith  others and fight w ith  others) (tables 5 and 6 ). 

A ccord ing  to their teachers, children in fu ll-day kindergarten program s are m ore lik ely  than 

children in part-day program s to exh ib it these problem  behaviors. O nce again, caution should  

be used  in interpreting d ifferences, as the sam e d ifferen ces are observed at kindergarten  

entry. In term s o f  kindergarten program type, it is interesting to note that children in full-day  

program s m ay dem onstrate slightly  higher cogn itive k now ledge and sk ills , but they a lso  are 

m ore lik ely  to exhib it a higher frequency o f  som e problem  behaviors.
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S u m m a r y

Y ou n g  children need  know ledge and n ew  exp eriences to d evelop  and thrive. S ch oo ls  o ffer  a 

plethora o f  learning and d evelopm ent opportunities for children. C onsequently , it is not 

surprising that across the kindergarten year, children are rapidly acquiring the k n ow led ge and 

sk ills  integral to su cceed  in sch oo l and life.

A cross the kindergarten year, ch ild ren ’s reading and m athem atics scores increase by about a 

standard deviation. O ften, it is d ifficult to interpret w hat this type o f  gain m eans. T herefore, 

in th is report w e  provide inform ation on the sp ec ific  reading and m athem atics k n ow led ge and 

sk ills  children are gain ing. For exam p le, w e  k now  that as children enter kindergarten for the 

first tim e about two-thirds know  their letters, w h ile  by the end o f  kindergarten alm ost all (94  

percent) children know  their letters. W e know  that the num ber o f  children w h o  understand  

the letter-sound relationship at the beginning o f  w ords m ore than d oub les across the 

kindergarten year; and the num ber o f  children w ho understand the letter-sound relationship  

at the end ing o f  words triples. In m athem atics, by the end o f  kindergarten, nearly all children  

(99  percent) recogn ize their num bers and basic shapes, and the m ajority dem onstrate  

understanding o f  d im ensional relationships am ong objects (relative s ize). Furthermore, the 

num ber o f  children w ho dem onstrate understanding o f  the m athem atical concept ordinality  

m ore than doubles across the kindergarten year; the num ber o f  children w ho dem onstrate that 

they can do b asic addition and subtraction increases. W e see  less dramatic ch an ges in 

ch ild ren ’s soc ia l sk ills and approaches to learning. A  large percentage o f  children exhibit 

prosocial behaviors and p ositive  approaches to learning as they are end ing kindergarten and 

preparing for first grade.

W hen w e  look  at w hich  children are dem onstrating gains in reading and m athem atics  

k n ow led ge and sk ills , w e  find an interesting picture. A s children enter kindergarten, they  

dem onstrate a w id e range o f  k n ow led ge and sk ills . A t kindergarten entry, children at risk for 

later sch o o l d ifficu lty  (as indicated by ft risk-factor index w e form ed) are le ss  lik e ly  to 

know  their letters, understand the letter-sound relationship  at the b egin ning and en d ing  o f  

w ords, k n ow  their num bers, dem onstrate an understanding o f  relative s iz e  and o f  ordinality  

(W est et al. 2 0 0 0 ). A cross the kindergarten year, w e se e  that these sam e children (th ose at



risk) are gain ing, in terms o f  basic reading and m athem atical k n ow led ge and sk ills  (i.e .. 

letters, relative size), on their m ore advantaged counterparts— in other w ords, the gap is 

clo sin g . H ow ever, at-risk children are falling further behind in term s o f  the m ore 

sophisticated  reading and m athem atics k now ledge and sk ills  (i.e ., recogn izing  w ords by  

sight, addition/subtraction)— in other w ords, the gap is w iden ing. A s a result, by the end o f  

kindergarten, w e see  m any o f  the sam e d ifferences in know ledge and sk ills  that w e saw  at the 

beginning o f  the sch oo l year. A fter a year o f  formal sch oo lin g , w e still s e e  d ifferen ces in 

ch ildren’s k now ledge and sk ills by ch ild  and fam ily characteristics (e .g ., children w ith  

m others w ho have higher levels o f  education dem onstrate higher reading and m athem atics 

k n ow led ge and sk ills , children with few er risks for later sch oo l d ifficu lty  dem onstrate higher 

lead in g  and m athem atics k now ledge and sk ills).

This report presents a sim ple picture o f  the gains children are m aking across the kindergarten  

year. The EC LS-K  w ill fo llo w  these children through the fifth  grade. W e w ill be able to track 

ch ildren’s perform ance and the d ifferences in their perform ance, not on ly  by ch ild  and fam ily  

characteristics but also by teacher and schooi characteristics. T his report represents on ly  the 

beginning o f  understanding the role o f  the kindergarten year in ch ild ren 's d evelopm ent. 

Future analyses, based on the inform ation from the EC LS-K , w ill help us understand the role 

o f  such  things as child  care, hom e educational environm ent, teachers’ instructional practices, 

class s iz e  and the general clim ate, facilities, and safety  o f  the schools.



M e t h o d o l o g y  a n d  T e c h n i c a l  N o t e s

S u r v e y  M e th o d o lo g y

T he Early C hildhood Longitudinal Study, Kindergarten C lass o f  1 9 9 8 -9 9  (E C L S -K ). is 

being conducted  by W estat for the U .S . Departm ent o f  Education, N ational Center for 

Education Statistics (N C E S). It is designed  to provide detailed  inform ation on ch ildren's  

early sch o o l experiences. The study began in the fall o f  the 1 9 9 8 -9 9  sch oo l year. The 

children participating in the EC LS-K  are being fo llow ed  longitudinally  through the fifth  

grade. E stim ates in this report are based on children entering kindergarten for the first tim e in 

the fall o f  1998.

S a m p le  D esig n

A  n ation ally  representative sam ple o f  2 2 ,782  children enrolled  in 1 ,277 kindergarten  

programs during the 1 9 9 8 -9 9  school year w ere sam pled to participate ir the EC LS-K . The 

children attended both public and private kindergartens that offered full-day and part-day 

program s. The sam p'c includes children from different racial/ethnic and so c io eco n o m ic  

backgrounds, and includes oversam ples o f  A sian  children, private kindergartens, and private 

kindergartners.

Sam pling for the ECLS-K  involved  a dual-fram e, m ultistage sam pling design . The first stage  

o f  sam pling involved  the se lection  o f  100 primary sam pling units (P S U ) from  a national 

sam ple o f  P SU s. The P SU s w ere counties and county groups. Public and private sch o o ls  

w ere then se lected  w ithin  the P SU s, and children w ere sam pled from the se lec ted  sch oo ls . 

Public sc h o o ls  were se lected  from  the C om m on Core o f  Data, a public sch oo l fram e, and 

private sch o o ls  w ere se lected  from a private sch oo l frame developed  from the Private S ch ool 

S urvey . 15 A pproxim ately 23 kindergartners w ere se lected  on average in each o f  the sam pled  

sch oo ls .

15 During lhc spring of 1998, Wesiat identified new schools that were not found on cith frame. A sample of these schools was 
included in the ECLS-K school sample.



R e s p o n s e  R a te s

A total o f  9 4 4  o f  the 1,277 originally  sam pled sch oo ls participated during the base year o f  

the study. T his translates into a w eigh ted  response rate o f  74  percent for the base year o f  

the study. T he sch oo l response rate during the spring o f  the base year (74 .2  percent) w as  

higher than during the fall (69 .4  percent), due to som e o f  the sch o o ls  that orig inally  d eclin ed  

to participate changing their m inds and participating in the spring. N early all (9 9 .4  percent) 

o f  the sch o o ls  that participated in the fall o f  the base year a lso  participated in the spring.

T he ch ild  base-year com p letion  rate w as 92  percent, i.e ., 92  percent o f  the children w ere  

assessed  at least on ce during kindergarten. The parent base-year com p letion  rate w as 89  

percent (i.e ., a parent interview  w as com pleted  at least on ce  during kindergarten). Thus, the 

overall base-year response rate for children w as 68.1 percent (74  percent x 92  percent) and 

the base-year response rate for the parent interview  w as 65 .9  percent (74  percent x 89  

percent). A bout 95 percent o f  the children and 94 percent o f  the parents w ho participated in 

the fall o f  kindergarten also participated in the spring.

A n onresponse bias analysis w as conducted  to determ ine i f  substantial bias is introduced due 

to sch o o l nonresponse. F ive different approaches w ere used to exam in e the p ossib ility  o f  

bias in the E C L S-K  sam ple. First, w eigh ted  and unw eighted  response rates for sc h o o ls , 

children, parents, teachers, and sch oo l adm inistrators w ere exam ined  to find large response  

rate d ifferen ces by characteristics o f  sch o o ls  (e .g ., urbanicity, region , sch oo l size , percent 

m inority, and grade range) and children (e .g ., sex , age, race/ethnicity). S econ d , estim ates  

based on the E C L S-K  respondents w ere com pared to estim ates based on the full sam ple. The  

distributions o f  sch o o ls  by sch oo l type, urbanicity, region, and the distributions o f  enrollm ent 

by kindergarten type (public versus private), race/ethnicity, urbanicity, region  and e lig ib ility  

for free and reduced-price lunch w ere com pared for the responding sch o o ls  and all the 

sch o o ls  on  the sam pling frame. Third, estim ates from  the E C L S-K  w ere com pared w ith  

estim ates from  other data sou rces (e .g ., Current Population Survey, N ational H ousehold  

Education Survey, Survey o f  Incom e and Program Participation). Fourth, estim ates u sin g  the

F all k in d e rg a rten  d a ta  w ere  o b ta in e d  fro m  S ep te m b er to  D e c e m b e r  1998. S p rin g  k in d e rg a rten

d a ta  w ere  o b ta in ed  from  M arch  to  Ju n e  1999.
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E C L S-K  unadjusted w eights w ere com pared with estim ates using the EC L S-K  w eigh ts  

adjusted for nonresponse. Large d ifferences in the estim ates produced w ith  these two  

different w eigh ts w ould  indicate the potential for bias after nonresponse adjustm ents. Fifth, 

and last, sim ulations o f  nonresponse w ere conducted. T he results o f  these an alyses are 

sum m arized in the E C L S -K  U se r 's  M a n u a l  and reported in detail in the E C L S -K  

M eth o d o lo g y> R ep o rt. F indings from these analyses su ggest that there s not a bias due to 

sch oo l nonresponse.

D a ta  R e lia b ility

E stim ates produced using data from the E C L S -K  are subject to tw o types o f  error, sam pling  

and nonsam pling errors. N onsam p lin g  errors are errors m ade in the co llec tion  and 

p rocessin g  o f  data. Sam pling errors occur, because the data are co llected  from a sam ple  

rather than a census o f  the population. A  detailed d iscu ssion  o f  these types o f  errors can be 

found in A m e r ic a 's  K in d e rg a r tn e rs  (W est et al. 200 0 ).

S ta n d a r d  E rro rs  a n d  W eig h ts

In order to produce national estim ates from  the EC L S-K  data co llected  during the fall and  

spring o f  the 1 9 9 8 -9 9  sch oo l year, the sam ple data w ere w eighted. W eightin g  the data 

adjusts for unequal se lection  probabilities at the sch oo l and child  lev e ls  and adjusts for 

sch oo l, child , teacher, and parent nonresponse. The first stage o f  the w eigh tin g  p rocess  

assign s w eigh ts to the sam pled primary sam pling units (P S U s) equal to the inverse o f  the 

P SU  probability o f  se lec tio n . 16 The secon d  stage o f  the w eigh ting  process assigns w eigh ts to 

the sch o o ls  sam pled w ithin PSU s. The base w eight for each  sam pled sch oo l is the PSU  

w eigh t m ultip lied  by the inverse o f  the probability o f  se lec tin g  the school. The base w eigh ts  

for e lig ib le  sch oo ls are adjusted for nonresponse. T h ese adjustm ents are m ade separately for 

public and private sch oo ls .

T he base w eight for each ch ild  in the sam ple is the sch oo l nonresponse adjusted w eigh t for 

the sch oo l the ch ild  attends, m ultip lied  by a post-stratified  w ith in -sch ool student w eigh t

16 The approach used to develop weights for the ECLS-K is described in the ECLS-K User’s Manual and the ECl S-K 
Methodology Report.
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(total num ber o f  students in the sch oo l, divided by the num ber o f  students sam pled  in the 

sch o o l). The child-parent panel w eight (BYCO M W O ), w hich  is the w eight u sed  to produce  

the estim ates found in this report, is the base ch ild  w eight adjusted for nonresponse to the 

parent in terview  at each round o f  data co llection . O nly those cases w ith com p leted  child  

assessm en ts in both fall and spring o f  kindergarten are included in these w eigh ting  

procedures. A gain , these adjustm ents are m ade separately for public and private sch oo ls .

In addition  to properly w eigh tin g  the responses, special procedures for estim ating the 

statistical sign ifican ce  o f  the estim ates w ere em ployed , because the data w ere co llec ted  using  

a co m p lev sam ple d esign . C om plex sam ple d esign s, like that used  in the E C L S-K , result in 

data that v io late the assum ptions that are norm ally required to a ssess the statistical 

sign ifican ce  o f  the results. Frequently, the standard errors o f  the estim ates are larger than 

w ou ld  be exp ected , i f  the sam ple w as a sim ple random sam ple and the observations w ere  

independent and id en tica lly  distributed random  variables. W esV arPC  w'as used in this 

an alysis to calcu late standard errors.

R ep lication  m ethods o f  variance estim ation w ere used to reflect the actual sam ple design  

used  in the EC L S-K . A  form  o f  the jackknife replication m ethod (JK 2) using 90  replicates 

w as used  to com pute approxim ately unbiased estim ates o f  the standard errors o f  the 

estim ates in the report. T he jack k n ife  m ethods were used to estim ate the precision  o f  the 

estim ates o f  the reported national percentages and means.

S ta tis tic a l P ro c e d u re s

C om parisons m ade in the text w ere tested for statistical sign ifican ce to ensure that the 

d ifferen ces are larger than m ight be expected  due to sam pling variation. For reference, 

standard errors for tables 2 and 3 are included in the appendix.

W hen com parisons in estim ates at one point in time (e .g ., fall kindergarten) were m ade 

b etw een  categorical groups ( i.e ., gender, race/ethnicity, school type and program type), t 

statistics w ere calcu lated . T he fo .in u la  used to com pute the t statistic was:
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/ =  Esii — Est2 /S Q R T [(s e i)2+ ( s e 2)]2

W here E st| and E st2 are the estim ates being com pared and sei and se 2 are their corresponding  

standard errors.

W hen com paring the gains o f  groups o f  children on the so c ia l rating sca le  item s w here  

frequ en cies are reported (e .g ., change in the frequency w ith w hich  m ales persist at tasks 

versus change in the frequency w ith  w hich  fem ales persist at tasks), the fo llo w in g  form ula  

w as used:

t =  (E s tn -  Est2i) -  ( E s t i ; -  Est22) /  S Q R T [(se ii: + se 2i2) + ( s e ^ 2 + s e 222)]

W here E stn  and Est2| are the estim ates being com pared w ithin  a category (e .g .. m ale fall 

reading and m ale spring reading) and Esti: and Est22 are the estim ates being com pared  

w ithin  the other category (e .g ., fem ale fall reading score, fem ale spring reading score). And  

se n , se 2|, s e n , and se 22 are their corresponding standard errors.

T o guard against errors o f  inference based on m ultiple com parisons, the Bonferroni 

procedure to correct sign ifican ce tests for m ultiple contrasts w as used in this report. The  

Bonferroni procedure d ivides the alpha level for a sin gle t test (e .g ., .05) by the num ber o f  

critical p airw ise com parisons, in order to provide a new  alpha that adjusts for the num ber o f  

com parisons being made.

W hen  com parisons with continuous or ordinal independent variables w ere m ade (i.e ., age at 

entry, m other’s education, and the risk index), regression analysis w as used. W hen the 

an alyses in vo lved  continuous dependent variables— all o f  the cogn itive  sco res— linear 

regression  w as used; w ith  d ichotom ous dependent variables— socia l sk ills , problem  

behaviors, and approaches to learning— log istic  regression w as used.



C o n s tru c ts  a n d  V ariab les U sed  in  A n a ly s is

The EC L S-K  direct child  cogn itive  assessm ent w as adm inistered u sing a com puter-assisted  

persona! in terview  (C A PI), adm inistered on e-on-one w ith  each child . The assessm ent  

included  tw o cogn itive dom ains (reading and m athem atics). The EC L S-K  battery w as a tw o-  

stage assessm ent approach, in w hich  the first stage in each dom ain contained  a routing test 

that determ ined a ch ild ’s approxim ate sk ills. A ccord ing to the ch ild ’s perform ance on the 

routing test, the ch ild  w as adm inistered the appropriate sk ill level assessm ent for that dom ain  

(the secon d  stage). The reading and m athem atics assessm en ts had three skill levels . Children  

were adm inistered the routing stage and the appropriate sk ill level stage in the fall o f  

kindergarten, and again in the spring o f  kindergarten.

T o be sen sitive  to the n eed s and capabilities o f  the children in the sam ple, an English  

language proficien cy  screener, ca lled  the Oral Language D evelopm ent S ca le  (O L D S ), w as  

adm inistered i f  sch oo l records indicated that the ch ild ’s hom e language w as not E nglish. 

The ch ild  had to dem onstrate a certain level o f  English proficiency to be adm inistered the 

cogn itive assessm ent in English. In terms o f  first-tim e kindergartners, about 93 percent w ere  

assessed  in English  in the fall o f  kindergarten. The 7 percent o f  children exclu ded  from the 

E nglish  assessm ent represents 19 percent o f  the A sian children and 29 percent o f  the 

H ispanic children. The cogn itive k now ledge and sk ills estim ates in this report arc based on 

those first-tim e kindergartners w ho w ere assessed  in English in both the fall and the spring o f  

kindergarten, therefore the 7 percent o f  children w ho w ere excluded  from  the English  

assessm en t in the fall o f  kindergarten were not included, L ess than .5 percent o f  children in 

the fall and the spring o f  kindergarten w ere exclu ded  from the assessm ent based on a 

d isability .

S c a le  s c o re . Item R esponse T heory (IRT) w as em ployed  to calcu late scores that could  be 

com pared regardless o f  w hich  secon d  stage form  a student took. The item s in the routing test, 

plus a core set o f  item s shared am ong the different second  stage form s, m ade it p ossib le  to 

estab lish  a com m on sca le . IRT uses the pattern o f  right, wrong, and om itted resp onses to the 

item s actually  adm inistered in a test, and the d ifficu lty , discrim inating ability , and “gu ess-

C h i ld r e n ’s C o g n it iv e  K n o w le d g e  a n d  S k ills
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ability" o f  each item , to p lace each student on a continuous ability  sca le. It is then p ossib le  

to estim ate the score the student w ould  have ach ieved  i f  all o f  the item s in all o f  the test 

form s had been  adm inistered. The reliab ility  o f  the estim ates o f  reading and m athem atics, 

fall and spring scores, are as fo llo w s (IR T-based theta): reading =  .9, m athem atics =  .9.

P r o fic ie n c y  L e v e l  P ro b a b ili ty  S c o r e s . P roficiency scores provide a m eans o f  d istingu ish ing  

status or gain  in sp ec ific  sk ills  w ithin  a content area from  the ach ievem ent m easured by the 

IRT sca le  scores. C lusters o f  four test questions having sim ilar content and d ifficu lty  w ere  

included  at several points a lon g  the score sca le  o f  the reading and m athem atics tests. A  

student w as assum ed to h ave m astered a particular leve l o f  p roficien cy , i f  at least three o f  the 

four item s in the cluster w ere answ ered  correctly, and to have failed  at this leve l, i f  tw o or 

m ore item s w ere w rong. C lusters o f  item s provide a m ore reliable test o f  p rofic ien cy  than do  

sin g le  item s, becau se o f  the p o ssib ility  o f  guessing. It is very unlikely  that a student w ho has 

not m astered a particular sk ill w ould  be able to gu ess enough answers correctly  to pass a four 

item  cluster. T h ese scores are com puted u sing perform ance in each subject. T h e nature o f  the 

tw o-stage test is that not all children receive all item s. To calcu late p ro fic ien cy  estim ates for  

all children, an IRT m odel w as em ployed . For the purpose o f  IRT calibration, the item  

clusters w ere treated as sin g le  item s. The hierarchical nature o f  the sk ill sets ju stified  the use  

o f  the IRT m odel in this w ay. G ains in probability o f  m astery at each p rofic ien cy  level a llow  

researchers to study not on ly  the am ount o f  gain in total sca le  score points but a lso  w here  

a lon g the sca le  d ifferent children are m aking their largest gains in ach ievem ent during a 

particular tim e interval.

In reading, the p ro fic ien cy  leve ls are nam ed as fo llow s: (1) letter recogn ition , (2) beginning  

sounds, (3 ) end ing sounds, (4 ) sight w ords, and (5) w ords in context. L e tte r  re co g n itio n  is as 

it sou n d s— the ab ility  o f  children to recogn ize  their letters. B eg in n in g  s o u n d s  and en d in g  

so u n d s  refer to ch ildren’s ab ility  to understand the letter-sound relationship at the beginning  

and at the end ing o f  w ords. S ig h t w o rd s  refer to ch ildren’s ability to recogn ize w h ole w ords 

by sight and read them  aloud. A nd, w o rd s  in  co n te x t  refer to ch ild ren ’s ab ility  to read sim p le  

short p assages o f  text w ith  a m issin g  w ord, and insert the correct m issin g  word.



In m athem atics, the p roficien cy  leve ls  are named as fo llow s (their nam es reflect the m ost 

com p lex  m athem atical construct contained in the proficiency): ( 1 ) number and shape, (2 ) 

relative s ize , (3 ) ordinality and sequence, (4) add./ subtract, and (5) m ultip ly/d ivide. N u m b e r  

a n d  sh a p e  refers to ch ildren's ability to recognize sin gle-d ig it numbers and basic shapes. 

R e la tiv e  s iz e  refers to ch ildren's ab ility  to count beyond 10, recogn ize the seq u en ce in basic  

patterns, and com pare the relative s ize  o f  objects. O rd in a lity  a n d  se q u e n c e  m eans that 

children can recogn ize tw o-d igit num bers, identify the next num ber in a seq u en ce, and 

id entify  the ordinal position  o f  an object. A d d itio n  a n d  su b tra c tio n  m eans children can 

perform  sim p le  addition and subtraction problem s. M u ltip lica tio n  a n d  d iv is io n  refers to 

ch ild ren ’s ab ility  to perform  sim ple m ultiplication and d iv ision  operations. The addition, 

subtraction, m ultip lication  and d iv ision  item s are presented in the form  o f  word problem s  

w ith picture support and in num erical statem ents.

Children’s Social Knowledge and Skills

A ll kindergarten teachers w ith  sam pled children in their classroom s w ere asked to fill out 

three self-adm in istered  questionnaires. The first tw o pertained to their ow n  educational 

backgrounds, teaching practices, experiences, and the classroom  settings where they taught. 

For each o f  the sam pled children they taught, the teachers a lso com pleted  a ch ild -sp ecific  

questionnaire that co llected  inform ation on the ch ild ’s socia l know ledge and sk ills. T eachers  

reported on the frequency w ith w hich  children dem onstrated particular behaviors (e .g ., 

accept peer ideas, fight with others, persist at tasks). Teachers rated the frequency o f  

ch ild ren ’s behaviors as n ever , so m e tim es , o ften , or very  o ften . To present the behaviors in 

terms o f  their basic frequency (e .g ., frequent versus infrequent), the categories w ere  

co llap sed  into n e v e r /so m e tim e s  and o fte n /v e ry  o ften .

Family and Child Characteristics

Parents/guardians w ere asked to provide key inform ation about their children on subjects  

such  as fam ily  dem ographics (e .g ., age, relation to child , race/ethnicity), fam ily structure 

(hou seh old  m em bers and com p osition), parent involvem ent, hom e educational activ ities, 

ch ild  care exp erience, ch ild  health, parental education and em ploym ent status, and c h ild ’s 

soc ia l sk ills  and behaviors. M ost o f  the data w ere co llected  through a com puter-assisted
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Derived Variables

A  num ber o f  variables used  in this report were derived by com bining inform ation from one  

or m ore questions in the EC L S-K  parent questionnaire or from  other study sources. The 

derivation  o f  k ey  variables is described in this section.

C h i ld r e n ’s  a g e  a t e n try  to  k in d e rg a r te n . This variable w as constructed u sing  tw o variables: 

m onth and year o f  birth. T h ese variables were com bined to form five  categories: children  

b om  prior to Septem ber 1992 (age 6 w hen they entered kindergarten), bom  betw een  

S ep tem b er-D ecem b er 1992 (fum ing age 6 w hen they entered kindergarten), January-A pril 

1993 (age 5 w hen they entered kindergarten), M ay-A ugu st 1993 (age 5 w hen  they entered  

kindergarten) and S ep tem ber-D ecem ber 1993 (age 4  w hen they entered kindergarten).

M a te r n a l  e d u c a tio n . This variable w as constructed using the questions on the h ighest grade 

the ch ild ’s m other or fem ale guardian had com pleted, and w hether the m other or fem ale  

guardian had obtained a high school equivalency degree i f  she did not com p lete high school. 

T his inform ation was collapsed  into four categories: less than high sch o o l, high sch oo l or 

equivalent, som e co lleg e  including vocational/technical training, and b ach elor's degree or 

higher.

C h i ld r e n ’s  r a c e /e th n ic ity . T he race/ethnicity com posite was constructed from two parent- 

reported variables: ethnicity and race. N ew  O ffice o f  M anagem ent and B udget gu idelin es  

w ere fo llo w ed  under w hich  a respondent could  se lect m ore than one race. Thus each  

respondent had to identify  w hether the child  w as H ispanic, and then se lec t one or m ore races. 

T he fo llo w in g  are the fiv e  com posite race/ethnicity categories w e present in this report: 

w h ite  non-H ispanic, black non-H ispanic, H ispanic, A sian  and Other (w hich  includes P acific  

Islanders, A m erican Indians, A laska N atives, and m ultiracial children). W hen racc/ethnicity

te lep h o n e  in te rv iew in g  (C A T I), though  som e o f  the in te rv iew s w ere  co lle c te d  th ro u g h  a

c o m p u te r-a ss is te d  perso n a l in te rv iew in g  (C A P I), w hen  resp o n d e n ts  d id  no t h av e  a te lep h o n e

o r w e re  re lu c tan t to  be in te rv iew ed  by  te lephone .



R is k  fa c to r  in d e x . The risk factor index u ses inform ation on the fo llow in g  fam ily  

characteristics: m other w ith  less than a high sch oo l diplom a, fam ily  utilized  A F D C  and or 

food  stam ps, sin g le  parent fam ily, and primary language other than E nglish  (as identified  by 

the respondent in the parent interview ). The index is a cum ulative count o f  the individual 

factors, w ith  each factor counting as 1. The cum ulative count w as co llap sed  into: 0. 1. and 2 

or m ore— m eaning the p resence o f  none o f  the risk factors, the presence o f  on e o f  the risk 

factors, or the presence o f  2  or m ore o f  the risk factors.

S c h o o l  ty p e . T he lype o f  sch oo l in w hich children attended kindergarten w as co llapsed  into 

tw o broad ca te g o res: public and private. Private sch oo ls include those w ith  both relig ious  

affilia tion s and nonreligious affiliations. Information from the sch oo l adm inistrator 

questionnaire, aloni? w ith sch oo l sam ple frame data, w as used to create this variable. If there 

w as no sch oo l administrator questionnaire, then sch oo l sam ple frame data w ere used to 

create the com posite.

K in d e rg a r te n  p ro g ra m  ty p e . This report refers to tw o types o f  kindergarten programs: full 

day and pait day. This variable was constructed from inform ation provided by teachers on 

the tim e(s) o f  day that they taught kindergarten (e .g ., A M  on ly , PM on ly , A M  and PM . all 

day). Children w h o se  teachers reported teaching A M  on ly. PM on ly, or both AM  and PM  

c la sses  w ere c la ssified  as part day, and children w h ose teachers reported teaching all-dav  

kindergarten c la sses  were c lassified  as full day. In cases where the inform ation provided by 

the teachers w as inconsistent (e .g ., teachers w ho reported that they taught A M  on ly  c la sses  

and a ll-d ay  c la sses , inform ation from the field  m anagem ent system  that w as used by field  

s ta ff  to sch ed u le  in -sch ool child  assessm ents) w as used to reso lve the incon sisten cy .

d iffe re n c e s  a re  p re se n ted  in  th is rep o rt, w h ite  re fers  to  w h ite , n o n -H isp an ic  an d  b lack  refers

to  b la ck , n o n -H isp an ic .
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Table 1.— P opu lation  percen tages o f f irs t-tim e k in d e rg a rtn e rs : 1998-99

Characteristic
Population
percentage

Total 100

Child’s sex
Male 51
Female 49

Child’s age at entry
Age 4: Bom Sep.— Dec. 1993 9
Age 5: Bom May— Aug. 1993 32
Age 5: Bom Jan.— Apr. 1993 32
Age 6 : Bom Sep.— Dec. 1992 24
Age 6 : Bom Jan.— Aug. 1992 4

Mother’s education
Less than high school 15
High school diploma or equivalent 31
Some college1 32
Bachelor's degree or higher 22

Child’s race/ethnicity
White, non-Hispanic 58
Black, non-Hispanic 15
Asian J
Hispanic 19
Other 5

Risk index2
0 risk factors 60
1 risk factor 25
2 or more risk factors 15

School type
Public 85
Private 15

Program type
All day 55
Part day 45

Some college includes vocational and technical education.
■Risk index consists of a non-English primary home language, single-parent family, less than high school maternal education, and 
the family having received welfare assistance.
NOTE: Detail may not sum to totals due to rounding.
SOURCE: U.S. Department of Education. National Center for Education Statistics. Early Childhood Longitudinal Sludy, 
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.
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T able 2.— F irs t-tim e k in d e rg a rtn e rs ’ read ing  and  m athem atics m ean scale scores, by child , fam ily, and
kindergarten  program  characteristics: Fall 1998 to spring 1999

Characteristic
Reading Mathematics

Fa!! Spring Change Fall Spring Chanse

Total 22 32 1C 20 28 S

Child’s sex
Male 21 31 Id 20 28 8
Female 23 33 10 20 28 S

Child’s age at entry
Age 4: Bom Sep.— Dec. 1993 20 29 9 17 24 7
Age 5: Bom May— Aug. 1993 21 31 10 18 26 8
Age 5: Born Jan.— Apr. 1993 22 33 10 20 28 8
Age 6 : Bom Sep.— Dec. 1992 24 34 10 22 30 9
Age 6 : bum  Jan.— Aug. 1992 25 34 10 24 32 8

Mother's education
Less than high school 17 26 9 15 23 7
High school diploma or equivalent 20 30 10 18 26 8
Some college1 22 33 10 20 28 8
Bachelor’s degree or higher 27 37 10 24 33 9

Child’s race/ethnicity
White, non-Hispanic 23 33 10 21 30 9

Black, non-Hispanic 20 29 9 17 24 7

Asian 26 38 12 23 31 9

Hispanic 19 30 11 17 25 8
Other 20 29 9 17 25 8

Risk index2
0 risk factors 24 34 10 21 30 9
1 risk factor 20 30 10 18 26 8
2 or more risk factors 18 27 9 15 23 7

School type
Public 21 31 10 19 27 r
Private 26 36 10 23 31 8

Program type
All day 22 33 10 20 28 9
Part day 22 31 10 20 28 8

* Less than .5 percent.
'Some college includes vocational and technical education.
“Risk index consists of a non-English primary home language, single-parent family, less than high school maternal education, and the farm • having 
received welfare assistance.
NOTE: Due to rounding, spring scores minus fall scores may not equal the change score. Estimates are based on first-time kindcrganners who were 
assessed in English in both the fall and the spring (approximately 19 percent of Asian children and approximately 30 percent of Hispanic children are 
not included in these estimates). In the table heading, Spr» spring and Ch » change from fall to spring.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, Kindergarten Class of 1998-
99, Fall 1998 and Spring 1999.
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T abic  3.— P ercen tage o f  firs t-tim e k in d e rg a rtn e rs  dem onstra ting  specific read ing  know ledge an d  skills, by child ,
fam ilv, an d  k in d e rg a rten  p ro g ram  charac teristics: Fall 1998 to sp ring  1999

Characteristic

Letter
recocnition

Beginning
sounds

Ending sounds Sight words Words in 
context

:all Spr Ch Fall Spr Ch Fall Spr Ch Fall Spr Ch Fall Spr Ch

65 94 29 29 72 42 17 52 35 2 13 i l 1 4 3

61 92 31 26 68 42 15 48 34 3 12 9 1 4 3

69 95 26 32 76 43 18 56 37 2 15 12 1 5 4

57 89 32 21 61 40 11 40 30 1 9 7 1 J 2

60 93 33 24 67 43 13 47 34 1 10 9 1 nJ j

66 94 28 31 73 43 17 54 37 2 13 11 1 4 3

72 96 24 36 8 42 22 59 37 4 17 13 2 6 5

75 96 21 39 77 39 25 59 35 4 18 14 2 6 4

38 8 46 9 49 40 4 29 25 (*) 3 3 (*) 1 1
57 92 34 21 66 45 11 45 34 1 9 8 (*> 2 2

68 95 27 30 75 44 17 55 38 2 13 11 1 4 3

84 99 14 49 86 37 31 69 38 6 24 18 2 9 7

71 96 25 34 77 43 20 57 38 3 15 12 1 5 4

57 90 33 20 59 40 10 39 29 1 8 7 n 2 2
79 98 20 43 85 42 28 68 40 9 29 20 5 14 9

50 90 40 20 65 45 11 45 34 1 10 8 n 3 2
51 89 38 21 61 39 12 41 29 2 9 7 i 3 2

73 96 23 36 78 42 21 59 38 3 16 13 i 5 4

57 91 34 21 65 44 11 44 33 2 9 8 i 3 2
40 85 45 11 51 40 5 31 25 1 4 4 c ) 1 1

62 93 31 26 70 43 15 49 34 2 11 9 i 4 3

82 97 15 45 83 38 28 66 38 5 22 17 2 8 6

66 94 28 30 73 43 17 54 37 3 15 12 1 5 4

64 93 29 28 70 41 16 50 34 2 11 9 1 4 3

Total

Child's sex 
Male 
Female

Child’s age at entry 
Age 4: Bom Sep.— Dec. 1993 
Age 5: Bom May— Aug. 1993 
Age 5: Bom Jan.— Apr. 1993 
Age 6 : Bom Sep.— Dec. 1992 
Age 6 : Bom Jan.— Aug. 1992

Mother’s education 
Less than high school 
High school diploma or equivalent 
Some college1 
Bachelor’s degree or higher

Child’s race/cthnicity 
White, non-Hispanic 
Black, non-Hispanic 
Asian 
Hispanic 
Other

Risk index2
0 risk factors
1 risk factor
2 or more risk factors

School type 
Public 
Private

Program type 
All day
Part day_________________________

• Less than .5 percent.
'Some college includes vocational and technical education.
•’Risk index consists of a non-English primary home language, single-parent family, less than high school maternal education, and the family having
received welfare assistance. .
NOTE- Due to rounding, spring scores minus fall scores may not equal the change score. Estimates are based on first-time kindergartners who were 
assessed in English in both the fall and the spring (approximately 19 percent of Asian children and approximately 30 percent of Hispanic children are 
not included in these estimates). In the table heading, Spr« spring and Ch ■ change from fall to spring.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, Kindergarten Class of 1998- 
99, Fall 1998 and Spring 1999.
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T able 4.— P ercen tage o f first-tim e k in d e rg a rtn e rs  dem onstra ting  specific m athem atics know ledge an d  skills, by

Characteristic

Number & 
shape

Relative size Ordinality,
sequence

Add/subtract Multiply
divide

Fall Spr Ch Fall Spr Ch Fall Spr Ch Fall Spr Ch j Fall Spr Ch

Total 93 99 ( 57 87 30 21 56 36 4 18 14 (*) 2 n

Child’s sex
Male 92 99 55 86 31 22 56 34 4 19 14 1 3 n

Female 94 99 58 87 30 20 57 37 3 17 14 C ) -i i

Child’s age at entry
Age 4: Bom Sep.— Dec. 1993 88 98 10 41 78 37 10 39 29 1 9 8 (*) 1 l
Age 5: Bom May— Aug. 1993 91 99 8 49 84 35 15 50 35 2 13 11 (*) 1 l
Age 5: Bom Jan.— Apr. 1993 94 99 5 59 88 29 21 59 37 4 18 15 (*) ■> n

Age 6 : Bom Sep.— Dec. 1992 96 100 4 66 91 25 30 67 37 6 25 19 1 4 3
Age 6 : Bom Jan.— Aug. 1992 97 99 2 73 91 18 38 70 32 9 31 21 1 6 5

Mother’s education
Less than high school 83 97 14 31 72 41 6 32 26 1 6 6 (*) 1 i
High school diploma or equivalent 91 99 8 48 83 35 14 49 35 2 13 11 n 1 i
Some college1 95 99 4 59 89 30 21 59 38 3 18 14 (*> ->

Bachelor’s degree or higher 99 100 1 76 95 19 38 75 37 9 31 23 i 5 4

Child’s racc/ethnicity
White, non-Hispanic 96 99 4 64 91 27 26 64 38 5 22 17 n 3 3
Black, non-Hispanic 89 98 9 41 76 35 9 37 28 1 8 7 (*) (*) (*)
Asian 97 100 3 68 92 24 32 68 36 9 28 19 i 6 5
Hispanic 90 99 9 43 81 38 12 46 33 2 12 10 (*> 1 1
Other 88 99 11 45 81 37 13 45 32 2 11 9 (*) 1 1

Risk index2
0 risk factors 96 99 4 65 91 26 27 64 37 5 22 17 n 3 •%J
1 risk factor 91 99 8 47 82 35 14 48 34 2 13 11 h 1 1
2 or more risk factors 84 97 14 33 72 39 7 32 25 1 6 5 r> (*) n

School type
Public 92 99 7 54 85 32 19 54 35 3 16 13 (*) 2 2

Private 97 100 2 72 93 22 33 70 37 7 27 20 i 4 3

Program type
All day 93 99 6 56 87 31 21 57 37 4 19 15 n 2 2
Part day 94 99 6 57 86 29 21 55 34 4 17 13 (*i 2 2

■ Less than .5 percent.
'Some college includes vocational and technical education.
•Risk index consists of a non-English primary home language, single-parent family, less than high school maternal education, and the family having 
received welfare assistance.
NOTE: Due to rounding, spring scores minus fall scores may not equal the change score. Estimates are based on first-time kindergartners who were 
assessed in English in both the fall and the spring (approximately 19 percent of Asian children and approximately 30 perccn, of Hispanic children are noi 
included in these estimates). In the table heading, Spr “ spring and Ch = change from fall to spring.
SOURCE: U.S. Department ofEducation, National Center for Education Statistics, Early Childhood Longitudinal Study, Kindergarten Class of 1998-99, 
Fall 1998 and Spring 1999.
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T able 5.— P ercen tage o f  firs t-tim e k in d e rg a rtn e rs  dem onstra ting  specific prosocial behaviors, by child , fam ily,
an d  k in d e rg a rten  p ro g ram  charac teris tics : Fall 1998 to sp ring  1999

Characteristic
Accept peer ideas Form friendships Comfort others

Fall Spring Change Fall Spring Change Fall Spring Change

Total 74 77 4 77 82 5 52 62 10

Child’s sex
Male 71 75 4 73 79 6 43 52 8
Female 77 80 3 81 84 4 61 72 11

Child’s age at entry
Age 4: Bom Sep.— Dec. 1993 68 76 7 73 78 4 47 59 11
Age 5: Bom May— Aug. 1993 73 76 3 74 80 6 50 60 9
Age 5: Bom Jan.— Apr. 1993 IS 78 3 77 83 6 53 63 11
Age 6 : Bom Sep.— Dec. 1992 75 79 4 80 83 3 55 64 8
Age 6 : Bom Jan.— Aug. 1992 75 78 3 78 81 3 55 63 8

Mother’s education
Less than high school 70 75 5 70 75 5 43 54 11
High school diploma or equivalent 73 77 4 75 80 5 51 61 11
Some college1 IS 78 3 78 83 5 54 63 9
Bachelor’s degree or higher 76 79 3 81 86 4 58 66 8

Child’s race/ethnicity
White, non-Hispanic 76 80 4 83 4 56 65 9
Black, non-Hispanic 68 69 1 75 3 45 53 8
Asian 75 82 6 74 86 12 52 63 11
Hispanic 73 77 5 74 82 8 47 59 12
Other 71 73 2 70 76 7 49 58 9

Risk index2
0 risk factors 76 80 3 80 85 4 56 66 10
1 risk factor 71 75 4 72 78 5 48 57 9
2 or more risk factors 68 72 4 69 75 6 43 52 10

School type
Public 73 77 4 76 81 5 51 61 10
Private 76 78 1 80 85 * 57 66 9

Program type
All day 72 75 3 77 81 5 53 62 9
Part day

l<-_____r-V-. r— r- ..  . — ------- -------L
76 80 4 77 82 5 51 62 11

•Risk index consists of a non-English primary home language, single-parent family, less than high school maternal education, and the family having 
received welfare assistance.
NOTE: Due to rounding, spring scores minus fall scores may not equal the change score. Estimates based on first-time kindergartners. Estimates based on 
teacher report of how frequently children demonstrate behavior; the ratings presented in this table are the percentage of children who demonstrate the 
behavior often or very often.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, Kindergarten Class of 1998-99,
Hall 1998 and Spring 1999.
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T able  6.— P ercen tage  o f  f irs t-tim e k in d e rg a rtn e rs  dem onstra ting  specific prob lem  behaviors, by child , fam il} .
and kindergarten  program  characteristics: Fall 1998 to spring 1999

Argue with others Fight with others Easily gets ancr%
Characteristic Fall Spnnc Change | Fall Spring Change | Fali Spring Change

Total II 13 : 8 8 c ,0 9 -1

Child's sex
Male 13 15 2 10 10 (* 12 12 -1
Female 8 10 1 6 5 -1 7 6 -1

Child’s age at entry
Age 4: Bom Sep.— Dec. 1993 11 13 2 9 7 -1 12 10
Age 5: Bom May— Aug. 1993 11 14 2 9 8 -1 11 10 (*)
Age 5: Bom Jan.— Apr. 1993 10 11 1 8 7 -1 10 8 -l
Age 6 : Bom Sep.— Dec. 1992 10 12 A. 7 8 1 9 8 n
Age 6 : Bom Jan.— Aug. 1992 11 12 2 8 8 (») 11 9 _■>

Mother’s education
Less than high school 12 14 i 11 9 _2 11 10
High school diploma or equivalent 12 14 -> 8 9 (*> 10 10 <*)
Some college' 10 13 3 7 7 (*) 10 9 (*)
Bachelor’s degree or higher 9 9 n 6 6 -1 9 7

Child’s race/ethnicity
White, non-Hispanic 10 11 i 7 6 -1 9 8 -i
Black, non-Hispanic 17 ->-i 5 12 14 2 13 16 3
Asian 6 5 -1 5 4 -1 8 4 -4
Hispanic 9 10 1 9 7 _2 11 8 -3
Other 13 13 (*) 10 9 -1 II 1 1 -1

Risk index:

0 risk factors 10 10 1 6 6 (*) 9 8 -1
1 risk factor 12 16 4 10 10 (*) 11 11 (*)
2 or more risk factors 13 16 J) 11 11 (*) 12 12 -1

School type
Public II 13 2 8 8 -1 10 9 -1
p ivate 10 11 i 7 7 (*) 9 9 (*)

Program type
All day 13 15 10 9 -1 11 11 (*)
Part day 8 9 c ) 7 6 9 7

* Less than .5 percent.
'Some college includes vocational and technical education.
•’Risk index consists of a non-English primary home language, single-parent larmlv. less than high school maternal education, and ihe family having 
received welfare assistance.
NOTE: Due to rounding, spring scores minus fall scores may not equal the change score Estimates based on first-time kindergartners Estimates based on 
teacher report of how frequently children demonstrate behavior; the ratings presented in this table are the percentage of children who demonstrate ihe 
behavior often or very often.
SOURCE: U.S. Department of Education, National Center for Education Statistics. Early Childhood Longitudinal Study, Kindergarten Class of 1998-99,
Fall 1998 and Spring 1999.



T able 7.— P ercen tage o f  first-tim e k in d e rg a rtn e rs  dem onstra ting  specific app roaches to learn in g  behaviors, by
child, family, and  k in d e rg a rten  p ro g ram  charac teristics: Fall 1998 to  sp ring  1999

Characteristic
Persists at tasks Seems eager to leam Pavs attention

Fall Spring Change Fall Spring Change Fall Spring Change

Total 71 75 75 79 66 70 4

Child's sex
Male 65 69 4 72 75 *1J 58 62 4

Female 77 82 4 79 83 3 74 78 4

Child’s age at entry
Age 4: Bom Sep.— Dec. 1993 62 67 5 67 73 6 56 62 6
Age 5: Bom May— Aug. 1993 65 70 4 71 75 4 61 65 4
Age 5: Bom Jan.— Apr. 1993 73 77 4 78 80 3 6S 72 4
Age 6 ; Bom Sep.— Dec. 1992 78 81 4 81 83 3 73 75
Age 6 : Bom Jan.— Aug. 1992 81 79 -2 81 83 3 72 73 1

Mother’s education
Less than high school 60 64 4 63 68 5 54 59 6
High school diploma or equivalent 69 72 3 73 76 4 64 66 -i

Some college' 73 77 4 78 81 3 68 71 3
Bachelor’s degree or higher 79 84 5 84 87 2 75 79 4

Child’s race/ethnicity
White, non-Hispanic 75 78 4 79 82 3 70 73 ,3

Black, non-Hispanic 61 65 4 66 69 3 56 59 3

Asian 81 89 8 82 88 6 70 80 10
Hispanic 67 72 5 72 76 4 62 68 6
Other 68 72 4 72 76 4 61 64 3

Risk indcx:

0 risk factors 76 80 4 81 83 3 72 75 ->
j

I risk factor 68 71 4 70 75 4 61 65 4
2 or more risk factors 58 63 4 64 67 3 53 58 5

School type
Public 70 74 4 74 78 4 65 69 3
Private 77 80 3 81 83 2 70 75 5

Program type
All day 69 72 3 75 78 3 64 67 •>_>
Part day

i- ____. . ,— :---------------------------------------------- L
73 78 5 76 80 4 68 73 4

:Risk index consists of a non-English primary home language, single-parent family, less than high school maternal education, and the family having 
received welfare assistance.
NOTE: Due to rounding, spring scores minus fall scores may not equal the change score. Estimates based on tirsl-lime kindergartners. Estimates based or, 
teacher report of how frequently children demonstrate behavior; the ratings presented in this table are the percentage of children who demonstrate the 
behavior often or very often.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, Kindcrganen Class of I99X 99.
Fall 1998 and Spring 1999.
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T able  2a.— S ta n d a rd  e r ro rs  fo r first-tim e k in d e rg a rtn e rs ’ read ing  and  m athem atics m ean by ch ild , fam ily, and
kindergarten program  characteristics: Fall 1998 to spring 1999

Characteristic
Reading Mathematics

Fall Spring Chanec Fall Spring Chance

Total 0.16 0.22 o .i: 0.14 0.19 0.09

Child’s sex
Male 0.17 0.22 0.15 0.17 0.21 0.10
Female 0.18 0.26 0.13 0.15 0.20 0.11

Child’s age at entry
Age 4: Bom Sep.— Dec. 1993 0.27 0.36 0.21 0.22 0.29 0.16
Age 5: Bom May— Aug. 1993 0.18 0.28 0.18 0.15 0.22 0.13
Age 5: Bom Jan.— Apr. 1993 0.19 0.25 0.13 0.15 0.20 0.11
Age 6 : Bom Sep.— Dec. 1992 0.24 0.26 0.18 0.23 0.27 0.13
Age 6 : Bom Jan.— Aug. 1992 0.41 0.53 0.35 0.36 0.44 0.32

Mother’s education
Less than high school 0.18 0.28 0.22 0.18 0.28 0.18
High school diploma or equivalent 0.17 0.24 0.17 0.14 0.22 0.12
Some college1 0.19 0.25 0.14 0.15 0.17 0.11
Bachelor’s degree or higher 0.22 0.28 0.17 0.20 0.23 0.13

Child’s race/ethnicity
White, non-Hispanic 0.20 0.24 0.15 0.17 0.20 0.11
Black, non-Hispanic 0.28 0.39 0.22 0.21 0.29 0.17
Asian 0.63 0.63 0.34 0.49 0.53 0.32
Hispanic 0.29 0.43 0.31 0.22 0.32 0.22
Other 0.88 1.00 0.23 0.74 0.72 0.19

Risk index2
0 risk factors 0.19 0.22 0.14 0.15 0.18 0.1
1 risk factor 0.21 0.28 0.15 0.17 0.25 0.13
2 or more risk factors 0.21 0.29 0.23 0.19 0.27 0.15

School type
Public 0.15 0.23 0.15 0.14 0.21 0.11
Private 0.42 0.48 0.23 0.32 0.34 0.15

Program type
All day 0.25 0.36 0.19 0.22 0.30 0.13
Part day 0.23 0.27 0.14 0.22 0.27 0.11

Some college includes vocational and technical education.
'Risk index consists of a non-English primary home language, single-parent family, less than high school maternal education, and the family having 
received welfare assistance.
NOTE: In the table heading. Spr = spring and Ch = change from fall to spring.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, Kindergarten Class of 1998-
99. Fall 1998 and Spring 1999.



T able  3a.— S ta n d a rd  e r ro rs  fo r p ercen tag e  o f first-tim e k in d e rg a rtn e rs  dem onstra ting  specific read in g  know ledge and
skills, bv child, family, and kindergarten program character'.tics: Fall 1998 to spring 1999

Letter
recognition

Beginning
sounds

Ending sounds Sight words Words in 
context

Characteristics Fall Spr Ch Fall Spr Ch Fall Spr Ch [ Fall Spr Ch Fall Spr Ch

Total 0.73 0.35 0.56 0.74 0.82 0.62 0.51 0.86 0.61 0.13 0.45 0.41 0.07 0.19 0.16

Child’s sex 
Male 
Female

0.83 0.44 0.69 
0.85 0.38 0.67

0.75 0.87 0.69 
0.89 0.93 0.71

0.50 0.85 0.66 
0.64 0.98 0.66

0.16 0.44 0.37 
0.15 0.60 0.54

0.09 0.21 0.18  
0.08 0.24 0.21

Child’s age at entry 
Age 4: Bom Sep.— Dec. 1993 
Age 5: Bom May— Aug. 1993 
Age 5: Bom Jan.— Apr. 1993 
Age 6 : Bom Sep.— Dec. 1992 
Age 6 : Bom Jan.— Aug. 1992

1.60 1.00 1.28 
0.97 0.44 0.82 
0.92 0.48 0.74 
1.04 0.42 0.99 
1.95 0.88 1.83

1.06 1.38 1.06 
0.78 1.07 0.92 
0.91 0.95 0.71 
1.11 0.86 0.98 
1.77 1.42 1.71

0.72 1.28 0.96 
0.52 1.08 0.87 
0.63 0.97 0.67 
0.84 0.97 0.81 
1.34 1.70 1.41

0.29 0.80 0.72 
0.17 0.58 0.50 
0.23 0.54 0.47 
C.29 0.69 0.58 
0.71 1.53 1.29

0.17 0.39 0.36 
0.09 0.28 0.23 
0.13 0.27 0.21 
0.20 0.39 0.29 
0.55 0.97 0.69

Mother’s education 
Less than high school 
High school diploma or equivalent 
Some college1 
Bachelor’s degree or higher

1.39 0.62 1.17 
0.98 0.57 0.83 
0.93 0.41 0.78 
0.77 0.20 0.72

1.38 0.35 1.26 
0.80 1.03 0.92 
0.90 0.92 0.82 
0.99 0.66 0.75

1.09 0.09 1.05 
0.52 0.96 0.80 
0.63 0.95 0.70 
0.80 0.90 0.69

0.34 0.03 0.33 
0.14 0.44 0.40  
0.23 0.62 0.54  
0.33 0.86 0.72

0.10 0.85 0.08  
0.08 0.20 0.17  
0.12 0.29 0.24 
0.19 0.48 0.39

Child’s race/ethnicity 
White, non-Hispanic 
Black, non-Hispanic 
Asian 
Hispanic 
Other

0.90 0.34 0.74 
1.40 0.85 1.06 
1.84 0.48 1.72 
1.66 0.91 1.43 
5.02 2.09 3.24

0.94 0.85 0.77
1.24 1.59 1.03 
2.28 1.45 1.76
1.24 1.64 1.38 
3.07 4.29 1.71

0.66 0.93 0.68 
0.8.3 1.45 0.99 
1.83 1.76 1.48 
0.76 1.68 1.37 
1.99 3.69 2.00

0.17 0.55 0.49 
0.26 0.75 0.66 
1.32 1.83 1.45 
0.23 0.80 0.77 
0.64 1.48 1.02

0.09 0.24 0.21 
0.12 0.30 0.24 
0.85 1.28 0.85 
0.14 0.32 0.26 
0.34 0.73 0.48

Risk index2
0 risk factors
1 risk factor
2 or more risk factors

0.77 0.23 0.67 
1.14 0.61 0.89 
1.60 1.17 1.34

0.91 0.72 0.74 
0.86 1.14 0.80 
0.74 1.32 1.18

0.65 0.83 0.63 
0.56 1.09 0.75 
0.44 1.08 1.01

0.18 0.56 0.50  
0.19 0.49 0.40  
0.19 0.45 0.41

0.09 0.25 0.22 
0.11 0.23 0.18 
0.11 0.18 0.11

School type 
Public 
Private

0.74 0.40 0.57 
1.29 0.37 1.08

0.72 0.91 0.70 
1.84 1.11 1.21

0.49 0.93 0.69 
1.44 1.41 0.82

0.12 0.45 0.41 
0.57 1.46 1.11

0.07 0.17 0.15 
0.28 0.78 0.64

Program type 
All day 
Part day

1.07 0.54 0.78 
1.19 0.49 0.87

1.15 1.28 0.91 
1.03 1.06 0.64

0.81 1.32 0.86 
0.67 1.12 0.69

).20 0.80 0.69  
0.17 0.47 0.38

I). 11 0.33 0.28 
3.08 0.20 0.17

Some college includes vocational and technical education.
•Risk index consists of a non-English primary home language, single-parent family, less than high school maternal education, and the family having 
received welfare assistance.
NOTE: In the table heading, Spr = spring and Ch = change from fall to spring.
SOURCE: U.S. Department of Education, National Center for Education Statistics, Early Childhood Longitudinal Study, Kindergarten Class of 1998-
99, Fall 1998 and Spring 1999.
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KEY:

M = Mandatory 
P = Permissive
LEA = Local Education Agency

State- j Compulsory 
tSchool Age1

j*

Kindergarten 
Entrance Age2 .

" .......  U

District .. 
Offering o f 

Kindergarten

Pupif D is tr ic t. 
Attendance Offering of 

in. Full-Day 
Kindergarten. ;:i  Kindergarten

Year 1 
:/■ Fu[l-C)ay 

Law .. a 
Enacted

Pupil 
. Attendance in 
j FUli-Day ;  
j Kindergarten

'aska3 7 5 on or before 8/15 P P P P
.abama 7 5 on or before 9/1 M P M 1990 P

Arkansas 5 5 on or before 9/15 M (VI M J P
Arizona 6 5 on or before 9/1 M P P P
California 6 5 on or before 12/2 M P P 3 P
Colorado 7 L E A  Option P P P P
Connecticu t 5 5 on or before 1/1 M M P P
Delaware 5 5 on or before 8/31 M M P P
Florida 6° 5 on or before 9/1 M P P P
Georgia 6 5 by 9/1 M P M' 1985 P
Hawaii 6 5 on or before 12/31 M P P P
Iowa 6 5 on or before 9/15 M P P P
Idaho 7 5 on or before 9/1 P P P P
Illinois 7 5 on or before 9/1 M P pB P
Indiana 7 5 on or before 7/1 M P p P
Kansas 7 5 on or before 8/31 M P p P
Kentucky 6 5 by 10/1 M P p P
Louisiana 7 5 on or before 9/30 M M M 1990 M 9
M assachusetts 6 L E A  Option M P pio P
Maryland 5 5 by 12/31 M M p P
Maine 7 at least 5 on 10/15 M P p " P
Michigan 6 at least 5 on 12/1 P P p P
M innesota '2 7 at least 5 on 9/1 M P p P
Missouri 7 5 before 8/1 M P p P
Mississippi 6 5 on or before 9/1 M P M P

ontana 7 5 on or before 9/10 M P P P
INorth Carolina 7 5 on or before 10/16 M P M 2000 P
|North Dakota 7 5 before 9/1 P P P P
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.. D istrict, - Year a
Offering o f FulF-Dav 

FullD ay.'V -.. L a ^  
Kindergarten Enacted

District:  ̂ : ; .
Olfeting of  ̂ Attendance

Kindergarten Kinde'rgartbn

Com pulsory': Kindergarten;
School Age1 ' . Entrance Age‘

Attendance in 
Full-Pay ; 

Kindergarten
ibraska 5 on or before 10/15

New
Hampshire

New Mexico 5 before 9/1
Nevada 5 on or before 9/30

Oklahoma 5 on or before 9/1
Oregon 5 on or before 9/1
Pennsylvania
Rhode Island 5 on or before 12/31
South Carolina 5 on or before 9/1
South Dakota 5 on or before 9/1
Tennessee 5 on or before 9/30

5 on or before 9/1
5 before 9/2

Virginia 5 on or before 9/30
Vermont 5 on or before 1/1
Washington
Wisconsin 5 on or before 9/1
West Virginia 5 before 9/1
Wyoming 5 on or before 9/15

.lost states a llow  parents to app ly for a w a ive r i f  they do not w ish for the ir ch ild ren  to a .tcnd kindergarten. In  Rhode Is land . Tennessee and West 
V irg in ia  the com pu lsory schoo l attendance age is 6. K indergarten attendance is mandatory, thereby a llo w in g  parents to ho ld  ch ild ren  out o f  kindergarten 
until they reach 6 years o f age.
• C h ild ren  may begin kindergarten in  the school year that they reach the spec ified age by the spec ified  date. For exam p le , in  H aw a ii, a c h ild  may beg in  
kindergarten at age 4 as lo n g  as h is 5th b irthday is dur ing  the school year and prio r to Decem ber 31.
I Alaska has no state law  regard ing d istrict o ffe ring  o f  k indergarten.
4 The Standards for A ccred ita tion o f  Arkansas P ub lic  S choo ls section o f Arkansas's Ru les and Regu lations requires that d istricts offer a full-day 
kindergarten.
' In Ca lifo rn ia , full-day kindergarten is proh ib ited by one Education Code  section and a llow ed  in another. Educa t ion  Code  Section 46111 proh ib its 
kindergarten from exceed ing  four hours (exclud ing recesses) un less ch ild ren  arc partic ipating  in  an Ear ly  P rim ary Program as a llow ed  under Educa tion  
Code Section S970-8974. E d . C ode  Section 8973 spec if ica lly  says that k indergarten may exceed four hours i f  the program is not longer than the rest o f 
the prim ary program and i f  there arc opportun ities for both active and qu ie t activ it ies .
f’ In  F lorida , ch ild ren  are not required to attend school u n t il they are 6 years o ld . I f  a c h ild  docs not attend kindergarten at age 5, how ever, she w i l l be
required to attend k indergarten when she starts school at age 6.
7 In  Georg ia , full-day kindergarten is defined as 4.5 hours per day.
s In Ill in o is , i f  a d istrict offers full-day k indergarten it also must prov ide a half-day kindergarten. Parents are not required to send the ir ch ild ren  to
kindergarten.
" In Lou is iana , k indergarten is mandatory for entrance to I st grade unless parents request the ir ch ild ren  be tested for readiness to enter I st grade. 
Readiness criteria arc estab lished by each parish.
111 In Massachusetts, a slate grant program a llow s d istricts to app ly  for a grant to fund a full-day k indergarten.
'' In M a ine , the Department o f  Educa t io n  encourages d istricts to offer full-day kindergarten.
" In M innesota , d istricts m ay establish an earlier school entrance age. D istricts may app ly for an exem ption from offe ring  kindergarten if  it w ou ld  cause
"extraordinary hardship ." D istricts are perm itted to offer full-day kindergarten.
II In N ew  M ex ico , full-day kindergarten is be ing  phased in  from 2000-05. B eg in n ing  in  the year 2000 and each subsequent year u n t il 2005 one-fifth o f 
N ew  M ex ico 's schoo l d istricts w i l l be e l ig ib le  to app ly to the state for full-day k indergarten fund ing . Estab lishm ent o f  full-day k indergarten programs 
shall be vo luntary on the part o f  school districts, and student partic ipa tion  sha ll be vo luntary on the part o f parents.
14 In O h io , students must com p le te  kindergarten, or by parent request, must demonstrate to the satisfaction o f  the P up il Personnel Serv ices Com m ittee  
that they possess the soc ia l, em otiona l and cogn it iv e  sk ills  necessary for 1st grade.

In O k lahom a, mandatory d istrict o ffe ring  o f  full-day k indergarten w il l be phased in  by Ju ly 1, 2005. Parents still w i l l be ab le  to opt for half-day
m  grams for their ch ild ren .
^  In South C aro lin a , d istricts are required to offer full-day kindergarten unless they app ly for a wa iver due to lack o f  space and p ro h ib it iv e  cost. Parents 
may choose a half-day program  for the ir ch ild ren .
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17 In South Dakota, i f  d istricts choose to offer k indergarten, they may set the m in im um  hours o f program prov is ion .
IS In Tennessee, k indergarten programs must offer a m in im um  o f four hours per day.
|,J In Vermont, districts m ay set the entrance age cut-off date anywhere between August 31 and January I o f  the same school year.
^  l W iscons in , districts are required to offer full-day kindergarten for low- income students.
r  in  West V irg in ia , students must attend full-day kindergarten unless, under extraordinary' c ircumstances, a readiness test is passed for entrance in to  the
I st grade.

© Copyright 2001 by the Education Commission of the States (ECS). All rights reserved.
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R e c e n t  S t a t e  L e g i s l a t i o n

K i n d e r g a r t e n

E d u c a t i o n  C o m m i s s i o n  o l  I h e  S t a t e s  • 7 0 0  B r o a d w a y ,  S u i t e  1 2 0 0  * D e n v e r ,  C O  8 0 2 0 3 - 3 4 6 0  • 3 0 3 - 2 9 9 - 3 6 0 0  • f a x  3 0 3 - 2 9 6 - 8 3 3 2  • w w w . e c s . o r g

The following summary includes policies enacted since 1999. Summaries are collected from StateNet, Lexis-Nexis, 
state Web sites and state newsletters. StateNet and Lexis-Nexis descriptions reflect the content of bills as 
introduced and may not reflect changes made during the legislative process. To assure that this information reaches 
you in a timely manner, minimal attention has been paid to style (capitalization, punctuation) or format.

State Status/Date

CA Signed by governor 
07/2001

Level Summary

pre-K-12 Authorizes a pupil in a kindergarten in a school operating on a program 
of multitrack year-round scheduling to be kept in school on any day for 
265 minutes of instruction, exclusive of recesses.
Title: A.B. 764
Source: Lexis-Nexis/StateNet

OK Signed by governor 
05/2001

AR Signed by governor 
04/2001

pre-K-12 Every school district must provide and offer a full six-hour day of
kindergarten free of tuition for every child residing in such district who 
attains the age of five (5) years on or before the first day of September 
during the school year such kindergarten is offered, provided that this 
duty may be satisfied by transferring kindergarten children to other 
school districts which will accept them and can provide kindergarten for 
such children, or by contracting for classroom space with a licensed 
public or licensed private child care provider based upon selection 
criteria established by the district. The requirement to offer a full 
six-hour day of kindergarten as provided for in this subsection shall not 
become effective until three (3) years after the provisions of this 
subsection are implemented as provided for in subsection G of this 
section. Implementation this section is to be delayed until the current 
expenditure per oupil in average daily attendance in public elementary 
and secondary schools in unadjusted dollars for the 1998-99 school 
year or any school year thereafter for Oklahoma, as reported by the 
National Center for Education Statistics annually in the Digest of 
Education Statistics, reaches at least ninety percent (90%) of the 
regional average expenditure for that same year, and funds are 
provided.
Title: H.B. 1499-Multiple Components 
Source: Lexis-Nexis/StateNet

pre-K-12 Allows six-year olds that did not attend kindergarten the opportunity to 
enroll in either kindergarten or first grade; allows school principals to 
approve the enrollment of four-year olds into kindergarten.
Title: H.B. 1092
Source: Lexis-Nexis/StateNet

$

AR Signed by governor pre-K-12 Requires the Department of Education to develop and conduct
04/2001 readiness testing for children who are entering kindergarten.

Title: H.B. 2195
Source: Lexis-Nex's/StateNet

NM Vetoed 04/2001 pre-K-12 Creates public school reading proficiency fund to help train teachers to
teach reading and writing to students below grade level; sets up 
"enterprise centers" to provide fee-for-service assistance to districts;

of 4 1/29/2002 5:00 P M
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creates "probationary school intervention funds" for grants to 
probationary schools; requires colleges of education to form a 
consortium to develop criterion-referenced end-of-course tests for high 
schools (to be administered during 2002-2003); makes appropriations 
for professional development days for teachers, teacher mentorship 
programs, etc.; appropriates dollars to summer programs, bilingual, 
art/musio, full-day kindergarten; appropriates dollars to 
standards/assessment alignment, development of new assessments 
and early literacy interventions.
Title: S.B. 307
Source: New Mexico Legislative Web Site

NM Signed by governor 
03/2001

pre-K-12 Full-day kindergarten programs shall be phased in over a five-year
period as follows with priority given to those school districts that serve 
children in schools with the highest proportion of students most in need 
based upon indicators in the at-risk [factor] index or that serve children 
by means of grade-level schools that serve an entire school district. (By 
2004-2005, all kindergartens in New Mexico may be full-day programs.) 
Title: H.B. 246
Source: Lexis-Nexis/StateNet

OH Signed by governor 11/2000 pre-K-12 Phases in over two years a requirement that by the 1 st day of August, 
instead of the 13th day of September, a child must be five years of age 
to be admitted to kindergarten and six years of age to be admitted to 
1st grade.
Title: H.B. 383
Source: Lexis-Nexis/StateNet

NH Signed by governor 
06/2000

pre-K-12 Relates to the establishment of an alternative kindergarten program 
within a school district; provides that school districts operating an 
approved alternative kindergarten program shall be eligible to receive 
adequate education grant distributions; provides for programs which 
were approved and in effect before a set date may continue to operate 
and receive per pupil adequate education grant amounts.
Title: H.B. 1188
Source: Lexis-Nexis/StateNet

NH Signed by governor 
06/2000

pre-K-12 Makes an appropriation from the Education Trust Fund to the 
Department of Education for the funding of public kindergarten 
programs; adjusts the Adequate Education Grant amount for the Town 
of Orange for the fiscal year 2000; adjusts the property tax warrant in 
the Town of Orange.
Title: S.B. 397
Source: Lexis-Nexis/StateNet

NY Signed by governor 
05/2000

pre-K-12 Relates * state aid for school districts; funds a workforce education 
program in New York City; creates the Universal Prekindergarten 
Reserve Fund: provides State aid for conversion to full day 
kindergarten; relates to administration of the School Tax Relief 
Program; relates to 1997 and later assessment rolls; relates to tuition 
assistance program awards; relates to allowances for members of the 
Legislature, funding for the Legislature and legislative commissions. 
Title: A.B. 9291 
Source: Lexis-Nexis/StateNet

# IN Signed by governor 
03/2000

pre-K-12 Requires the mailing, instead of publishing, of the school corporation 
performance report; provides that a child must be at least five years of 
age on July 1 of the 2000-2001 school year or any subsequent school 
year to officially enroll in a kindergarten program offered by a school 
corporation; provides that an assessment for early entry must consist of
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GA Signed by governor 
03/2000

GA Signed by governor 
03/2000

NM Signed by governor 
02 /2 000

NJ Signed by governor 
0 1 / 2 0 00

OH Signed by governor 
07/99

MO Signed by governor 
07/99

VA Signed by governor 
01/99

more than an intelligence test; states that $ 25 is the maximum fee a 
parent must pay to obtain a waiver for early entry.
Title: S.B. 489
Source: Lexis-Nexis/StateNet

pre-K-12 There is created an Early Intervention Program in kindergarten and a 
Primary Grades Early Intervention Program in grades 1-3. These 
programs are for students performing below grade level. The Office of 
Education Accountability and the State Board of Education both have 
responsibility for administering and setting the definitions for who 
qualifies for the Early Intervention Programs. The Education 
Coordinating Council also must adopt the standards and definitions for 
these programs. Special education students are eligible for this 
program, but may only be counted for funding for either the early 
intervention program or a special education category. The school must 
provide timely notice and an opportunity for a conference with the 
student and his or her parents or guardians to discuss the student's 
developmental deficiencies and options for addressing those 
deficiencies. Delivery models may include, but are not limited to, class 
augmentation, pull-out or self-contained classes, and the Reading 
Recovery Program.
Title: H.B. 1167
Source: Georgia Department of Education

pre-K-12 There is created an Early Intervention Program in kindergarten and a 
Primary Grades Early Intervention Program in grades 1-3. These 
programs are for students performing below grade level. The Office of 
Education Accountability and the State Board of Education both have 
responsibility for administering and setting the definitions for who 
qualifies for the Early Intervention Programs. The Education 
Coordinating Council also must adopt the standards and definitions for 
these programs. Special education students are eligible for this 
program, but may only be counted for funding for either the early 
intervention program or a special education category.
Title: H.B. 1187
Source: Georgia Department of Education

pre-K-12 Relaies to full dav kindergarten programs; provides funding.
Title: H.B. 211
Source: Lexis-Nexis/StateNet

pre-K-12 Provides additional State aid to support full-day kindergarten programs 
in charter schools located in the Abbott districts.
Title: A.B. 2773 h
Source: Lexis-Nexis/StateNet I

pre-K-12 Requires a child under the age of 6 who attends kindergarten to be ■'
considered of compulsory school age. y
Title: H.B. 281
Source: Lexis-Nexis/StateNet

pre-K-12 Amends existing law to add that child whose fifth birthday is before
August 1 or is 5 at the commencement of the summer school session |
immediately prior to the beginning of the school year, whichever is £
earlier, is eligible for entry to kindergarten. }■
Title: H.B. 889
Source: £

pre-K-12 Clarifies in standard 1 of standards of Quality (SOG) that school
divisions offering half-day kindergarten programs are to adjust their j!

.tor 4 l/2‘>/:nn? von pm
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average daily membership (ADM) for kindergarten to reflect 85% of the 
total kindergarten ADM, as in appropriation act.
Title: H.B. 2141
Source: Lexis-Nexis/StateNet

least 5 years of age, to be more specifically determined by the Board of 
Education.
Title: S.B. 2871
Source: Lexis-Nexis/StateNet

first grade, eliminates income eligibility criteria for early childhood 
programs, and increases financing for districts offering early childhood 
programs.
Title: H.B. 1657
Source: Research Division, Oklahoma House of Representatives

HI Died 10/98 pre-K-12 Amends the age requirement for a child to attend kindergarten to be at

OK Signed by governor 
05/98

pre-K-12 Intended to deal with increasing numbers of 4-year olds in kindergarten. 
Removes authority for underage children to attend kindergarten and
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http://www.ecs.org/ccs/ecscat.nsfAVebTop


Background In fo rm atio n
SB 41

Bill introduced in State of Hawaii

BE IT ENACTED BY THE LEGISLATURE OF THE STATE OF HAWAII:

SECTION 1. The legislature finds that studies have confirm ed the im portance o f quality early childhood 
education. The Carnegie Task Force on M eeting the Needs o f Young Children concluded that a child's 
early years are crucial to brain development and help to prepare the child for formal learning and 
academic achievem ent.

There is additional research showing that full-day kindergarten programs are preferable to half-day 
programs because developm entally appropriate full-day kindergarten program s offer additional benefits, 
especially for children from  low socioeconomic or educationally disadvantaged backgrounds. 
Furthermore, a full-day kindergarten teacher has the needed time to individualize the curriculum  and to 
accommodate the individual differences o f the children.

The legislature believes that early learning and preparation for all students to enter the first grade should 
be a major focus. W hile m andatory statewide kindergarten carries some expense, it is one o f the best 
investments for the education of future generations o f Hawaii children.

The purpose o f this A ct is to lower the com pulsory education age from six years to five years, making 
attendance in kindergarten mandatory.

SECTION 2. Section 302A -411, Hawaii Revised Statutes, is amended by am ending subsection (a) to read 
as follows:

"(a) The departm ent shall establish and maintain kindergartens with a program o f instruction as a part o f 
the public school system [; provided that attendance shall not be mandatory]. No child shall attend any 
kindergarten unless the child will be at least five years o f age [on or before D ecem ber 31 ] before January 
I of the school year; provided that [a]:

(1) A child attending a school that convenes after the regular school schedule shall be five years 
of age [on or before one hundred twenty-five] before one hundred twenty-six days following the 
date the school convenes; and [provided further that the]

(2) The board shall develop informational guidance to promote the understanding o f a child's 
readiness for kindergarten."

SECTION 3. Section 302A -1131, Hawaii Revised Statutes, is amended to read as follows:

"[[]§302A -1131 []] Public schools; attendance, (a) Except as authorized by section 302A -411, no 
child shall attend any public school unless the child will be at least [six] five years o f age before 
January 1 o f the school year; provided that:

(1) A child attending a school that convenes after the regular school schedule shall be [six] five 
years o f  age [on or before one hundred twenty-five] before one hundred twenty-six days following 
the date the school [shall convene;] convenes; and



(2) The departm ent may establish procedures and criteria to determine the psychological and 
physiological readiness o f children for public school and may grant an exception in the case o f a 
child who is found to be ready.

(b) All teachers w ho teach [in] kindergarten, and the first and second grades, and all principals o f public 
schools shall enforce this section and require proof o f age by birth certificates or certificates o f 
registration, o r if  none can be obtained, then by satisfactory evidence."

SECTION 4. Section 302A -1132, Hawaii Revised Statutes, is amended by amending 
subsection (a) to read as follows:

"(a) Unless excluded from  school or excepted from attendance, all children who will have arrived at the 
age o f at least [six] five years, and who will not have arrived at the age o f eighteen years, [by] before 
January 1 of any school year, shall attend either a public or private school for, and during, the school year, 
and any parent, guardian, or other person having the responsibility for, or care of, a child whose 
attendance at school is o b lig a to ^  shall send the child to either a public or private school. A ttendance at a 
public or private school shall not be compulsory in the following cases:

(1) W here the child is physically or mentally unable to attend schrol (deafness and blindness 
excepted), o f which fact the certificate o f a duly licensed physician shall be sufficient evidence;

(2) W here the child, who has reached the fifteenth anniversary of birth, is suitably em ployed and 
has been excused from school attendance by ihe superintendent or the superintendent’s authorized 
representative, or by a family court judge;

(3) W here, upon investigation by the family court, it has been shown that for any other reason the 
child m ay properly remain away from school;

(4) W here the child has graduated from high school;

(5) W here the child is enrolled in an appropriate alternative educational program as approved by 
the superintendent or the superintendent's authorized representative in accordance with the plans 
and policies o f the department, or notification o f intent to home school has been subm itted to the 
principal o f the public school that the child would otherwise be required to attend in accordance 
with departm ent rules adopted to achieve this result; or

(6) W here:

(A) The child has attained the age o f sixteen years;

(B) The principal has determined that:

(i) The child has engaged in behavior [which] that is disruptive to other students, 
teachers, or staff; or

(ii) The child's non-attendance is chronic and has become a significant factor that 
hinders the child's learning; and

(C) The principal of the child's school, and the child's teacher or counselor, in consultation 
with the child  and the child's parent, guardian, or other adult having legal responsibility for



or care o f the child, develops an alternative educational plan for the child. The alternative 
educational plan shall include a process that shall permit the child to resume school.

The principal o f the child's school shall file the alternative educational plan made pursuant 
to subparagraph (C) with the child's school record. If the adult having legal responsibility 
for or care o f the child disagrees with the alternative educational plan, then the adult shall 
be responsible for obtaining appropriate educational services for the child."

SECTION 5. There is appropriated out o f the general revenues of the State of Hawaii the sum o f S or so 
much thereof as m ay be necessary for fiscal year 2001-2002 and the sum of $ or so much thereof as m ay 
be necessary for fiscal year 2002-2003 to lower the com pulsory education age from six years to five 
years.

The sums appropriated shall be expended by the department o f education for the purposes o f this Act.

SECTION 6. Statutory material to be repealed is bracketed and stricken. New statutory material is 
underscored.

SECTION 7. This A ct shall take effect on July 1, 2001.
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Hawaii State Legislature
2 0 0 1  L e g i s l a t i v e  S e s s i o n  

B ill S t a t u s

Measure Title: 

Report Title: 

Description:

Package:

Companion:

Introducer(s):

HB99
Generated on 4/4/01 1:56:20 PM

RELATING TO EDUCATION.

Mandatory Kindergarten ($)

Lowers the compulsory education age from 6 years to 5 years, making attendance in 
kindergarten mandatory.

Keiki

SB93

ARAKAKI, TAKAI, THIELEN, KAHIKINA, MOSES, LUKE, AHU ISA, CASE, 
B. OSHIRO, MORITA, KAWAKAMI, M. OSHIRO, ABINSAY, TAKAMINE, 
MAGAOAY, CABREROS

Current Referral: EDN, JHA, FIN

i Date Status Text

11/18/01i H Introduced and Pass First Reading

11/22/01 H Referred to the committees on EDN, JHA, FIN, referral sheet 1.

$ = Appropriation measure 
ConAm = Constitutional Amendment
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77(R) SB 30 Introduced version - Bill Text hllp:/Av\v\v.capitol.state.ix.us/tlo/77r/bil!te.xi/SB000?0I.H

B y  Z a f f i r i n i  S . B .  No. 30
7 7 R 7 1  B D H - D

A  B I L L  T O  B E  E N T I T L E D  

1 - 1  A N  A C T

1-2 r e l a t i n g  to m a n d a t o r y  k i n d e r g a r t e n  a t t e n d a n c e  i n  p u b l i c  s c h o o l s .

1-3 B E  I T  E N A C T E D  B Y  T H E  L E G I S L A T U R E  O F  T H E  S T A T E  O F  T E X A S :

1 -4 S E C T I O N  1. S e c t i o n s  2 5 . 0 8 5 ( b )  a n d  ( c ) , E d u c a t i o n  C o d e ,  a r e

1-5 a m e n d e d  to  r e a d  a s  f o l l o w s -

1 - 6  (b) U n l e s s  s p e c i f i c a l l y  e x e m p t e d  b y  S e c t i o n  2 5 . 0 8 6 ,  a  c h i l d

1 -7 w h o  is a t  l e a s t  f i v e  [ei-xi y e a r s  o f  a g e  o n  t h e  f i r s t  d a v  of

1 -8 S e p t e m b e r  o f  t h e  s c h o o l  y e a r , o r  w h o  is y o u n g e r  t h a n  f i v e  [earjf]

1-9 y e a r s  o f  a g e  a n d  h a s  p r e v i o u s l y  b e e n  e n r o l l e d  in k i n d e r g a r t e n  

1 - 1 0  [f i r s t  g r a d e ], a n d  w h o  h a s  n o t  y e t  r e a c h e d  t h e  c h i l d ' s  1 8 t h

1 - 1 1  b i r t h d a y  s h a l l  a t t e n d  s c h o o l .

1 - 1 2  (c) O n  e n r o l l m e n t  in  p r e k i n d e r g a r t e n  [o r — ki-n d o r g a r t e n ] , a

1- 1 3  c h i l d  s h a l l  a t t e n d  s c h o o l .

1 - 1 4  S E C T I O N  2. S e c t i o n  2 9 . 0 0 9 ,  E d u c a t i o n  C o d e ,  is  a m e n d e d  t o  r e a d

1 - 1 5  a s  f o l l o w s :

1 - 1 6  S e c .  2 9 . 0 0 9 .  P U B L I C  N O T I C E  C O N C E R N I N G  P R E S C H O O L  P R O G R A M S  F O R

1 - 1 7  S T U D E N T S  W I T H  D I S A B I L I T I E S .  E a c h  s c h o o l  d i s t r i c t  s h a l l  d e v e l o p  a

1 - 1 8  s y s t e m  t o  n o t i f y  t h e  p o p u l a t i o n  i n  t h e  d i s t r i c t  w i t h  c h i l d r e n  w h o

1 - 1 9  a r e  a t  l e a s t  t h r e e  y e a r s  o f  a g e  b u t  y o u n g e r  t h a n  f i v e  [e-i*] y e a r s

1 - 2 0  o f  a g e  a n d  w h o  a r e  e l i g i b l e  f o r  e n r o l l m e n t  in a  s p e c i a l  e d u c a t i o n

1 - 2 1  p r o g r a m  o f  t h e  a v a i l a b i l i t y  o f  t h e  p r o g r a m .

1 - 2 2  S E C T I O N  3. T h i s  A c t  t a k e s  e f f e c t  i m m e d i a t e l y  a n d  a p p l i e s

1 - 2 3  b e g i n n i n g  w i t h  t h e  2 0 0 1 - 2 0 0 2  s c h o o l  y e a r .



District__________________________
Alaska Gateway Schools 
Aleutian Region Schools 
Aleutians East Borough Schools 
A'yeska Central School 

nchorage Schools 
Annette Island Schools 
Bering Strait Schools 
Bristol Bay Borough Schools 
Chatham Schools 
Chugach Schools 
Copper River Schools 
Cordova City Schools 
Craig City Schools 
Delta/Greely Schools 
Denali Borough Schools 
Dillingham City Schools 
Fairbanks North Star Borough Schools 
Galena City Schools 
Haines Borough Schools 
Hoonah City Schools 
'ydaburg City Schools 

initarod Area Schools 
Juneau Borough Schools 
Kake City Schools 
Kashunamiut Schools 
Kenai Peninsula Borough Schools 
Ketchikan Gateway Borough Schoois 
Klawock City Schools 
Kodiak Island Borough Schools 
Kuspuk School District 
Lake & Peninsula Borough Schools 
Lower Kuskokwim Schools 
Lower Yukon Schools 
Mat-Su Borough Schools 
Ml. Edgecumbe Higti School

Pre-
Elem. KG 1 2

0 27 40 28
4 5 5 20 24 18 19
0 34 18 31

403 3572 3808 37946 23 28 20
1 210 119 154

34 16 19 24
0 12 18 12
11 26 16 8
3 54 53 41

13 19 35 36
6 43 45 46
0 50 39 50
2 20 16 22
11 47 40 40

104 1061 1188 1140
0 0 285 296
0 24 24 22
0 13 12 15
0 5 6 7
4 50 55 37

31 321 376 431
1 8 6 12
0 24 35 25
9 631 634 670

48 142 186 159
1 11 9 19
8 201 190 203
0 30 37 34

48 45 33 42
17 372 344 328
0 162 178 162

84 809 837 853
0 0 0 0

State o( Alaska
Department of Education

Office of Data Management

District Enrollment as of October 1,2000 
FY2001

Total Total

3 4 5 6 7 8 9 10 11 12 Ungraded KG-12 PE-12

37 43 38 46 47 44 49 32 32 27 0 490 490

8 4 4 3 4 3 5 8 4 2 0 57 61

19 29 24 19 21 28 30 21 25 24 0 301 301

29 22 33 46 52 63 140 110 100 363 0 1041 1041

4115 3997 4103 3951 4142 3842 3763 3577 3263 3196 0 49123 49526

24 24 32 20 26 23 29 25 22 29 0 325 331

158 126 132 157 144 137 130 102 79 86 0 1734 1735

15 14 26 21 20 18 20 15 18 17 0 243 277

26 23 20 19 19 34 24 18 12 11 0 248 248

9 16 7 12 13 12 15 14 10 10 0 168 179

66 59 57 52 59 64 57 50 55 30 0 697 700

44 35 42 41 47 38 41 37 2.4 26 0 465 478

42 48 37 50 49 42 36 38 38 23 0 537 543

48 33 56 72 100 109 70 104 48 71 0 850 850

18 25 22 20 25 38 27 19 26 32 0 310 312

45 42 50 54 50 34 49 50 37 29 0 567 578

1245 1298 1266 1258 1241 1189 1670 1235 927 837 0 15555 15659

276 281 298 280 240 251 221 185 181 137 409 3340 3340

31 29 40 23 35 42 30 39 35 28 0 402 402

17 13 17 18 20 22 16 19 24 20 0 226 226

4 9 8 8 4 5 10 7 11 7 0 91 91

54 58 48 52 51 65 62 56 31 33 0 652 656

427 419 485 415 424 421 518 462 428 336 0 5463 5494

11 9 11 23 13 12 21 20 9 10 0 165 166

27 28 28 23 25 26 23 21 16 12 0 313 313

716 757 733 777 864 821 891 865 837 720 0 9916 9925

211 177 207 203 207 207 278 189 152 151 0 2469 2517

15 22 17 15 13 16 14 14 14 11 0 190 191

185 236 240 249 210 202 227 229 210 153 0 2735 2743

42 36 54 43 35 32 40 34 32 25 0 474 474

34 45 32 41 38 45 32 37 22 34 0 480 528

405 301 226 290 316 263 293 208 174 158 0 3678 3695

166 179 151 157 153 143 207 99 70 71 0 1898 1898

957 1049 1031 1027 1019 1009 1327 1105 1040 861 0 12924 13008

0 0 0 0 0 0 94 89 90 57 0 330 330



District
Pre-

Elem. KG 1 2 3 4 5 6 7 8 9 10 11 12 Ungraded
Total

KG-12
Total
PE-12

Nenana City Schools 0 204 158 160 178 156 154 180 151 157 147 111 77 56 0 1889 1889

Nome City Schools 0 59 57 52 86 80 54 51 57 51 63 72 38 41 0 761 761

North Slope Borough Schools 230 135 118 155 149 193 193 169 143 149 199 152 116 86 0 1957 2187

Northwest Arctic Borough Schools 42 255 161 164 192 197 174 180 193 151 166 118 100 95 0 2146 2188

Pelican City Schools 0 3 3 0 1 2 1 2 1 2 3 0 3 2 0 23 23

Petersburg City Schools 0 50 30 59 44 56 52 48 62 59 64 50 60 44 0 678 678

Pribilof Schools 0 10 13 6 16 17 9 12 11 9 15 9 10 7 0 144 144

Saint Mary's District ‘ 4 10 10 16 8 14 12 13 12 8 9 6 9 4 0 131 135

Sitka Borough Schools 25 112 133 129 117 115 137 133 142 121 120 147 118 91 0 1615 1640

Skagway City Schools 0 13 9 11 11 9 15 5 9 8 7 12 10 13 0 132 132

°outheast Island Schools 0 29 16 16 18 18 27 28 20 22 18 26 27 20 0 285 285

outhwest Region Schools 0 98 77 53 71 58 67 70 68 60 40 31 42 36 0 771 771

Tanana Schools 0 7 4 5 6 7 5 11 6 3 7 8 8 3 0 80 80

Unalaska City Schools 3 28 39 27 32 22 28 31 27 23 28 25 20 22 0 352 355

Valdez City Schools 0 53 59 48 79 59 77 52 80 79 91 64 48 67 0 856 856

Wrangell Public Schools 6 36 36 34 41 40 43 33 41 41 50 38 27 31 0 491 497

Yakutat City Schools 1 10 12 16 14 14 12 18 11 13 12 13 16 6 0 167 168

Yukon Flats Schools 34 14 22 18 25 33 35 24 28 27 29 32 •;c 10 0 315 349

Yukon/Koyukuk Schools 0 28 32 44 46 33 41 53 47 54 33 24 24 36 0 495 495

Yupiit Schools 0 30 39 30 34 39 32 26 30 39 26 35 26 18 0 404 404

Statewide Totals: 1194 9275 9780 9825 10694 10648 10743 10624 10865 10376 11586 10106 8893 8325 409 132149 133343

' Saint Mary's did not report enrollment data for FY2001. These numbers are estimates based on the FY2000 enrollments.

w
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2001 Legislative Agenda-Appendix B State Kindergarten Survey Results http://idcanct.doe.state.in.us/leewateh/2001/app_B.li:

BACK I AGENDA I NEXT

Indiana Department of Education 
2001 L e g is la t iv e  A g e n d a

Dr. Suellen Reed, Superintendent of Public Instruction

The Ind iana  Departm ent of Education conducted a survey of the states to identify 
po lic ies related to kindergarten issues. These survey results w ere com b ined  with 
data from the C o u n c il of C h ie f State Schoo l Officers to provide a com p le te p icture of 
the 50 states. T he  results are:

• K indergarten attendance is mandatory in 15 states.
• In 42 of the states, inc lud ing Ind iana, schoo l districts must offer k indergarten 

c lasses  even  if attendance is not mandatory.
• Half day c lasses  are required in 12 states, 11 require full day, w h ile  27 states 

offer a com b ina tion  of both programs, leav ing  the dec is ion  to the loca l schoo l 
districts.

• All 50 states provide at least partial state funds for kindergarten.
■* Most states (31) require a student to be at least age 5 by August or S ep tem ber 

before be ing  a llow ed to enter kindergarten. In one state, a ch ild  can be as 
young as 4 years old. S ix states a llow  loca l schoo l districts to set age 
requ irem ents.

• Ind iana's enro llm ent cut-off date of June 1 is the earliest cut-off date in the 
nation.

M anda to ry
K in d e rg a rte n
A tte n d a n ce

P rogram
Leng th

State
F u nd s

P ro v id ed

K ind e rga rten
E n tra n ce

Age

r i r s i
1 G rade  
E n tra n ce  

A ge

S c h o o l M us t 
O ffer 

K in d e rg a r te n
A labam a No Full day Yes 5 by 9/1 Yes
Alaska No Local option Yes 5 by 8/15 No

Arizona Yes Half day som e 
full-day

Yes 5 by 9/1 6 by 9/1 Yes

Arkansas Yes Full day - *' ' Yes 5 by 9/15 Yes

Ca liforn ia No max of 4' ■ 
hours

Yes 5 by 12/2 6 by 12/2 Yes

Co lorado No Local option Yes Local Option No
Connecticu t No Local option Yes 5 by 1/1 Yes
Delaware Yes Half day Yes 5 by 8/31 5 by 8/31 Yes
Florida Yes Full day Yes 5 by 9/1 6 by 9/1 Yes
Georg ia No Full day Yes 5 by 9/1 Yes
Hawaii No Full day Yes 5 by 12/31 Yes

Idaho No Local option 

State funds

Yes 5 by 9/1 No, but all 
districts do.

Illino is No full-day, but, Yes 5 by 9/1 6 by 9/1 Yes
Local option

http://idcanct.doe.state.in.us/leewateh/2001/app_B.li


2(X)I Legislative Agenda-Appendix B Stale Kindergarten Survey Results http://ideanet.doe.statc.in.us/legwatch/2001/app_B.I:

Ind iana
Iowa

Kansas
Kentucky

Lou is iana

M aine
Maryland
Massachusetts
M ich igan
M innesota
M iss iss ipp i

M issouri

Montana
Nebraska
Nevada
New
Hampsh ire

No
No

M anda to ry
K in d e rg a rte n
A tte nd an ce

No
No

Yes/or test 
for 1st grade 

No 
Yes 
No 
No 
No 
No

No

No 
No 
No

No

M anda to ry
K in d e rg a rte n
A tte nd an ce

New  Jersey No

New M ex ico Yes

New  York No

North Caro lina No

North Dakota No
O h io Yes
Ok lahom a Yes

O regon No

Pennsy lvan ia No

Rhode Is land Yes
South C a ro lin a Yes
South Dakota No
Tennessee Yes
Texas No

Local option 
Local option

P rogram  
L eng th

Half day 
Half day

Full day

Local option 
Local option 

Full day 
Half day 

Local option 
Fu ll day 
Local 

Option/Almost 
all full day 
Half day 

Local option 
Half day

Half day

P rog ram  
L eng th

Local option 

Local option 

Local option

Full day

Local option 
Local option 
Local option 

Half day 
funded

Local option

Local option 
Local option 
Local option 

Fu ll day 
Local option

Yes 
Yes

S tate K in d e rg a rte n
F u nd s E n tra n c e

P ro v id e d  A ge

Yes 5 by 8/31
Yes 5 by 10/1

Yes 5 by 9/30

Yes 5 by 10/15
Yes Local Option
Yes Local Option
Yes 5 by 12/1
Yes 5 by 9/1
Yes 5 by 9/1

Yes 5 by 8/1

Yes 5 by 9/10
Yes 5 by 10/15
Yes 5 by 9/30

Yes Local Option

S tate K in d e rg a rte n
F u nd s E n tra n ce

P ro v id ed Age

Yes Local option

Yes 5 by 9/1

Yes 5 by 12/1

Yes 5 by 10/16

Yes 5 by 8/31
Yes 5 by 9/30
Yes 5 by 9/1

Yes 5 by 9/1

Yes Local Option ^ 
Ages 4 to 6

Yes 5 by 12/31
Yes 5 by 9/1 i
Yes 5 by 9/1 I
Yes 5 by 9/30
Yes 5 by 9/1

5 by 6/1 Yes
5 by 9/15 6 by 9/15 Yes

* 1 1  S c h o o l M us t G rad e
E n t r a n c e , , . . er . A g e K in d e rg a r te n

6 by 8/31 Yes
Yes

6 by 9/30 Yes

Yes 
Yes 
Yes 
No 
Yes 
Yes6 by 9/1 

6 by 8/1 Yes

Yes
Yes
Yes

No

S c h o o l M us t 
O ffer

F irs t
G ra d e

E n t r a n c e , , . .A g e K in d e rg a r te n

No, but a ll 
offer.

6 by start 
of schoo l 

6 by 
1 0 / 1 6

6 by 9/1

6 by 9/1

*\t least 5 
years, 7 
months.

6 by 9/1 
6 by 9/1

Yes

Yes

Yes

No
Yes
Yes

Yes

Yes

Y es
Yes
Y es
Yes
Yes

http://ideanet.doe.statc.in.us/legwatch/2001/app_B.I


2001 Legislative Agcnda-Appcndix B State Kindergarten Survey Results http://idcanet.doc.state.in.us/legwatch/2001/app_B.lu

Utah
Vermont

Virginia

W ash ing ton 
W est V irg in ia  
W iscons in  
W yom ing

M andato ry
K ind e rg a rte n P rog ram

Leng th
State
F u nd s

K ind e rg a rte n
E n tra n ce

F irs t
G rad e

E n tra n c e
A ge

S c h o o l M us t 
O ffer

A ttendan ce P ro v id ed Age K in d e rg a r te n

Yes Half day Yes 5 by 9/2 Yes
No Local option Yes

State
5 by 1/1 Yes

Yes Local option and
Local

5 by 9/30 6 by 9/30 Yes

No Half day Yes 5 by 8/31 No
Yes Full day Yes 5 by 9/1 Yes
No Local option Yes 5 by 9/1 6 by 9/1 Yes
No Half day Yes 5 by 9/15 Yes

http://idcanet.doc.state.in.us/legwatch/2001/app_B.lu
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ECS StateNotes
K in d e rg a r t e n

Education Commission of the States • 707 17" Street, Suite 2700 • Denver, CO 80202-3427 • 303-299-3000 • tax 303-296-8332 • vvw iv. ecs.org

K i n d e r g a r t e n :  S t a t e  C h a r a c t e r i s t i c s

ECS Information Clearinghouse 
March 2000

KEY:
M = Mandatory 
P = Permissive
LEA = Local Education Agency

State C om pulsory Age Kindergarten Entrance Age D istrict O ffering Pupil Attendance
AL 7 5 on or before 9/1 M P
AK 7 5 on or before 8/15 P P
AS 6 5 by 9/1 M M
AZ 6 5 before 9/1 M 1 P

AR 5 5 on or before 9/15 M M 2
CA 6 5 on or before 12/2 P P

CO 7 LEA option P P
CT 7 5 by 1/1 M P
DE 5 5 on or before 8/31 M M
DC 5 5 by 12/31 M M
FL 6 5 by 9/1 M M 3
GA 7 5 by 9/1 M P
HI 6 5 by 12/31 P P
ID 7 5 by 9/1 P P
IL 7 5 on or before 9/1 M 4 P

IN 7 5 by 6/1 M P
IA 6 5 on or before 9/15 M P
KS 7 5 on or before 8/31 M P
KY 6 5 on or before 10/1 M P
LA 7 5 by September 30 5 M M 6
ME 7 5 on or before 10/15 M 7 P

MD 5 5 by 12/31 M M
MA 6 LEA option M P
Ml 6 5 on or before 12/1 P P
MN 7 5 by 9/1 M P
MS 6 5 on or before 9/1 M P
MO 7 5 as of 7/1 8 P P

MT 7 5 on or before 9/10 M P
NE 7 5 on or before 10/15 M 9 P

NV 7 5 by 9/30 M P
NH 6 LEA option P P



State Compulsory Age Kindergarten Entrance Age District Offering Pupil Attendance
NJ 6 LEA option P P
NM 5 5 by 9/1 M P
NY 6 5 on or before 12/1 M P
NC 7 5 on or before 10/16 M P
ND
10

7 5 as of midnight 8/31 P P

OH 6 5 on or before 9/30 M M
OK 5 5 on or before 9/1 M M
OR 7 5 on or before 9/1 P P
PA 8 LEA option P P
PR 5 5 by 8/1 M M
Rl 6 5 on or before 12/31 M M

SC 5 5 on or before 9/1 M M 11
SD 6 5 on or before 9/1 M P
TN 7 5 on or before 9/30 M M
TX 6 5 on or before 9/1 M P
UT 6 5 on or before 9/2 M P
VT 7 5 on or before 1/1 12 M P

VI 5 513 M M

VA 5 5 on or before 9/30 M M
WA 8 5 on or before midnight 8/31 p 14 P

WV 6 5 prior to 9/1 M p 15

Wl 6 5 on or before 9/1 M P
WY 7 5 on or before 9/15 P P

NOTES:
1. Each school district shall establish a kindergarten program in Arizona, unless the governing board of 

the school district files an exemption claim with the department of education.

2. In Arkansas, pupil attendance is mandatory, but parents can request a waiver.

3. In Florida, the compulsory school age is 6; however, successful completion of kindergarten is 
mandatory and if it is not successfully completed a child may be older than 6 when entering first 
grade.

4. Illinois permits districts to offer full-day kindergarten programs and receive full state aid.

5. The kindergarten entrance age for the Orleans Parish, Louisiana School District is 5 by December 30.

6. Louisiana specifies mandatory half-day attendance or test for first-grade readiness.

7. In Maine, schools shall either operate a kindergarten program or otherwise provide for students to 
participate in such a program.

8. As of July 1,1997, the kindergarten entrance age in Missouri is 5 before August 1. In addition, 
beginning with the 1997-98 school year, St. Louis and Kansas City may require that child is 5 on or 
before any date between August 1 and October 1.

9. Kindergarten is required for accreditation of districts in Nebraska, thus all LEAs offer it.

10. In North Dakota, children with special talents/abilities born between 9/1 and 12/31 can be enrolled 
early, upon passing State Department of Education approved screening tests.

11. The South Carolina Education Improvement Act of 1984 specifies that "5-year-olds shall attend 
kindergarten" but parents may obtain a waiver from this requirement.

12. In Vermont, a school district may establish and enforce a regulation which requires that students 
admitted to kindergarten have attained the age of five on or before any date between August 31 and 
January 1.

Education Commission ol the States • 707 t7"' Street. Suite 3700 • Denver, CO 80202-3427 • 303-299-3600 • lax 303-296-8332 • www.ecs.org
• Page 2 •

http://www.ecs.org


13. In order to be eligible for kindergarten in the Virgin Islands, a child must reach the age of 5 during the 
calendar year in which they enter kindergarten.

14. LEAs in Washington can permit early entrance up to 3 months.

15. Kindergarten attendance in West Virginia is permissive, but prior to entrance into the first grade each 
child must successfully complete kindergarten. Under extraordinary circumstances a child may pass 
a county school board approved readiness test in lieu of kindergarten attendance.

© Copyright 2000 by the Education Commission of the States (ECS). All rights reserved.

The Education Commission of the S tates is a nonprofit, nationwide organization that helps state leaders shape 
education policy. It is ECS policy to take affirmative action to prevent discrimination in its policies, programs and 
employment practices.

To request permission to excerpt part of this publication, either in print or electronically, p lease fax a request to the 
attention of the ECS Communications Department, 303-296-8332 or e-mail ecs@ ecs.org.

Education Commission ol the States • 707 1 Street, Suite 2700 • Denver, CO 80202-3427 • 303-299-3600 • lax 303-296-8332 • ivmv. ecs. org
• Page 3 •
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E C S  S e l e c t e d  S t a t e  P o l i c i e s

Kindergarten
Educa tio n  Com m iss ion  o f the S tates  • 707 17th S treet, Suite 2700 • D enver, C O  80202-3427 • 303-299-3600 • fa x  
303-296-8332 • www. e c s  . o r g

The following summary includes policies enacted since 1998. Summaries are collected from StateNet, Lexis-Nexis, 
state W eb sites and state newsletters. S tateNet and Lexis-Nexis  descriptions reflect the content of bills a s  introduced 
and may not reflect changes made during the legislative process. To assure  that this information reaches you in a 
h.nely manner, minimal attention has been paid to style (capitalization, punctuation) or format.

S tate S tatus/D ate  Level Sum m ary
NH Signed by governor 06/2000 pre-K-12 Relates to the establishment of an alternative kindergarten
program within a school district; provides that school districts operating an approved alternative kindergarten program 
shall be eligible to receive adequate education grant distributions; provides for programs which were approved and in 
effect before a se t date may continue to operate and receive per pupil adequate education grant amounts.
Title; H.B. 1188
Source; Lexis-Nexis/StateNet

NH Signed by governor 06/2000 pre-K-12 Makes an appropriation from the Education Trust Fund to the 
Department of Education for the funding of public kindergarten programs; adjusts the Adequate Education Grant 
amount for the Town of Orange for the fiscal year 2000; adjusts the property tax warrant in the Town of Orange. 
Title: S.B. 397
Source: Lexis-Nexis/StateNet

NY Signed by governor 05/2000 pre-K-12 Relates to state aid for school districts; funds a workforce 
education program in New York City; creates the Universal Prekindergarten Reserve Fund; provides State aid for 
conversion to full day kindergarten; relates to administration of the School Tax Relief Program; relates to 1997 and 
later assessm ent rolls; relates to tuition assistance program awards; relates to allowances for m embers of the 
Legislature, funding for the Legislature and legislative commissions.
Title: A.B. 9291
Source: Lexis-Nexis/StateNet

IN Signed by governor 03/2000 pre-K-12Requires the mailing, instead of publishing, of the school 
corporation performance report; provides that a child must be at least five years of age on July I of the 2000-2001 
school year or any subsequent school year to officially enroll in a kindergarten program offered by a school 
corporation; provides that an assessm ent for early entry must consist of more than an intelligence test; sta tes that $ 
25 is the maximum fee a parent must pay to obtain a waiver for early entry.
Title: S.B. 489
Source: Lexis-Nexis/StateNet

NM Signed by governor 02/2000 pre-K-12 Relates to full day kindergarten programs; provides funding. 
Title: H.B. 211
Source: Lexis-Nexis/StateNet

NJ Signed by governor 01/2000 pre-K-12Provides additional State aid to support full-day kindergarten 
programs in charter schools located in the Abbott districts.
Title: A.B. 2773
Source: Lexis-Nexis/StateNet



OH Signed by governor 07/99 pre-K-12 Requires a child under the age of 6 who attends kindergarten to be 
considered of compulsory school age.
Title: H.B. 281
Source: Lexis-Nexis/StateNet

MO Signed by governor 07/99 pre-K-12Amends existing law to add that child whose fifth birthday is before 
August 1 or is 5 at the commencement of the summer school session immediately prior to the beginning of the school 
year, whichever is earlier, is eligible for entry to kindergarten.
Title: H.B. 889 
Source:

VA Signed by governor 01/99 pre-K-12Clarifies in standard 1 of standards of Quality (SOG) that school 
divisions offering half-day kindergarten programs are to adjust their average daily membership (ADM) for 
kindergarten to reflect 85% of the total kindergarten ADM, as  in appropriation act.
Title: H.B. 2141
Source: Lexis-Nexis/StateNet

HI Died 10/98 pre-K-12 Amends the age requirement for a child to attend kindergarten to be at least 5 
years of age, to be more specifically determined by the Board of Education.
Title: S.B. 2871
Source: Lexis-Nexis/StateNet

KS Died 05/98 pre-K-12 Relates to school districts; authorizes the collection of fees for m aintenance of
kindergarten for full school dyus; imposes certain limitations.
Title: H.B. 2853 Kindergarten 
Source: Lexis-Nexis/StateNet

OK Signed by governor 05/98 pre-K-12 Intended to deal with increasing numbers of 4-year olds in kindergarten. 
Removes authority for underage children to attend kindergarten and first grade, eliminates income eligibility criteria 
for early childhood programs, and increases financing for districts offering early childhood programs.
Title: H.B. 1657
Source: R esearch Division, Oklahoma House of Representatives

TN Signed by governor 05/98 pre-K-12BECAME LAW WITHOUT GOVERNOR'S SIGNATURE . Requires 
children entering kindergarten to be five years of age 7/31, rather than present date of 9/30.
Title: S.B. 2787 Kindergarten Requirement 
Source: Information for Public Affairs, Inc.

WA Died 05/98 pre-K-12 Establishes the full-day kindergarten grant program in the 1998-99 school year to 
qualify school districts; may increase the time in kindergarten from one half-day to one full-day for each annual 
average full-time equivalent kindergarten student enrolled.
Title: H.B. 2318 & H.B. 2329 Full-Day Kindergarten Program 
Source: Lexis-Nexis/StateNet

WA Died 05/98 pre-K-12 Funds full day kindergarten programs.
Title: H.B. 2329 Full-Day Kindergarten Programs 
Source: Lexis-Nexis/StateNet

NV Signed by governor 07/97 pre-K-12 Makes kindergarten attendance mandatory in Nevada effective July 1, 
1999. Children age  6 on or before 9/30 must be admitted to kindergarten or, if he or she has completed kindergarten, 
be admitted to the first grade.
Title: A.B. 6
Source: Lexis-Nexis/StateNet
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A N C H O R A G E  Anchorage School Board
P-O.Box 196614, Anchorage, Alaska 99519-6614 • (907)333-9561

S C H O O L  
D IS T R IC T

Debbie Osmandcr
P O. Box 670772, Chugiak, Alaska 99567
(907) 688-2308; Fax (907) 688-2319
E-mail: OnniundcrJDebbie@ni'onail nsd kl2.ak.ut

To the Honorable Bettye D avis,

I am so pleased to see your efforts to support the education o f  young children 
through Senate B ill 41. A s you know the Anchorage School Board believes in the 
importance o f  a strong kindergarten program for all children. It is becom ing more 
and m ore important that our youngest children have a firm foundation because  
perform ance standards and high academ ic content in primary grades can be a
considerable challenge for many o f  them.

State and local performance standards set high expectations in m athem atics, reading  
and writing for children age 5 through 7. Among other skills we are expecting our 
young children to learn to read, to distinguish between com m on genres o f  text, know  
basic phonics and be able to retell stories. W e are expecting these children to write 
com plete stories, with paragraphs and good sentence structure. We are expecting our 
children to be familiar with sim ple addition and subtraction, recognize and 

lderstand the concept o f  fractions as w ell as know som e estim ation sk ills, geom etry
and basic statistics. That can be quite a tall order for a child without adequate 
p rep a ra tio n .

Our district b elieves so much in the importance o f  kindergarten that w e are sw itching  
to full day kindergarten on a district-w ide basis. In doing so w e are joining with the 
majority o f  school districts throughout the United Stales. Our School Board would like  
to thank you again for your efforts.

R esp ectfu lly , „

%



MATANUSKA-SUSITNA BOROUGH SCHOOL DISTRICT 
125 WEST EVERGREEN 

PALMER, ALASKA 99645 
Office of the Superintendent 

Ph (907) 746-9255 fax (907) 745-0194 email: nchesbro@msb.mat-su.kl2.ak.us

March 29, 2001
Senator Bettye Davis 
Alaska State Legislature 
State Capitol (MS 3100)

.Juneau, AK 99801-1182
Dear Senator Davis:
Thank you for addressing the Alaska Association of School Administrators on 
Monday, March 26, 2001. I appreciated hearing your thoughts and concerns 
about accountability and the exit exam. It is encouraging to note that legislators, 
educators, and the general public are all speaking about the importance of 
essential learning for our students. We seem to disagree only in the 
implementation details. I think the committee substitute for SB 133 goes a long 
way in addressing important issues for students and testing.
I commend your unrelenting support of public education and especially emphasis 
on the importance of early entry into school. As you know, there are many 
children who need the enriched environment of schools to enhance their learning 
potential.
My 26 years of service in public education in Alaska convinces me that we have 
a strong school system. I am confident that the joint efforts of legislators, 
educators, and the public will strengthen our work with our children as we ensure 
that all have essential skills while nurturing their individuality.
Sincerely,

Patricia R. Chesbro 
Superintendent

mailto:nchesbro@msb.mat-su.kl2.ak.us
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January 25, 2001

Senate Bill 4 1 : Compulsory School Age
A uthor:
Davis

Sum m ary:
This bill would lower the compulsory attendance age from 7 to 5. It would also require every 
school district to offer a kindergarten program.

S tatus:
This bill has been referred to the Senate Committee on Health, Education and Social 
Services.

H SLD A 's Position:
This bill should be opposed.

© Site Copyright 1996-2001 Home School Legal Defense Association 
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B a c k  to  last p a g e

Study: K in d ergarten  A id s Y ou n g  M in d s

December 5, 2000

WASHINGTON (AP) - Like most kindergartners, Daniel Hartman is learning his 
letters, words and numbers. As evidence of the potential for learning in formal 
schooling before the mandatory first grade, the 6-year-old also recites his lessons 
in English and Spanish.

Kindergarten, says his father Andrew, a literacy expert, is more than just kids' 
stuff. A six-year federal study of 22,000 children backs him up with a glimpse of 
just how much children learn in public and private kindergartens.

"Learning can't start too early," Hartman said.

Tracking the same 22,000 students for a second year, the Education Department 
study shows that five times as many could do simple addition and subtraction as 
a year earlier. Twice as many could recognize letters of the alphabet.

The Education Department-funded study offers no comparison with children who 
do not attend kindergarten, but officials said the first-ever look attempts to show 
what children know when they enter school and how that knowledge is shaped 
throughout their early school years.

Results of the study, which will follow the same children through the fifth grade, 
also could help advocates make a case for allocating to early childhood education 
more money for research and better programs.

"Kindergarten is doing exactly what it's supposed to do," Education Secretary 
Richard Riley said in releasing the study last week. "It's helping (all) children ... 
pick up basic verbal and math skills."

Under the project, pupils will be tested regularly in math and reading and 
observed for physical well-being, social development and other factors that 
researchers say affect learning. The cost was not immediately available.

While poor children did worse than others on academics and readiness for school, 
results showed that all kindergartners increased their knowledge and skills 
regardless of how much they knew at enrollment.

By the end of kindergarten, 94 percent could recognize their letters, compared to 
65 percent when they entered. Children who could recognize simple words rose 
from 2 percent to 13 percent. Math test scores rose eight points; reading scores 
increased 10 points.

r x , - a j c : . : . - • 
i id* _
Headline News 
Clinical Practice 
Industry 
Science And 
Research 
Products And 
Technology 
Legislative And 
Regulatory 
Policy And 
Administration 
Managed Care

The Early Childhood Longitudinal Study focuses on children who attend full or 
half-day kindergartens, covering children from about 1,000 public and private
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schools across the country. Education Department researcher Jerry West said the 
kindergarten group's scores on future standardized tests can be compared to 
children who skipped kindergarten, although the study uses no formal control 
group.

Future studies will chart the same children's reading and math skills, cooperation 
with others and physical development. Their families, schools and classrooms 
also will be examined. Previous studies have surveyed teachers or followed 
smaller groups of students.

In the current study, children who are poor, non-English speaking or living with 
single or poorly educated parents had trouble catching up in their first year of 
school. They did not improve so much as better-off peers in advanced skills, like 
solving math problems, the study said.

Kindergarten still deserves more respect, say advocates like Hartman, whose son 
attends Rolling Terrace Elementary School in Takoma Park, Md.

"It's like a relay race," he said. "The low-performing group of kindergartners 
could be the class of 2010 for the adult education system."

Hartman said some parents in his son' suburban school district were resistant to 
full-day programs, emphasizing learning over play.

Though the German-boin kindergarten program of developmental play, song and 
stories dates from the 1800s, it is far from universally embraced. All states 
provide kindergarten, and even pay for half a day of it, but just 12 states and the 
District of Columbia require kindergarten before allowing a child to enter regular 
school.

Four million children are eligible each year for preschool or kindergarten, the 
department said. Only two-thirds of them are enrolled.

Riley fought the battle of getting children into kindergarten when he was 
governor of South Carolina. "I saw many of the children who didn't attend 
kindergarten were the ones who need it most," he said.

He won. South Carolina now has mandatory kindergarten.

Copyright 2000 Associated Press. All rights reserved. This material may not be 
published, broadcast, rewritten, or redistributed.
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Saturday, April 12, 1997

T e a c h e r s  s e e k  t o  m a k e  

k i n d e r g a r t e n  m a n d a t o r y

- W oa tha r

C o lu m n is ts  •

Feedback, J-

1 By Ja n e  A nn M orrison
Review-Journal

A bill making kindergarten mandatory drew 
philosophical opposites to Friday's Assembly Ways and 
Means Committee in Las Vegas.

Assemblywoman Chris Giunchigliani asked the 
committee to pay to hire more kindergarten teachers, at 
a cost estimated at between $3 million and $5 million, 
and require all children attend.

Nevada Concerned Citizens' Kris Jensen called the 
bill an encroachment on parental rights and said parents 
should decide when and if a child is ready to go to 
kindergarten.

Jensen said 9S percent of Nevada's children already 
go to kindergarten.

Giunchigliani, D-Las Vegas, a special education 
teacher who since 1991 has introduced bills that would 
make kindergarten mandatory, estimated that as many 
as 10 percent don't attend kindergarten.

Her bill also would allow parents to home-school 
their children of kindergarten age.

— Children who are 5 by Sept. 30 of the school year 
would be allowed to enter kindergarten and those who 
are 6 by Sept. 30 of the school year would have to 
attend, unless parents or guardians request waivers, 
under Assembly Bill 6.

Giunchigliani touted the benefits kindergarten 
brings to children and said the committee should be 
willing to spend on children an amount "equal to what 
we spent on an auto museum in Reno last session."

She estimated her bill would mandate that about
2,800 additional students attend kindergarten and get a 
better foundation for their education.

Kindergartens now have about 32 students in a 
class, and the assemblywoman argued that those classes 
are too large, particularly when compared with 
university classes "where it's policy for professors to 
teach adults in a l-to-15 class-size ratio. There's 
something wrong here."

About 10 more people testified in favor of the bill, 
including kindergarten teacher Peggy Spencer, who said

http://www.lvij.com/lvijJiome/I997/Apr-l2-Sai-1997/news/5193-127.li
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she supported the bill on behalf of students who came 
to her class without ever having held a crayon or a pair 
of scissors or having touched Play -Doll.

Jensen said the bill would take parents' rights away 
from them. Although she put her own son in 
kindergarten, she said, she did it "when he was ready 
and I felt he was ready, not when the school district said 
he was ready."

Giunchigliani's bill is expected to pass out of the 
Assembly, where Democrats are the majority, and she 
expects it will face opposition in the Senate, where 
Republicans hold the majority. It died in the Senate last 
session.
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B ack grou n d  Inform ation  
Arguments for and against Mandatory Kindergarten

Mandatory Kindergarten, Kindergarten or No Kindergarten: The Debate

There is a great deal of debating going on about half-day vs. full day kindergarten. The real problem that 
needs to be addressed is some type of kindergarten vs. no kindergarten. Should kindergarten by 
mandatory?
Most of the articles concerning this issue and according to my survey, many teachers are in favor of 
mandatory kindergarten. Both teachers working with children living in poverty and middle class children 
voiced this as an issue currently facing them. Munsil (Munsil, 1998) wrote, "Many children do benefit 
from a preschool or kindergarten setting if they live in poverty, abusive or neglectful conditions or are in 
other ways developmentally or socially disadvantaged". Unfortunately, many of these children are also 
not of the dominant white culture. Therefore, what the dominant culture values may not be what another 
culture values, thus putting them at a disadvantage. And if they never attend kindergarten or only come 50 
of the 100 some days, as some of the children in my district do, when do they have time to make up the 
things that some children already come to school with knowing?
In Texas, "Bill 01 emphasizes early detection of reading problems, beginning in kindergarten, along with 
intensive remediation for those with problems. Imagine the huge advantage that the first-graders who 
attend kindergarten have over first-graders who do not"(Ramos, Pilarczyk Rinehart-Morgan & Briscoe). 
How do the children and the school districts then compete with children so obviously far ahead? I know 
from experience that most children of poverty are able to leant as well as any other children, but they are 
starting from a different point. As long as districts and their children are going to be compared at the same 
age levels to other districts, all children need to go to kindergarten to have a closer starting point.
The people who are opposing mandatory K-5 oddly are the ones who are most likely to send their children 
to school. Most often, they provide a learning environment and even send their children to preschool or an 
academically structured day care. However, some of these educated people will voice their opposition to 
mandatory k-5 because it is no longer a choice. Another section of the dominant culture whom would 
oppose mandatory k-5 are the people most likely to home school or
people whom feel the government is trying to take over. Mandatory K-5 would be, "...the biggest anti­
family education reforms in our state's history, effectively taking control of a 5 year-old's educational, 
destiny from his parents and giving it to the state"(Munsil,1998). On the other side, many uneducated 
parents may not understand the need for kindergarten and not send them, and 
unfortunately they are the ones that need to go so they are able to become viable competitors in our 
society.
So here we are left with this dilemma, do we say that only some parents have a choice or for the best 
interest of most children do we make it mandatory? I believe that some type of kindergarten should be 
mandatory whether it is half or a full day, so that all children have the opportunity to be successful in 
school and become a productive member of their community. Should some type of 5 year-old 
kindergarten (half vs. full day)continue to go non-mandatory we will continue to condemn a population of 
our society to the poverty cycle they are in. And portions of society and the government will continue to 
blame large urban school districts for the ills of their communities and ultimately society.

Full-day kindergarten? Best option is keeping it optional: By Tracy F. Munsil

In this article, the author, was debating the issue of half day vs. full day kindergarten. The author reported 
that full day kindergarten, “if adopted, it could constitute one of the biggest anti-family education reforms 
in our states history, effectively taking control of a 5 year-old's educational destiny from his parents an 
giving it to the state"(Munsil, 1998). Although the author does admit that children in poverty or that are



neglected do benefit from early childhood programs such as preschool or kindergarten, it is the author's 
position that it should be a parental choice, and not the rational for mandatory kindergarten. The author 
also felt that the push for all day kindergarten comes from the new tougher academic standards and the 
number of both parents having to work outside of the home.

Social Promotion: Letters to Governor George W. Busli

Most of the letters written by a number of teachers from Texas, felt that social promotion bill that their 
governor wanted to pass, was not the answer or should not be passed alone without added reforms. The 
one most pertinent, reoccurring request, to my research was to make kindergarten mandatory. The 
teachers felt that if the children who didn't attend kindergarten had the benefits of it and of the early 
reading detection program there would be little need for social promotion and less retention.

Teaches seek to make kindergarten mandatory: By Jande Ann Morrison

In this article, Morrison talked about the need for mandatory K-5 in Las Vegas. Many of the children 
come into kindergarten or even 1st grade without having colored, held a pencil or played with play-doh. 
Thus starting them at a huge disadvantage. The opposition again felt it is the parents right to decide when 
and if their child should go to kindergarten.

All-Day kindergarten: Dissenting Voices (Section Summarized) 
by Raymond and Dorothy Moore

This article was broken into sections with different authors but it essentially has the same view point. The 
authors felt that by making kindergarten mandatory, parents were relinquishing their control over their 
children and giving them to the government. They felt, if the government had control of their 5 year olds, 
it could carry out its master plan to eventually control all of the public and do its bidding. A "re­
engineering of society in the interest of the state"(Moore, R. & D., 1981). Instead they feel, "five and six 
year olds need to run free as lambs, guarded and shepherded by their parents and fenced in where 
necessary to train and protect them. They should not be regimented into school-type task..."(Moore, R.&
D 1981), such as reading readiness workbooks, etc.

Sources

Las Vegas Review Journal: Teachers seek to make kindergarten mandatory[On-Iine], Available World 
Wide Web: http://lvrj.com/lvrj_home/1997/Apr-12-Sat-1997/news/5193427.html

Oklahoma Council of Public Affairs: All-Day kindergarten: Dissenting Voices [On-line].Available World 
Wide Web: http://www.ocpathink.Org/NewPage/Education.html#anchor20129

St. Edwards: Social Promotion [On-line]. Available World Wide Web: 
http://www.stedwards.edu/educ/eanes/promotion.htm

The Center for Arizona Policy: Full-day kindergarten? Best option is keeping it optional[On-line]. 
Available World Wide Web: http://www.cenazpol.org/citizen/ctzn_nov98.htm
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Read "Grade 
Retention Doesn't 
W ork," a Sept. 17, 
1997 commentary.

Trouble Ahead for Older Students, 
Study Finds

By Jessica Portner

Age matters. That, in a nutshell, is the 
conclusion o f a new study about delaying 
children's entry into school or retaining them in 
the same grade once they get there.

The study, published last week in Pediatrics,
the journal o f the American Academy of Pediatrics, could lend credence to 
educators who oppose holding children back. It could also give pause to 
parents who postpone enrolling their children in school in the hope o f giving 
them an academic edge.

Because down the road, the study says, separating these children from others 
their own age may set them up for problems.

Researchers at the University of Rochester fou;»ti thai viudent;. who are older 
than their classmates because they started school late tend to have more 
behavioral problems in adolescence than students who are the average age for 
their grade.

"Parents want to keep kids out to give them a leg up on tests," said Dr. Robert 
S. Byrd, an assistant professor o f pediatrics at the University o f Rochester 
school o f medicine in Rochester, N .Y . "But holding children out o f school may 
not give them any advantage, and may cause problems."

Since the 1970s, the proportion of students who have delayed entering 
kindergarten has doubled, owing in part to holding children back to give them 
a competitive academic and social advantage, the report says. This and other 
trends, including a rise in the number o f special education students who are



allowed more time to complete high school, as well as immigrant students who 
may need more lime to catch up on coursework, have contributed to an aging 
school population in the United States.

The percentage of 12th graders in U.S. public schools who are 19, 20. or 21 
has nearly doubled in recent years, from 4 percent in 1984 to 7 percent in 
1994. ("Older Students Make Presence Felt in Classes," Sept. 18, 1996.)

For the study, Dr. B jrd  and his colleagues at Rochester Ceneral Hospital 
analyzed interviews with parents o f more than 9,000 children, ages 7 to 17, 
collected for the federal National Health Interview Survey in 1988.

O f the 26 percent o f children in that sample who were old for their grades 
relative to their peers, about half had been retained a year. The other half had 
been held back from entering school by their parents, or because a child's 
birthday fell near a school's cutoff date.

Conduct Unbecoming

The researchers found that students who repeated a year were more likely 
than their younger classmates to manifest behavioral problems, such as crying 
excessively, cheating, lying, and losing their tempers. In addition, the study 
found, students who started school later had more behavioral difficulties than 
average-age students, especially when they reached adolescence.

At age 17, 7 percent o f the average-age students in the study exhibited 
extreme behavioral problems. In comparison, 16 percent of the students who 
started kindergarten late displayed similar inappropriate conduct, while 31 
percent of the students who had failed a grade for academic reasons showed 
extreme behaviors, the researchers found.

"Early on, children who have been delayed look like normal agc-for-grade 
kids, whereas when they reach adolescence, they look more like kids who'vc 
failed a grade," Dr. Byrd said.

No Social Promotion

In general, older students may exhibit improper behavior because separation 
from students their own age might make them feel self-conscious and 
stigmatized, the study says.

But just because students who are older than their peers may have more 
behavioral problems should not be an argument for promoting children who 
aren't academically ready to advance to the next grade, some education 
groups said last week. ("Promote or Retain? Pendulum for Students Swings 
Back Again," June 11, 1997.)

"To pass kids along when they can't rcad-to socially promote them—is an 
outrage," said Bella Rosenberg, an assistant to the president of the American 
Federation of Teachers. The 950,000-mcmber union published a national 
report last month that decried so-called social-proniolion policies, but 
cautioned against conventional retention as well. ("A FT  Report Assails 
Schools' Promotion, Retention Policies," Sept. 17, 1997.)

W hile overworked instructors rarely want to shoulder the unfinished work of 
another teacher, the question shouldn't be social promotion vs. retention, Ms.



Rosenberg argued. "The issue is getting these kids the academic help they 
need in a timely way so they can turn things around," she said.

W hile education researchers found the study intriguing, they said it should 
come with some caveats. "This is an important study in that it reiterates the 
importance of early intervention," said Nancy Karweit, a research scientist at 
the Center for Research on the Education o f Students Placed at Risk, located 
at Johns Hopkins University in Baltimore.

But Ms. Karweit said that because the Rochester study uses a decade-old 
survey, it may not accurately reflect current trends. More districts have halted 
the practice o f retaining students in recent years, she said.

Ms. Karweit also noted that the study fails to distinguish between children who 
were held back from starting school by their parents to give them an academic 
boost and those who were retained by their kindergarten teachers because of 
learning disabilities, for example.

I f  this "early retention" were counted, Ms. Karweit said, it might shed more 
light on how problematic delaying a child's entry into school really is.

©  1997 Editorial Projects in Education
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S C H O O L  I S S U E S  A R T I C L E  
A ll Kids Make Progress in Kindergarten

After tracking 22,000 kindergartners for 
a full year, the National Center for 
Education Statistics (NCES) reports 
mixed findings. Although most children 
who start school without basic 
school-readiness skills catch up by the 
end of the school year, their
more-advantaged classmates continue to move further ahead to master 
more-complex skills.

The National Center for Education Statistics (NCES) reported some good 
news and some bad news about the nation's kindergartners this week.

The good news is that most children who strut school without uasic 
school-readiness skills catch up by the end of the school year. The bad news 
is that they spend the entire year catching up; in the meantime, their 
more-advantaged classmates gain further mastery o f more-complex reading 
and math skills, said Jerry West, one o f the authors o f the NCES report. The 
gap widens in more-sophisticated skill areas as children who have basic skills 
at kindergarten entry move on to more-advanced skills, West said.

"There's certainly mixed news in the report," said Gary W . Phillips, acting 
commissioner o f education statistics for NCES, at a press conference this 
week. "The good news is that during kindergarten, all types of students 
improve their readiness for school. On the other hand, the pattern o f group 
differences entering kindergarten is still there at the end o f kindergarten. 
Furthermore, the gap between at-risk and more-advantaged students is 
reduced for more basic skills but widened for more complex skills."

The report, the Kindergarten Year, is part o f an ongoing, six-year, early 
childhood longitudinal study. It tracks 22,000 children from 1,000 elementary 
schools, who represent die nation's 4 million kindergarten students. The study 
began in the fall o f 1998, when students were evaluated before they entered 
kindergarten. This is the second full report and reflects data that compares the 
children's skills in the fall o f 1998 with their abilities at the end o f the 
kindergarten year in the spring o f 1999.

The overall purpose of the study is to gather information about children’s 
knowledge and skills from the beginning of kindergarten through fifth grade. It 
will include information about social, emotional, and physical dcve'opmcnt, 
such as specifics regarding children's home environments, home educational 
practices, school and classroom environments, curriculum, and teacher 
qualifications. The study costs $6 million annually, West said.

"The report isn't terribly surprising," said Edward F. Ziglcr, who founded 
Head Start 35 years ago. He is currently Sterling Professor o f Psychology al 
Yale University. Kids who grow up in poverty have long been at an academic 
disadvantage compared with children from middle ciass homes, Zigler said. 
Although that isn't news to most educators, Head Start continues to fall short.



The program serves only 42 percent o f the children who live in poverty and 
does not serve at-risk children who live in households just above the poverty 
level, he noted.

The report further substantiates school-readiness differences based on varying 
early childhood home and school experiences. "There is a high correlation 
between family income and preschuol experience," Ziglcr told Education 
World. "For poor families, preschool is too expensive. M iddle class homes 
have better learning environments plus [kids] get preschool, so they're ahead 
o f the children from the poor homes. Plus, poor children usually had lousy 
childcare. Put all those things together, and they are behind."

"Many countries have universal early childhood programs," Zigler continued. 
"Wc do all this talk about investing in children and in education in this country 
but we're not making any progress."

Zigler thinks progress is on the horizon, however, mainly because o f the 
education debates between presidential candidates Vice President A l Gore 
and Texas Governor George W. Bush. "W e are in a wonderful shape, thanks 
to the debate about providing universal preschool education,” Zigler said. "It is 
a really good opportunity for us to accomplish a lot for preschool. Gore 
pushed for universal pre-kindergarten, and Bush wants all children to be 
reading by third grade. Bush will soon realize he can't wait to start helping 
children in kindergarten."

The disparity between skills and knowledge among kindergarteners follows 
children through their entire education experience, Ziglcr said. “This is not 
frustrating only for the kids; it is equally frustrating for teachers to have more 
than one of these at-risk students," he said. "Teachers talk about it to me all 
the time. I f  they have three or more at-risk students in the classroom, 
everyone's learning suffers. Everybody in the class loses, not just those three 
kids."

W e teed to do more, said Richard W . Riley, secretary o f education, at the 
press conference. "This report clearly shows that kindergarten benefits all 
children," Riley said. "It also reminds us that a half-day o f kindergarten and 
regular school cannot do everything."

The report reinforces the findings of the report released earlier this year that 
identified four risk factors that result in poor reading and math skills. Those 
factors include living in a single-parent household, being a welfare recipient, 
having a mother with less than a high school education, and living in a home in 
which English is not the primary language.

Read Sudy Looks for Keys to Early School Success, a story
about the first full NCES report, America's Kindergartners.

The NCES researchers also found that some pa:tcrns identified at the 
beginning of school continue throughout the year, For example, older children 
have higher-level skills and knowledge than their younger classmates do. The 
researchers also found that children whose mothers have more education stay 
on task more, seem more eager to learn, and pay closer attention than do 
children whose mothers have less education. Teachers also continue to report 
that children who have fewer risk factors are more likely to accept peer ideas 
and form friendships and arc less likely to argue, fight, or get angry than 
children who have more risk factors are.



One "interesting" new finding the report notes is that kids in all-day 
kindergarten get crankier than kids in partial-day kindergarten do, although 
all-day kindergartners make more gains academically. The report suggests 
caution in interpreting differences in behavior, though, because researchers 
observed the same differences when children entered the program in the fall. 
Children in full-day programs may demonstrate slightly higher skills and 
knowledge than their peers in partial-day programs, but they are more likely 
to exhibit a higher frequency of some problem behaviors, such a how often 
they argue and fight with others.

Diane Weaver Dunne 
Education W orld®
Copyright ©  2000 Education World
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S C H O O L  I S S U E S  A R T I C L E  
Starting Kindergarten Late: How Does It 
Affect School Performance?

Does entering kindergarten late help some children do better in 
school? The answer isn't as simple as it sounds! Opinions -- and the 
results o f several recent surveys -- are divided on that question.

One child in seven in the United States cither entered kindergarten late or was 
required to repeat kindergarten, according to data from the 1993 and 1995 
National Household Education Surveys. Since the 1970s, another report 
shows, the proportion of children who have delayed entering kindergarten has 
doubled, mainly because parents want to give them a competitive and social 
advantage.

How does entering kindergarten late or repeating the grade affect children's 
school performance? The 1993 and 1995 surveys found notable differences 
between the IcJcr school performance of students who were held out o f 
kindergarten and students who repeated kindergarten.

The performance o f first- and second-graders who were held out o f 
kindergarten was better than that o f first- and second-graders who 
entered kindergarten at the prescribed age.
On the other hand, children who had tc repeat kindergarten were doing 
worse than other first- and second-graders.

Those are highlights from a statistical analysis report, titled "The Elementary 
School Performance and Adjustment of Children Who Enter Kindergarten 
Late or Repeal Kindergarten: Findings from National Surveys," published in 
November 1997 by the National Center for Education Statistics.

M O S T  D R A M A T IC  D IFFERENCES

Following are the areas in which the report shows students with delayed 
kindergarten entry differed most dramatically from students who entered on 
time:

First- and second-grade students in 1993 who had been kept out o f 
kindergarten until they were older were less likely than other students 
to draw negative feedback from teachers about their academic 
performance or conduct in class.
In 1995 the delayed entry students were less like likely than students 
who started kindergarten on lime to have repeated first or second 
grade.
First- and second-graders who were retained in kindergarten had more 
school performance problems than children who didn't repeat.
First- and second-graders in 1993 who had repeated kindergarten 
were more likely than children who had not repeated to receive 
negative feedback from their teachers.

B A C K G R O U N D  FACTORS H A V E  IM PA C T



In the 1995 survey, controlling for demographic, socioeconomic, and 
development factors basically eliminated the differences between students 
who entered kindergarten late and other first- and second-graders. On the 
other hand, when those factors were taken into account in the 1993 survey, 
the differences in student school performance were reduced but remained 
significant.

No evidence was found in the surveys that children who may have been at 
heightened risk of having difficulties in school benefited from, or were hurt by, 
delayed kindergarten entry more than other children. Neither starting 
kindergarten late nor retention in kindergarten were shown to relate 
significantly to first- and second-grade school performance or adjustment.

T H E  CONS O F D E L A Y E D  K IN D E R G A R TEN

Not every study seems to indicate that delaying a child's entry into 
kindergarten is beneficial. A  study published in Pediatrics, the American 
Academy o f Pediatrics journal, might support educators who oppose delaying 
children's entry into kindergarten. Students who are older because they 
started school late tend to have more behavioral difficulties in adolescence 
than students who are the average age for the grade, according to research 
done at the University o f Rochester.

"Parents want to keep kids out to give them a leg up on tests," said Dr.
Robert S. Byrd, assistant professor o f pediatrics at the University of 
Rochester [N .Y .] School o f Medicine. "But holding children out of school 
may not give them any advantage, and may cause problems."

The trend toward delayed entry into kindergarten, along with an increase in 
the number o f special education students who take more time to complete 
high school and of immigrant students who may need more time to catch up 
on work, has created an aging school population in the United States.
According to an October 1997 article in Education Week, the percentage of 
12th graders in U.S. public schools who are 19, 20, or 21 has nearly 
doubled, from 4 percent in 1984 to 7 percent in 1994.

For the study published in Pediatrics, staff at Rochester General Hospital 
studied interviews with parents o f more than 9,000 children from 7 to 17 
years old, gathered in 1988 for the federal National Health Interview Survey.

In that survey, 26 percent of children were older than their peers svere. About 
half had been retained a year, and the other half had been delayed in starting 
school by their parents or by a school's cutoff date for entry. Students who 
started school later had more behavioral problems than students of average 
age, especially when they hit adolescence, the study showed. According to 
this research, al 17, lo  percent o f students who started kindergarten later 
demonstrated extremely inappropriate conduct, while 7 percent o f the 
average-age students exhibited similar inappropriate behavior.

A  FEW  C A VE A TS

Some education groups have said the possibility that older students may have 
more behavioral problems does not make it advisable lo promote children 
who are not academically ready for the next grade. Other experts have 
criticized the Rochester hospital study for using d; ta that was years old and 
possibly not applicable at this time.



Complicating the issue o f kindergarten readiness is the fact that parents and 
teachers or school administrators may view readiness very differently. An 
article titled "How Should Children Be Prepared For Kindergarten?" from the 
Educational Resource Network on the Web recognizes that much of the 
diversity among 5-year-olds is due to "developmental differences, the varying 
rates at which individuals mature." Yet some o f the diversity, the article 
asserts, may be based on different ways parents prepare, or don’t prepare, 
their children for kindergarten.

The article is based on information from a survey by Kimberly Harris and 
Shelly Knudsen Lindauer. Harris and Lindauer sought to learn what parents 
and teachers believe about kindergarten readiness. They surveyed two-parent 
families from diverse economic, ethnic, and religious backgrounds in urban 
and rural areas.

"When asked what parents could do to better prepare their children," the 
article states, "teachers most frequently mentioned the areas o f receptive 
language, cognitive-attcntion/problem-solving, and small muscle coordination." 
Parents, however, tended to emphasize helping children with pre-reading, 
math, and social skills. According to Harris and Lindauer, "clarifying goals for 
parents is essential," and communication between home and school about 
expectations for children entering kindergarten w ill help those children 
succeed in school.

Article by Sharon Cromwell 
Education W orld®
Copyright ©  1998 Education World

Related Resources

"Parent and Teacher Priorities for Kindergarten Preparation," Child 
Study Journal, Volume 18, Number 2, p. 61.
Young Children. (November 1990): 21-23. The position statement on 
school readiness from The National Association for the Education of 
Young Children (N A E Y C ).
The National Association o f Elementary School Principals makes 
available cassette audio tapes from its 1997 Annual Convention. For 
more information, go to the NAESP Web site. Tape #36: Retention 
Prevention: Strategies to M ake Informed Decisions (Jim Grant). Tape 
#37: Readiness Strategics for Kindergarten and First Grades: How to 
Meet the Needs o f Today's Late Bloomers (Jim Grant).

Related Sites

The Report: "The Elementary School Performance and Adjustment o f 
Children Who Enter Kindergarten Late or Repeat Kindergarten:
Findings from National Surveys." This National Center for Education 
Statistics report analyzes the elementary school performance of 
children whose entry into kindergarten is delayed or who repeal 
kindergarten. See the NCES Web site to order a copy of this report.
Readiness: Children and Schools An E R IC  Digest report by Lilian G.
Katz focuses on general readiness for school, includii g social readiness 
as well as intellectual readiness.
Trouble Ahead for Older Students, Study Finds An Education Week 
article looks at a study published in the journal of the American



academy o f Pediatrics that could support educators who oppose 
holding children out of kindergarten an extra year.
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A N C H O R A G E  Anchorage School Board

S C H O O L  f f f l  
D IS T R IC T  m m

jj§§ P. O. Box 196614,Anc horage, Alaska 99519-6614 ■ (907) 333-9561

Debbie O.winndcr
P O. Box 670772, ChugiaJc, Alaska 99567
(907) 6K8-23D8; Fax (907) 688-2319
E-mail: CfiMundcr_Debbie@m'<mail nsd kl 2.ak.us

To the Honorable Bettye D avis,

I am so pleased to see your efforts to support the education o f  young children 
through Senate Bill 41. A s you know the Anchorage School Board believes in the 
importance o f  a strong kindergarten program for all children. It is becom ing more 
and m ore important that our youngest children have a firm foundation because  
perform ance standards and high academ ic content in primary grades can be a 
considerable challenge for m any o f  them.

State and local perform ance standards set high expectations in m athem atics, reading  
and writing for children age 5 through 7. Am ong other skills w e are expecting our 
young children to learn to read, to distinguish between com m on genres o f  text, know  
basic phonics and be able to retell stories. W e are expecting these children to write 
com plete stories, with paragraphs and good sentence structure. We are expecting our  
children to be familiar w ith sim ple addition and subtraction, recognize and 
understand the concept o f  fractions as w ell as know som e estim ation sk ills , geom etry  
and basic statistics. That can be quite a tall order for a child without adequate 
p rep a ra tio n .

Our district believes so  much in the importance o f  kindergarten that w e are sw itch ing  
to fu ll day kindergarten on a district-w ide basis. In doing so w e are joining with the  
m ajority o f  school districts throughout the United Slates. Our School Board would lik e  
to thank you again for your efforts.

R esp ectfu lly ,
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Study: K in d ergarten  A id s  Y ou n g  M inds

December 5, 2000

WASHINGTON (AP) - Like most kindergartners, Daniel Hartman is learning his 
letters, words and numbers. As evidence of the potential for learning in formal 
schooling before the mandatory first grade, the 6-year-old also recites his lessons 
in English and Spanish.

Kindergarten, says his father Andrew, a 'iteracy expert, is more than just kids' 
stuff. A six-year federal study of 22,000 children backs him up with a glimpse of 
just how much children learn in pub’.ic and private kindergartens.

"Learning can't start too early," Hartman said.

Tracking the same 22,000 students for a second year, the Education Department 
study shows that five times as many could do simple addition and subtraction as 
a year earlier. Twice as many could recognize letters of the alphabet.

The Education Department-funded study offers no comparison with children who 
do not attend kindergarten, but officials said the first-ever look attempts to show 
what children know when they enter school and how that knowledge is shaped 
throughout their early school years.

Results of the study, which will follow the same children through the fifth grade, 
also could help advocates make a case for allocating to early childhood education 
more money for research and better programs.

"Kindergarten is doing exactly what it's supposed to do," Education Secretary 
Richard Riley said in releasing the study last week. "It's helping (all) children ... 
pick up basic verbal and math skills."

Under the project, pupils will be tested regularly in math and reading and 
observed for physical well-being, social development and other factors that 
researchers say affect learning. The cost was not immediately available.

While poor children did worse than others on academics and readiness for school, 
results showed that all kindergartners increased their knowledge and skills 
regardless of how much they knew at enrollment.

By the end of kindergarten, 94 percent could recognize their letters, compared to 
65 percent when they entered. Children who could recognize simple words rose 
from 2 percent to 13 percent. Math test scores rose eight points; reading scores 
increased 10 points.
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The Early Childhood Longitudinal Study focuses on children who attend full or 
half-day kindergartens, covering children from about 1,000 public and private

http://ipn.inicliheaIth.co...JPN000/7187/7199/305073.html?k=ba
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schools across the country. Education Department researcher Jerry West said the 
kindeigarten group's scores on future standardized tests can be compared to 
children who skipped kindergarten, although the study uses no formal control 
group.

Future studies will chart the same children’s reading and math skills, cooperation 
with others and physical development. Their families, schools and classrooms 
also will be examined. Previous studies have surveyed teachers or followed 
smaller groups of students.

In the current study, children who are poor, non-English speaking or living with 
single or poorly educated parents had trouble catching up in their first year of 
school. They did not improve so much as better-off peers in advanced skills, like 
solving math problems, the study said.

Kindergarten still deserves more respect, say advocates like Hartman, whose son 
attends Rolling Terrace Elementary School in Takoma Park, Md.

"It's like a relay race," he said. "The low-performing group of kindergartners 
could be the class of 2010 for the adult education system."

Hartman said some parents in his son' suburban school district were resistant to 
full-day programs, emphasizing learning over play.

Though the German-born kindergarten program of developmental play, song and 
stories dates from the 1800s, it is far from universally embraced. All states 
provide kindergarten, and even pay for half a day of it, but just 12 states and the 
District of Columbia require kindergarten before allowing a child to enter regular 
school.

Four million children are eligible each year for preschool or kindergarten, the 
department said. Only two-thirds of them are enrolled.

Riley fought the battle of getting children into kindergarten when he was 
governor of South Carolina. "I saw many of the children who didn't attend 
kindergarten were the ones who need it most," he said.

He won. South Carolina now has mandatory kindergarten.

Copyright 2000 Associated Press. All rights reserved. This material may not be 
published, broadcast, rewritten, or redistributed.
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A bill making kindergarten mandatory drew 
philosophical opposites to Friday's Assembly Ways and 
Means Committee in Las Vegas.

Assemblywoman Chris Giunchigliani asked the 
committee to pay to hire more kindergarten teachers, at 
a cost estimated at between $3 million and $5 million, 
and require all children attend.

Nevada Concerned Citizens' Kris Jensen called the 
bill an encroachment on parental rights and said parents 
should decide when and if a child is ready to go to 
kindergarten.

Jensen said 98 percent of Nevada's children already 
go to kindergarten.

Giunchigliani, D-Las Vegas, a special education 
teacher who since 1991 has introduced bills that would 
make kindergarten mandatory, estimated that as many 
as 10 percent don't attend kindergarten.

Her bill also would allow parents to home-school 
their children of kindergarten age.

— Children who are 5 by Sept. 30 of the school year 
would be allowed to enter kindergarten and those who 
are 6 by Sept. 30 of the school year would have to 
attend, unless parents or guardians request waivers, 
under Assembly Bill 6.

Giunchigliani touted the benefits kindergarten j
brings to children and said the committee should be 
willing to spend on children an amount "equal to what 
we spent on an auto museum in Reno last session."

She estimated her bill would mandate that about
2,800 additional students attend kindergarten and get a 
better foundation for their education.

Kindergartens now have about 32 students in a 
class, and the assemblywoman argued that those classes 
are too large, particularly when compared with 
university classes "where it's policy for professors to 
teach adults in a 1 -to-15 class-size ratio. There's 
something wrong here."

About 10 more people testified in favor of the bill, 
including kindergarten teacher Peggy Spencer, who said

http://www.lvij
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she supported the bill on behalf of students who came 
to her class without ever having held a crayon or a pair 
of scissors or having touched Play -Doll.

Jensen said the bill would take parents' rights away 
from them. Although she put her own son in 
kindergarten, she said, she did it "when he was ready 
and I felt he was ready, not when the school district said 
he was ready."

Giunchigliani's bill is expected to pass out of the 
Assembly, where Democrats are the majority, and she 
expects it will face opposition in the Senate, where 
Republicans hold the majority. It died in the Senate last 
session.
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READING AND MATH GAINS MEASURED AFTER YEAR OF KINDERGARTEN

Education Study Finds A ll Children Improve, At-risk Children Close Gaps fo r  Basic Skills

Speech

Children from all backgrounds significantly improve their reading and math performance during 
kindergarten and increase their readiness for future schooling, according to a new report from the U.S. 
Department of Education’s National Center for Education Statistics (NCES). And the gains reported in 
The Kindergarten Year are about the same regardless of the child’s background. Significant gaps remain, 
however, in more advanced skills between at-risk children and their peers.

"This report clearly shows that kindergarten benefits all children," U.S. Secretary of Education Richard W. 
Riley said. "But it also reminds us that a half-day of kindergarten and regular school cannot do everything. 
The challenge for at-risk students raises compelling questions. Would universal pre-school reduce the gaps 
in skills that appear before children even enter kindergarten? Would all-day kindergarten make a 
difference? Would af.er-school programs in elementary and middle schools be especially beneficial to 
at-risk students in closing the gap? What can parents do long before their children enter kindergarten?
How can community-based organizations give parents more support?"

"There's certainly mixed news in the report," said Gary Phillips, acting commissioner of education 
statistics. "The good news is that during kindergarten, all types of students improve their readiness for 
school. On the other hand, the pattern of group differences entering kindergarten is still there at the end of 
kindergarten. Furthermore, the gap between at-risk and more advantaged students is reduced for more 
basic skills, but widened for more complex skills."

The Kindergarten Tear provides national data from the Early Childhood Longitudinal Study, Kindergarten 
Class of 1998-99, which included a representative sample of 22,000 children, their families, schools and 
classrooms. The sti dy is the second in a series of planned reports from the longitudinal study, which 
provides first-time data on children attending public and private kindergartens.

The study found that children increased their specific knowledge and skills in reading from when they first 
entered kindergarten. After a year of kindergarten, those who could recognize their letters increased from 
65 percent to 94 percent; children who -ould understand the letter-sound relationship at the beginning of 
words rose from 29 percent to 72 percent; and tiiose who could understand the letter-sound relationship at 
the end of words increased from 17 percent to 52 percent.

By the end of kindergarten, nearly all children recognize shapes and numbers (99 percent) and a majority 
understand the relative size and mder ol objects. Also, almost five times (18 percent) as many children 
could solve simple addition and subtraction problems at the end of kindergarten as at the beginning.
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The Kindergarten Year identifies four risk factors for kindergartners: single-parent households, welfare 
recipients, mother with less than a high school education, and homes where English is not the primary 
language. Students with two or more risk factors enter kindergarten with much lower reading and math 
skills, but by the end of the year have virtually erased the gaps for the most basic skills. At-risk children 
remain behind in the more advanced skills such as recognizing words by sight or solving simple math 
problems.

The study found that patterns al the beginning of the school year persist and that by the end of the 
kindergarten year:

• Older children have higher specific reading and math knowledge and skills than their younger 
counterparts;

• According to teachers, children whose mothers who have more education are more likely to persist 
at tasks, seem more eager to learn, and pay closer attention than children whose mothers have less 
education;

• Teachers also report that kindergartners with fewer risk factors are more likely to accept peer ideas 
and form friendships, and less likely to argue, fight, or get angry than children with more risk 
factors.

Future studies will continue to follow the same samole of children through fifth grade, regularly gathering 
data on their reading and math achievement, social skills, physical development, and school experiences. 
The study will reveal the extent to which diff...nces that exist when children enter school persist or 
change over time and how schooling influences progress,

The full text of The Kindergarten Year is available on the NCES Web site at http://nces.ed.gov/ecls/. A 
copy of the report can be ordered by calling toll free 1-877-4ED-PUBS (1-877-433-7827) TTY/TDD 
1-877-576-7734; via e-mail at edpubs@inet.ed.gov:or through the Internet at 
http://www.ed.gOv/puh.s/edpubs.html.

###
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http://http.7Avww.ed.gov/PrcssRelcases/12-20(X)/120!0(
http://nces.ed.gov/ecls/
http://www.ed.gOv/puh.s/edpubs.html


HSLDA I Alaska Legislation 2001— Senate Bill 41: Compulsory School Age http://www.hslda.com/legislation/state/ak/2001/aks41/ilcfa

H om e S choo ling  IV

State Laws
A summary of the legal 
options for homeschoollng 
in every state

Organizations
Home school organizations 
in your neighborhood or 
across the world

Cases
Legal contacts and cases 
that HSLDA Is Involved 
with

Legislation
Federal and state 
legislation relating home 
schooling

Alaska
HOME | LAWS | ORGANIZATIONS | CASES | LEGISLATION

January 25, 2001

Senate Bill 4 1 : Compulsory School Age
A uth o r:
Davis

S um m ary :
This bill would lower the compulsory attendance age from 7 to 5. It  would also require every 
school district to offer a kindergarten program.

S ta tu s:
This bill has been referred to the Senate Committee on Health, Education and Social 
Services.

H SL D A 's Position:
This bill should be opposed.
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ERIC Identifier: ED382410 
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F u l l - D a y  K i n d e r g a r t e n  P r o g r a m s .  E R I C  D ig e s t .

THIS DIGEST WAS CREATED BY ERIC, THE EDUCATIONAL RESOURCES INFORMATION 
CENTER. FOR MORE INFORMATION ABOUT ERIC, CONTACT ACCESS ERIC 1-800-LET-ERIC

Changes in American society and education over the last 20 years have contributed to the popularity of 
all-day (every day) kindergarten programs in many communities (Gullo, 1990). The increase in single 
parent and dual employment households, and the fact that most children spend a significant part of the day 
away from home, also signal significant changes in American family life compared to a generation ago. 
Studies show that parents favor a full-day program which reduces the number of transitions kindergartners 
experience in a typical day (Housden & Kam, 1992; Johnson, 1993). Research also suggests that many 
children benefit academically and socially during the primary years from participation in full-day, 
compared to half-day, kindergarten programs (Cryan et al., 1992).

Families who find it difficult to schedule both kindergarten and a child care program during the day are 
especially attracted to a full-day program (Housden & Kam, 1992). In many areas, both public and private 
preschool programs offer full-day kindergarten (Lofthouse, 1994). Still, some educators, policymakers, and 
parents prefer half-day, everyday kindergarten. They argue that a half-day program is less expensive and 
provides an adequate educational and social experience for young children while orienting them to school, 
especially if they have attended preschool. Many districts thus offer both half-day and full-day 
kindergarten programs when possible, but the trend is clearly in the direction of full-day kindergarten.

Well over 3.3 million children attend kindergarten in the United States, nearly as many children as attend 
first grade (Smith et al., 1994, p. 54). In 1993, about 54% of kindergarten teachers taught full-day classes, 
and about half of kindergartners attended full-day programs. Two-thirds of full-day kindergarten teachers 
taught in high-poverty areas, while fewer than one-third (29%) taught in schools with a low incidence of 
poverty (Heaviside et al., 1993). Teachers of classes with high minority enrollments were also more likely 
to teach full-day classes than were teachers of classes with low minority enrollments (67% versus 43%). 
State aid for all-day students is often used to fund full-day kindergarten. One reason for the high ratio of 
full-day to half-day kindergarten programs in high-poverty and high-minority schools is that state and 
federal funding for a' risk students is often used to supplement all-day funding, since all-day programs 
typically require ex' i classroom space, increased staffing for special services and programs, and 
additional classrooi lindergarten teachers (Fromberg, 1992; Housden & Kam, 1992),

THE DEMOGRAPHICS OF FULL-DAY KINDERGARTEN

Full-day kindergarten is also popular because it eliminates the need to provide buses and crossing guards at 
mid-day. A higher proportion of kindergarten teachers taught full-day classes in rural areas in 1993 (66%)

http://www.ed.gov/databases/ERlC_Digesis/ed38241l
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than in city schools (59%), in towns (53%), or in schools in the urban "fringe" (39%) (Heaviside et al.,
1993).

R E S E A R C H  O N  T H E  E F FE C T S O F F U L L -D A Y  K IN D E R G A R T E N

Research studies confirm that attendance in full-day kindergarten results in academic and social benefits 
for students, at least in the primary grades (Cryan et al., 1992; Karweit, 1992). Early studies seemed to 
offer little reliable evidence one way or the other because they used small samples or unique populations, 
failed to use rigorous standards, or concentrated almost exclusively on academic outcomes (as opposed to 
children's attitudes toward school, for example).

Cryan et al. (1992), however, are among the researchers who have found a broad range of effects, 
including a positive relationship between participation in full-day kindergarten and later school 
performance. After comparing similar half-day and full-day programs in a statewide longitudinal study, 
Cryan et al. found that full-day kindergartners exhibited more independent learning, classroom 
involvement, productivity in work with peers, and reflectiveness than half-day kindergartners. They were 
also more likely to approach the teacher and they expressed less withdrawal, anger, shyness, and blaming 
behavior than half-day kindergartners. In general, children in full-day programs exhibited more positive 
behaviors than did pupils in half-day or alternate-day programs.

Results similar to those of Cryan et al. have been found in other studies (Holmes and McConnell, 1990; 
Karweit, 1992). These positive effects and the academic gains in the first years of school support the value 
of developmentally appropriate full-day kindergarten.

C H A R A C T E R IS T IC S  O F E F F E C T IV E  F U L L -D A Y  K IN D E R G A R T E N  
P R O G R A M S

Observers of trends in kindergarten scheduling argue that changing the LENGTH of the kindergarten day 
begs the underlying issue: creating developmentally and individually appropriate learning environments 
for ALL kindergarten children, regardless of the length of school day (Karweit, 1992; Katz, 1995).

Full-day kindergarten allows children and teachers time to explore topics in depth; reduces the ratio of 
transition time to class time; provides for greater continuity of day-to-day activities; and provides an 
environment that favors a child-centered, developmentally appropriate approach. Recent research indicates 
that, compared to children in didactic programs, children in child-centered kindergarten programs rated 
their abilities significantly higher, had higher expectations for success on academic tasks, and were less 
dependent on adults for permission and approval (Stipek et al., 1995).

Experts urge teachers, administrators, and parents to resist the temptation to provide full-day programs that 
are didactic rather than intellectually engaging in tone. Seat work, worksheets, and early instruction in 
reading or other academic subjects are largely inappropriate in kindergarten. By contrast, developmentally 
appropriate, child-centered all-day kindergarten programs:

* integrate new learning with past experiences through project work and through mixed-abiiity and 
mixed-age grouping (Drew & Law, 1990; Katz, 1995) in an unhurried setting;

* involve children in first-hand experience and informal interaction with objects, other children, and adults 
(Housden & Kam, 1992);

* emphasize language development and appropriate preliteracy experiences;

http://www.ed.gov/databases/ERIC_Digcsts/ed3824
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* work with parents to share information about their children, build understanding of parent and teacher 
roles, emphasize reading to children in school and at home, and set the stage for hter parent-teacher 
partnerships;

* offer a balance of small group, large group, and individual activities (Katz, 1995);

^assess students' progress through close teacher observation and systematic collection and examination of 
students' work, often using portfolios; and

* develop children's social skills, including conflict resolution strategies.

C O N C L U S IO N

Recent research supports the effectiveness of full-day kindergarten programs that are developmentally 
appropriate, indicating that they have academic and behavioral benefits for young children. In full-day 
programs, less hectic instruction geared to student needs and appropriate assessment of student progress 
contribute to the effectiveness of the program. While these can also be characteristics of high-quality 
half-day programs, many children seem to benefit, academically and behaviorally, from all-day 
kindergarten. Of course, the length of the school day is only one dimension of the kindergarten experience. 
Other important issues include the nature of the kindergarten curriculum and the quality of teaching.
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The Indiana Department of Education conducted a survey of the states to identify 
policies related to kindergarten issues. These survey results were combined with 
data from tne Council of Chief State School Officers to provide a complete picture of 
the 50 states. The results are:

• Kindergarten attendance is mandatory in 15 states.
• In 42 of the states, including Indiana, school districts must offer kindergarten 

classes even if attendance is not mandatory.
• Half day classes are required in 12 states, 11 require full day, while 27 states 

offer a combination of both programs, leaving the decision to the local school 
districts.

• All 50 states provide at least partial state funds for kindergarten.
• Most states (31) require a student to be at least age 5 by August or September 

before being allowed to enter kindergarten. In one state, a child can be as 
young as 4 years old. Six states allow local school districts to set age 
requirements.

• Indiana's enrollment cut-off date of June 1 is the earliest cut-off date in the 
nation.

Alabama

Kindergarter
Attendance

No
Alaska No
Arizona Yes
Arkansas Yes
California No
Colorado No
Connecticut No
Delaware Yes
Florida Yes
Georgia No
Hawaii No
Idaho No

Illinois No

Program
Length

State
Funds

Provided

Kindergarten
Entrance ®rade . Entrance

Age Age

School Must 
Offer 

Kindergarten
Full day Yes 5 by 9/1 Yes

Local option Yes 5 by 8/15 No
Half day some 

full-c'iy
Yes 5 by 9/1 6 by 9/1 Yes

Full day Yes 5 by 9/15 Yes
max of 4 
hours

Yes 5 by 12/2 6 by 12/2 Yes
Local option Yes Local Option No
Local option Yes 5 by 1/1 Yes

Half day Yes 5 by 8/31 5 by 8/31 Yes
Full day Yes 5 by 9/1 6 by 9/1 Yes
Full day Yes 5 by 9/1 Yes
Full day Yes 5 by 12/31 Yes

Local option Yes 5 by 9/1 No, but all 
districts do.

State funds
full-day, but, Yes 5 by 9/1 6 by 9/1 YesLocal option

http://ideanct.doe.state.in.us/legwatch/200I/app_B
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Indiana
Iowa

No Local option Yes
No Local option Yes

5 by 6/1 Yes
5 by 9/15 6 by 9/15 Yes

Mandatory _ 
Kindergarten P,r09r™ 
Attendance Len9,h. ■ . • . ■ ■ v.

State Kindergarten 
Funds Entrance c . de 

Provided Age Entrance 
r  Age

School IV 
Offer 

Kindergai
Kansas No Half day Yes 5 by 8/31 6 by 8/31 YesKentucky No Half day Yes 5 by 10/1 Yes
Louisiana Yes/or test 

for 1 st grade Full day Yes 5 by 9/30 6 by 9/30 Yes
Maine No Local option Yes 5 by 10/15 YesMaryland Yes Local option Yes Local Option YesMassachusetts No Full day Yes Local Option YesMichigan No Half day Yes 5 by 12/1 NoMinnesota No Local option Yes 5 by 9/1 YesMississippi No Full day 

Local
Yes 5 by 9/1 6 by 9/1 Yes

Missouri No Option/Almost 
all full day

Yes 5 by 8/1 6 by 8/1 Yes
Montana No Half day Yes 5 by 9/10 Yes
Nebraska No Local option Yes 5 by 10/15 Yes
Nevada No Half day Yes 5 by 9/30 Yes
New
Hampshire No Half day Yes Local Option No

Mi.

Mandatory
Kindergarten
Attendance

New Jersey No
New Mexico Yes
New York No
North Carolina No
North Dakota No
Ohio Yes
Oklahoma Yes
Oregon No

Pennsylvania No
Rhode Island Yes
South Carolina Yes
South Dakota No
Tennessee Yes
Texas No

Program
Length

Local option 
Local option 
Local option

Full day
Local option 
Local option 
Local option 

Half day 
funded

Local option
Local option 
Local option 
Local option 

Full day 
Local option

State Kindergarten r . . School Must 
Funds Entrance ■ Offer

Age Kindergarten

No, but all
Provided Age

Yes Local option
Yes 5 by 9/1
Yes 5 by 12/1
Yes 5 by 10/16
Yes 5 by 8/31
Yes 5 by 9/30
Yes 5 by 9/1
Yes 5 by 9/1

Yes Local Option
Ages 4 to 6

Yes 5 by 12/31
Yes 5 by 9/1
Yes 5 by 9/1
Yes 5 by 9/30
Yes 5 by 9/1

6 by start 
of school 

6 by 
10/16

offer.
Yes
Yes
Yes
No
Yes

6 by 9/1 Yes
6 by 9/1 Yes

At least 5
years, 7 Yes
months.

Yes
6 by 9/1 Yes
6 by 9/1 Yes

Yes
Yes

http://ideanct.doe.staie.in.us/lcgwatch/2001/appj
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Mandatory
Kindergarten
Attendance

: u
Program
Length

FirstState Kindergarten ^  . 
Funds Entrance r ,J,rade 

Provided Age Age°e

School Must 
Offer 

Kindergarten
Utah Yes Half day Yes 5 by 9/2 Yes
Vermont No Local option . Yes 5 by 1/1 

State
Yes

Virginia Yes Local option and 5 by 9/30 6 by 9/30 
Local Yes

Washington No Half day Yes 5 by 8/31 No
West Virginia Yes Full day Yes 5 by 9/1 Yes
Wisconsin No Local option Yes 5 by 9/1 6 by 9/1 Yes
Wyoming No Half day Yes 5 by 9/15 Yes

http://ideanet.doc.state.in.us/legwatch/2001/app_
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Measure Title: 
Report Title: 
Description:

Package: 
Companion: 
Introduce. *(s):

RELATING TO EDUCATION.
Mandatory Kindergarten ($)

Lowers the compulsory education age from 6 years to 5 years, making attendance in 
kindergarten mandatory.
Keiki
SB93
ARAKAKI, TAKAI, THIELEN, KAHIKINA, MOSES, LUKE, AHU ISA, CASE, 
B. OSHIRO, MORITA, KAWAKAMI, M. OSHIRO, ABINSAY, TAKAMINE, 
MAGAOAY, CABREROS

Current Referral: EDN, JHA, FIN

Date Status Text

1/18/01 H Introduced and Pass First Reading

1/22/01 H Referred to the committees on EDN, JHA, FIN, referral sheet 1.

$ = Appropriation measure 
ConAm = Constitutional Amendment

http://wwwxamtoI.hawaii.gov/sitcl/docs/getstatus2.nsp7billno


B ack grou n d  In form ation  
Arguments for and against Mandatory Kindergarten

Mandatory Kindergarten, Kindergarten or No Kindergarten: The Debate

There is a great deal of debating going on about half-day vs. full day kindergarten. The real problem that 
needs to be addressed is some type of kindergarten vs. no kindergarten. Should kindergarten by 
mandatory?
Most of the articles concerning this issue and according to my survey, many teachers are in favor of 
mandatory kindergarten. Both teachers working with children living in poverty and middle class children 
voiced this as an issue currently facing them. Munsil (Munsil, 1998) wrote, "Many children do benefit 
from a preschool or kindergarten setting if they live in poverty, abusive or neglectful conditions or are in 
other ways developmentally or socially disadvantaged". Unfortunately, many of these children are also 
not of the dominant white culture. Therefore, what the dominant culture values may not be what another 
culture values, thus putting them at a disadvantage. And if they never attend kindergarten or only come 50 
of the 100 some days, as some of the children in my district do, when do they have time to make up the 
things that some children already come to school with knowing?
In Texas, "Bill 01 emphasizes early detection of reading problems, beginning in kindergarten, along with 
intensive remediation for those with problems. Imagine the huge advantage that the first-graders who 
attend kindergarten have over first-graders who do not"(Ramos, Pilarczyk Rinehart-Morgan & Briscoe). 
How do the children and the school districts then compete with children sc obviously far ahead? I know 
from experience that most children of poverty are able to learn as well as any other children, but they are 
starting from a different point. As long as districts and their children are going to be compared at the same 
age levels to other districts, all children need to go to kindergarten to have a closer starting point.
The people who are opposing mandatory K-5 oddly are the ones who are most likely to send their children 
to school. Most often, they provide a learning environment and even send their children to preschool or an 
academically structured day care. However, some of these educated people will voice their opposition to 
mandatory k-5 because it is no longer a choice. Another section of the dominant culture whom would 
oppose mandatory k-5 are the people most likely to home school or
people whom feel the government is trying to take over. Mandatory K-5 would be, "...the biggest anti­
family education reforms in our state's history, effectively taking control of a 5 year-old's educational, 
destiny from his parents and giving it to the state"(Munsil,1998). On the other side, many uneducated 
parents may not understand the need for kindergarten and not send them, and 
unfortunately they are the ones that need to go so they are able to become viable competitors in our 
society.
So here we are left with this dilemma, do we say that only some parents have a choice or for the best 
interest of most children do we make it mandatory? I believe that some type of kindergarten should be 
mandatory whether it is half or a full day, so that all children have the opportunity to be successful in 
school and become a productive member of their community. Should some type of 5 year-old 
kindergarten (half vs. full day)continue to go non-mandatory we will continue to condemn a population of 
our society to the poverty cycle they are in. And portions of society and the government will continue to 
blame large urban school districts for the ills of their communities and ultimately society.

Full-day kindergarten? Best option is keeping it optional: By Tracy F. Munsil

In this article, the author, was debating the issue of halfday vs. full day kindergarten. The author reported 
that full day kindergarten, ‘‘if adopted, it could constitute one of the biggest anti-family education reforms 
in our states history, effectively taking control of a 5 year-old’s educational destiny from his parents an 
giving it to the state"(Munsi!, 1998). Although the author does admit that children in poverty or that are



neglected do benefit from early childhood programs such as preschool or kindergarten, it is the author's 
position that it should be a parental choice, and not the rational for mandatory kindergarten. The author 
also felt that the push for all day kindergarten comes from the new tougher academic standards and the 
number of both parents having to work outside of the home.

Social Promotion: Letters to Governor George W. Bush

Most of the letters written by a number of teachers from Texas, felt that social promotion bill that their 
governor wanted to pass, was not the answer or should not be passed alone without added reforms. The 
one most pertinent, reoccurring request, to my research was to make kindergarten mandatory. The 
teachers felt that if the children who didn't attend kindergarten had the benefits of it and of the early 
reading detection program there would be little need for social promotion and less retention.

Teaches seek to make kindergarten mandatory: By Jande Ann Morrison

In this article, Morrison talked about the need for mandatory K-5 in Las Vegas. Many of the children 
come into kindergarten or even 1st grade without having colored, held a pencil or played with play-doh. 
Thus starting them at a huge disadvantage. The opposition again frit it is the parents right to decide when 
and if their child should go to kindergarten.

All-Day kindergarten: Dissenting Voices (Section Summarized) 
by Raymond and Dorothy Moore

This article was broken into sections with different authors but it essentially has the same view point. The 
authors felt that by making kindergarten mandatory, parents were relinquishing their control over their 
children and giving them to the government. They felt, if the government had control of their 5 year olds, 
it could carry out its master plan to eventually control all of the public and do its bidding. A "re­
engineering of society in the interest of the state"(Moore, R. & D., 1981). Instead they feel, "five and six 
year olds need to run free as lambs, guarded and shepherded by their parents and fenced in where 
necessary to train and protect them. They should not be regimented into school-type task..."(Moore, R.&
D 1981), such as reading readiness workbooks, etc.

Sources

Las Vegas Review Journal: Teachers seek to make kindergarten mandatory[On-line], Available World 
Wide Web: http://lvrj.com/lvrj_home/1997/Apr-12-Sat-1997/news/5193427.html

Oklahoma Council of Public Affairs: All-Day kindergarten: Dissenting Voices [On-line],Available World 
Wide Web: http://www.ocpathink.Org/NewPage/Education.html#anchor20129

St. Edwards: Social Promotion [On-line]. Available World Wide Web: 
http://www.stedwards.edu/educ/eanes/promotion.htm

The Center for Arizona Policy: Fuil-day kinde- gar ten? Best option is keeping it optional[On-!ine],
Available World Wide Web: http://www.cenazpol.org/citizen/ctzn_no798.htm

http://lvrj.com/lvrj_home/1997/Apr-12-Sat-1997/news/5193427.html
http://www.ocpathink.Org/NewPage/Education.html%23anchor20129
http://www.stedwards.edu/educ/eanes/promotion.htm
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B a c k g ro u n d  I n fo r m a t io n
SB 41

Bill in roduced in State of Hawaii

SECTION 1. The legislature finds that studies have confirmed the importance of quality early childhood 
education. The Carnegie Task Force on Meeting the Needs of Young Children concluded that a child's 
early years are cmcial to brain development and help to prepare the child for formal learning and 
academic achievement.

There is additional research showing that full-day kindergarten programs are preferable to half-day 
programs because developmentally appropriate full-day kindergarten programs offer additional benefits, 
especially for children from low socioeconomic or educationally disadvantaged backgrounds. 
Furthermore, a full-day kindergarten teacher has the needed time to individualize the curriculum and to 
accommodate the individual differences of the children.

The legislature believes that early learning and preparation for all students to enter the first grade should 
be a major focus. While mandatory statewide kindergarten carries some expense, it is one of the best 
investments for the education of future generations of Hawaii children.

The purpose of this Act is to lower the compulsory education age from six years to five years, making 
attendance in kindergarten mandatory.

SECTION 2. Section 302A-411, Hawaii Revised Statutes, is amended by amending subsection (a) to read 
as follows:

"(a) The department shall establish and maintain kindergartens with a program of instruction as a part of 
the public school systemf; provided that attendance shall not be mandatory]. No child shall attend any 
kindergarten unless the child will be at least five years of age [on or before December 31] before January 
1 of the schcol year; provided that [a]:

(1) A child attending a school that convenes after the regular school schedule shall be five years 
of age [on or before one hundred twenty-five] before one hundred twenty-six days following the 
date the school convenes; and [provided further that the]

(2) The board shall develop informational guidance to promote the understanding of a child's 
readiness for kindergarten."

SECTION 3. Section 302A-1131, Hawaii Revised Statutes, is amended to read as follows:

"[[]§302A-1131 []J Public schools; attendance, (a) Except as authorized by section 302A-411, no 
child shall attend any public school unless the child will be at least [six] five years of age before 
January 1 of the school year; provided that-

(1) A child attending a school that convenes after the regular school schedule shall be [six] five 
years of age [on or before one hundred twenty-five] before one hundred twenty-six days following 
the date the school [shall convene;] convenes; and
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(2) The department may establish procedures and criteria to determine the psychological and 
physiological readiness of children for public school and may grant an exception in the case of a 
child who is found to be ready.

(b) All teachers who teach [in] kindergarten, and the first and second grades, and all principals of public 
schools shall enforce this section and require proof of age by birth certificates or certificates of 
registration, or if none can be obtained, then by satisfactory evidence."

SECTION 4. Section 302A-1132, Hawaii Revised Statutes, is amended by amending 
subsection (a) to read as follows:

"(a) Unless excluded from school or excepted from attendance, all children who will have arrived at the 
age of at least [six] r!ve years, and who will not have arrived at the age of eighteen years, [by] before 
January 1 of any school year, shall attend either a public or private school for, and during, the school year, 
and any parent, guardian, or other person having the responsibility for, or care of, a child whose 
attendance at school is obligatory shall send the child to either a public or private school. Attendance at a 
public or private school shall not be compulsory in the following cases:

(1) Where the child is physically or mentally unable to attend school (deafness and blindness 
excepted), of which fact the certificate of a duly licensed physician shall be sufficient evidence;

(2) Where the child, who has reached the fifteenth anniversary of birth, is suitably employed and 
has been excused from school attendance by the superintendent or the superintendent's authorized 
representative, or by a family court judge;

(3) Where, upon investigation by the family court, it has been shown that for any other reason the 
child may properly remain away from school;

(4) Where the child has graduated from high school;

(5) Where the child is enrolled in an appropriate alternative educational program as approved by 
the superintendent or the superintendent's authorized representative in accordance with the plans 
and policies of the department, or notification of intent to home school has been submitted to the 
principal of the public school that the child would otherwise be required to attend in accordance 
with department rules adopted to achieve this result; or

(6) Where:

(A) The child has attained the age of sixteen years;

(B) The principal has determined that:

(i) The child has engaged in behavior [which] that is disruptive to other students, 
teachers, or staff; or

(ii) The child's non-attendance is chronic and has become a significant factor that 
hinders the child's learning; and

(C) The principal of the child's school, and the child's teacher or counselor, in consultation 
with the child and the child's parent, guardian, or other adult having legal responsibility for



or care of the child, develops an alternative educational plan for the child. The alternative 
educational plan shall include a process that shall permit the child to resume school.

The principal of the chili's school shall file the alternative educational plan made pursuant 
to subparagraph (C) with the child's school record. If the adult having legal responsibility 
for or care of the child disagrees with the alternative educational plan, then the adult shall 
be responsible for obtaining appropriate educational services for the child."

SECTION 5. There is appropriated out of the general revenues of the State of Hawaii the sum of $ or so 
much thereof as may be necessary for fiscal year 2001-2002 and the sum of $ or so much thereof as may 
be necessary for fiscal year 2002-2003 to lower the compulsory education age from six years to five 
years.

The sums appropriated shall be expended by the department of education for the purposes of this Act.

SECTION 6. Statutory material to be repealed is bracketed and stricken. New statutory material is 
underscored.

SECTION 7. This Act shall take effect on July 1, 2001.
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Slate of Alaska
Department of Education

Office of Data Management

District Enrollment as of October 1,2000 
FY2001

District
Pre-
Elam. KG 1 2 3 4

Alaska Gateway Schools 0 27 40 20 37 43
Aleutian Region Schools 4 5 5 2 8 4
Aleutians East Borough Schools 0 24 18 19 19 29
A'yeska Central School 0 34 18 31 29 22
nchorage Schools 403 3572 3808 3794 4115 3997

Annette lc id Schools 6 23 28 20 24 24
Bering Strait Schools 1 210 119 154 158 126
Bristol Bay Borough Schools 34 16 19 24 15 14
Chatham Schools 0 12 18 12 26 23
Chugach Schools 11 26 16 8 9 16
Copper River Schools 3 54 53 41 66 59
Cordova City Schools 13 19 35 36 44 35
Craig City Schools 6 43 45 46 42 48
Delta/Greely Schools 0 50 39 50 48 33
Denali Borough Schools 2 20 16 22 18 25
Dillingham City Schools 11 47 40 40 45 42
Fairbanks North Star Borough Schools 104 1061 1188 1140 1245 1298
Galena City Schools 0 0 285 296 276 281
Haines Borough Schools 0 24 24 22 31 29
Hoonah City Schools 0 13 12 15 17 13
'ydaburg City Schools 0 5 6 7 4 9

ujitarod Area Schools 4 50 55 37 54 58
Juneau Borough Schools 31 321 376 431 427 419
Kake City Schools 1 8 6 12 11 9
Kashunamiut Schools 0 24 35 25 27 28
Kenai Peninsula Borough Schools 9 631 634 670 716 757
Ketchikan Gateway Borough Schools 48 142 186 159 211 177
Klawock City Schools 1 11 9 19 15 22
Kodiak Island Borough Schools 8 201 190 203 185 236
Kuspuk School District 0 30 37 34 42 36
Lake & Peninsula Borough Schools 48 45 33 42 34 45
Lower Kuskokwim Schools 17 372 344 328 405 301
Lower Yukon Schools 0 162 178 162 166 179
Mat-Su Borough Schools 84 809 837 853 957 1049
Mt. Edgecumbe High School 0 0 0 0 0 0

5 6 7 8 9 10 11 12 Ungraded
Total
KG-12

Total
PE-12

38 46 47 44 49 32 32 27 0 490 490
4 3 4 3 5 8 4 2 0 57 61

24 19 21 28 30 21 25 24 0 301 301
33 46 52 63 140 110 100 363 0 1041 1041

4103 3951 4142 3842 3763 3577 3263 3196 0 49123 49526
32 20 26 23 29 25 22 29 0 325 331

132 157 144 137 130 102 79 86 0 1734 1735
26 21 20 18 20 15 18 17 0 243 277
20 19 19 34 24 18 12 11 0 248 248
7 12 13 12 15 14 10 10 0 168 179

57 52 59 64 57 50 55 30 0 697 700
42 41 47 38 41 37 24 15 0 465 478
37 50 49 42 36 38 38 23 0 537 543
56 72 100 109 70 104 48 71 0 850 850
22 20 25 38 27 19 26 32 0 310 312
50 54 50 34 49 50 37 29 0 567 578

1266 1258 1241 1189 1670 1235 927 837 0 15555 15659
298 280 240 251 221 185 181 137 409 3340 3340
40 23 35 42 30 39 35 28 0 402 402
17 18 20 22 16 19 24 20 0 226 226
8 8 4 5 10 7 11 7 0 91 91

48 52 51 65 62 56 31 33 0 652 656
485 415 424 421 518 462 428 336 0 5463 5494
11 23 13 12 21 20 9 10 0 165 166
28 23 25 26 23 21 16 12 0 313 313

733 777 864 821 891 865 837 720 0 9916 9925
207 203 207 207 278 189 152 151 C 2469 2517
17 15 13 16 14 14 14 11 0 190 191

240 249 210 202 227 229 210 153 0 2735 2743
54 43 35 32 40 34 32 25 0 474 474
32 41 38 45 32 37 22 34 0 480 528

226 290 316 263 293 208 174 158 0 3678 3695
151 157 153 143 207 99 70 71 0 1898 1898

1031 1027 1019 1009 1327 1105 1040 861 0 12924 13008
0 0 0 0 94 89 90 57 0 330 330

P a g e  1 of 2



District
Pre-
Elem. KG 1 2 3 4 5 6 7 8 9 10 11 12 Ungraded

Total
KG-12

Total
PE-12

Nenana City Schools 0 204 158 160 178 156 154 180 151 157 147 111 77 56 0 1889 1889
Nome City Schools 0 59 57 52 86 80 54 51 57 51 63 72 38 41 0 761 761
North Slope Borough Schools 230 135 118 155 149 193 193 169 143 149 199 152 116 86 0 1957 2187
Northwest Arctic Borough Schools 42 255 161 164 192 197 174 180 193 151 166 118 100 95 0 2146 2188
Pelican City Schools 0 3 3 0 1 2 1 2 1 2 3 0 3 2 0 23 23
Petersburg City Schools 0 50 30 59 44 56 52 48 62 59 64 50 60 44 0 678 678
Pribilof Schools 0 10 13 6 16 17 9 12 11 9 15 9 10 7 0 144 144
Saint Mary's District' 4 10 10 16 8 14 12 13 12 8 9 6 9 4 0 131 135
Sitka Borough Schools 25 112 133 129 117 115 137 133 142 121 120 147 118 91 0 1615 1640
Skagway City Schools 0 13 9 11 11 9 15 5 9 8 7 12 10 13 0 132 132
coutheast Island Schools 0 29 16 16 18 18 27 28 20 22 18 26 27 20 0 285 285
outhwest Region Schools 0 98 77 53 71 58 67 70 68 60 40 31 42 36 0 771 771

Tanana Schools 0 7 4 5 6 7 5 11 6 3 7 8 8 3 0 80 80
Unalaska City Schools 3 28 39 27 32 22 28 31 27 23 28 25 20 22 0 352 355
Valdez City Schools 0 53 59 48 79 59 77 52 80 79 91 64 48 67 0 856 856
Wrangell Public Schools 6 36 36 34 41 40 43 33 41 41 50 38 27 31 0 491 497
Yakutat City Schools 1 10 12 16 14 14 12 18 11 13 12 13 16 6 0 167 168
Yukon Flats Schools 34 14 22 18 25 33 35 24 28 27 29 32 18 10 0 315 349
Yukon/Koyukuk Schools 0 28 32 44 46 33 41 53 47 54 33 24 24 36 0 495 495
Yupiit Schools 0 30 39 30 34 39 32 26 30 39 26 35 26 18 0 404 404

Statewide Totals: 1194 9275 9780 9825 10694 10648 10743 10624 10865 10376 11586 10106 8893 8325 409 132149 133343

* Saint Mary's did not report enrollment data for FY2001. These numbers are estimates based on the FY2000 enrollments.
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Kindergarten
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The following summary includes policies enacted since 1998. Summaries are collected from StateNet, Lexis-Nexis, 
sta te  Web sites and state newsletters. S ta teN et and Lexis-Nexis  descriptions reflect the content of bills as  introduced 
and may not reflect changes made during the legislative process. To assure that this information reaches you in a 
timely manner, minimal attention has been paid to style (capitalization, punctuation) or format.

S ta te  S tatus/D ate  Level Sum m ary
NH Signed by governor 06/2000 pre-K-12 Relates to the establishment of an alternative kindergarten 
program within a school district; provides that school districts operating an approved alternative kindergarten program 
shall be eligible to receive adequate education grant distributions; provides for programs which were approved and in 
effect before a set date may continue to operate and receive per pupil adequate education grant amounts.
Title: H.B. 1188
Source: Lexis-Nexis/StateNet

NH Signed by governor 06/2000 pre-K-12Makes an appropriation from the Education Trust Fund to the 
Department of Education for the funding of public kindergarten programs; adjusts the Adequate Education Grant 
amount for the Town of Orange for the fiscal year 2000; adjusts the property tax warrant in the Town of Orange. 
Title: S.B. 397
Source: Lexis-Nexis/StateNet

NY Signed by governor 05/2000 pre-K-12 Relates to sta te  aid for school districts; funds a workforce
education program in New York City; creates the Universal Prekindergarten Reserve Fund; provides State aid for 
conversion to full day kindergarten; relates to administration of the School Tax Relief Program; relates to 1997 and 
later assessm ent rolls; relates to tuition assistance program awards; relates to allowances for m embers of the 
Legislature, funding for Ihe Legislature and legislative commissions.
Title: A.B. 9291
Source: Lexis-Nexis/StateNet

IN Signed by governor 03/2000 pre-K-12Requires the mailing, instead of publishing, of the school 
corporation performance report; provides that a child must be at least five years of age on July 1 of the 2000-2001 
school year or any subsequent school year to officially enroll in a kindergarten program offered by a school 
corporation; provides that an assessm ent for early entry must consist of more than an intelligence test; sta tes that $ 
25 is the maximum fee a parent must pay to obtain a waiver for early entry.
Title: S.B. 489
Source: Lexis-Nexis/StateNet

NM Signed by governor 02/2000 pre-K-12Relates to full day kindergarten programs: provides funding 
Title: H.B. 211
Source: Lexis-Nexis/StateNet

NJ Signed by governor 01/2000 pre-K-12 Provides additional State aid to support full-day kindergarten 
programs in charter schools located in the Abbott districts.
Title: A.B. 2773
Source: Lexis-Nexis/StateNet



OH Signed by governor 07/99 pre-K-12 Requires a child under the age of 6 who attends kindergarten to be 
considered of compulsory school age.
Title: H.B. 281
Source: Lexis-Nexis/StateNet

MO Signed by governor 07/99 pre-K-12 Amends existing law to add that child whose fifth birthday is before 
August 1 or is 5 at the commencement of the summer school session immediately prior to the beginning of the school 
year, whichever is earlier, is eligible for entry to kindergarten.
Title: H.B. 889 
Source:

VA Signed by governor 01/99 pre-K-12Clarifies in standard 1 of standards of Quality (SOG) that school 
divisions offering half-day kindergarten programs are to adjust their average daily membership (ADM) for 
kindergarten to reflect 85% of the total kindergarten ADM, as in appropriation act.
Title: H.B. 2141
Source: Lexis-Nexis/StateNet

HI Died 10/98 pre-K-12 Amends the age requirement for a child to attend kindergarten to be at least 5 
years of age, to be more specifically determined by the Board of Education.
Title: S.B. 2871
Source: Lexis-Nexis/StateNet

KS Died 05/98 pre-K-12Relates to school districts; authorizes the collection of fees for m aintenance of 
kindergarten for full school dyus; imposes certain limitations.
Title: H.B. 2853 Kindergarten 
Source: Lexis-Nexis/StateNet

OK Signed by governor 05/98 pre-K-12lntended to deal with increasing numbers of 4-year olds in kindergarten. 
Removes authority for underage children to attend kindergarten and first grade, eliminates income eligibility criteria 
for early childhood programs, and increases financing for districts offering early childhood programs.
Title: H.B. 1657
Source: R esearch Division, Oklahoma House of Representatives

TN Signed by governor 05/98 pre-K-12 BECAME LAW WITHOUT GOVERNOR'S SIGNATURE . Requires 
children entering kindergarten to be five years of age 7/31, rather than present date of 9/30.
Title: S.B. 2787 Kindergarten Requirement 
Source: Information for Public Affairs, Inc.

WA Died 05/98 pre-K-12 Establishes the full-day kindergarten grant program in the 1998-99 school year to
qualify school districts; may increase the time in kindergarten from one half-day to one full-day for each annual 
average full-time equivalent kindergarten student enrolled 
Title: H.B. 2318 & H.B. 2329 Full-Day Kindergarten Program 
Source: Lexis-Nexis/StateNet

WA Died 05/98 pre-K-12 Funds full day kindergarten programs. 
Title: H.B. 2329 Full-Day Kindergarten Programs 
Source: Lexis-Nexis/StateNet

NV Signed by governor 07/97 pre-K-12 Makes kindergarten attendance mandatory in Nevada effective July 1, 
1999. Children age 6 on or before 9/30 must be admitted to kindergarten or, if he or she has completed kindergarten, 
be admitted to the first grade.
Title: A.B. 6
Source: Lexis-Nexis/StateNet
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Kindergarten: State Characteristics
ECS Information Clearinghouse 

March 2000

KEY:
M = Mandatory 
P = Permissive
LEA = Local Education Agency

State C om pulsory Age Kindergarten Entrance Age D istrict O ffering Pupil A ttendance
AL 7 5 on or before 9/1 M P
AK 7 5 on or before 8/15 P P
AS 6 5 by 9/1 M M
AZ 6 5 before 9/1 M 1 P

AR 5 5 on or before 9/15 M M 2
CA 6 5 on or before 12/2 P P
CO 7 LEA option P P
CT 7 5 by 1/1 M P
DE 5 5 on or before 8/31 M M
DC 5 5 by 12/31 M M
FL 6 5 by 9/1 M M 3
GA 7 5 by 9/1 M P
HI 6 5 by 12/31 P P
ID 7 5 by 9/1 P P
IL 7 5 on or before 9/1 M 4 P

IN 7 5 by 6/1 M P
IA 6 5 on or before 9/15 M P

KS 7 5 on or before 8/31 M P
KY 6 5 on or before 10/1 M P
LA 7 5 by September 30 5 M M 6
ME 7 5 on or before 10/15 M 7 P

MD 5 5 by 12/31 M M
MA 6 LEA option M P
Ml 6 5 on or before 12/1 P P

MN 7 5 by 9/1 M P
MS 6 5 on or before 9/1 M P
MO 7 5 as of 7/1 8 P P
MT 7 5 on or before 9/10 M P
NE 7 5 on or before 10/15 M 9 P

NV 7 5 by 9/30 M P
NH 6 LEA option P P



State C om pulsory Age Kindergarten Entrance Age D istrict O ffering Pupil Attendance
NJ 6 LEA option P P
NM 5 5 by 9/1 M P
NY 6 5 on or before 12/1 M P
NC 7 5 on or before 10/16 M P
ND
10

7 5 as of midnight 8/31 P P

OH 6 5 on or before 9/30 ■ M M
OK 5 5 on or before 9/1 M M
OR 7 5 on or before 9/1 P P
PA 8 LEA option P P
PR 5 5 by 8/1 M M
Rl 6 5 on or before 12/31 M M
SC 5 5 on or before 9/1 M M 11
SD 6 5 on or before 9/1 M P
TN 7 5 on or before 9/30 M M
TX 6 5 on or before 9/1 M P
UT 6 5 on or before 9/2 M P
VT 7 5 on or before 1/1 12 M P

VI 5 513 M M

VA 5 5 on or before 9/30 M M
WA 8 5 on or before midnight 8/31 p  14 P

WV 6 5 prior to 9/1 M p  1 5

Wl 6 5 on or before 9/1 M P
WY 7 5 on or before 9/15 P P

NOTES:
1. Each school district shall establish a kindergarten program in Arizona, unless the governing board of 

the school district files an exemption claim with the department of education.

2. In Arkansas, pupil attendance is mandatory, but parents can request a waiver.

3. In Florida, the compulsory school age is 6; however, successful completion of kindergarten is 
mandatory and if it is not successfully completed a child may be older than 6 when entering first 
grade.

4. Illinois permits districts to offer full-day kindergarten programs and receive full state aid.

5. The kindergarten entrance age for the Orleans Parish, Louisiana School District is 5 by December 30.

6. Louisiana specifies mandatory half-day attendance or test for first-grade readiness.

7. In Maine, schools shall either operate a kindergarten program or otherwise provide for students to 
participate in such a program.

8. As of July 1,1997, the kindergarten entrance age in Missouri is 5 before August 1. In addition, 
beginning with the 1997-98 school year, St. Louis and Kansas City may require that child is 5 on or 
before any date between August 1 and October 1.

9. Kindergarten is required for accreditation of districts in Nebraska, thus all LEAs offer it.

10. In North Dakota, children with special talents/abilities born between 9/1 and 12/31 can be enrolled 
early, upon passing State Department of Education approved screening tests.

11. The South Carolina Education Improvement Act of 1984 specifies that "5-year-olds shall attend 
kindergarten" but parents may obtain a waiver from this requirement.

12. In Vermont, a school district may establish and enforce a regulation which requires that students 
admitted to kindergarten have attained the age of five on or before any date between August 31 and 
January 1.
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13. In order to be eligible for kindergarten in the Virgin Islands, a child must reach the age of 5 during the 
calendar year in which they enter kindergarten.

14. LEAs in Washington can permit early entrance up to 3 months.

15. Kindergarten attendance in West Virginia is permissive, but prior to entrance into the first grade each 
child must successfully complete kindergarten. Linder extraordinary circumstances a child may pass 
a county school board approved readiness test in lieu of kindergarten attendance.

©  Copyright 2000 by the Education Commission of the States (ECS). All rights reserved.

The Education Commission of the States is a nonprofit, nationwide organization that helps state leaders shape 
education policy. It is ECS policy to take affirmative action to prevent discrimination in its policies, programs and 
employment practices.

To request permission to excerpt part of this publication, either in print or electronically, please fax a request to the 
attention of the ECS Communications Department, 30J-296-8332 or e-mail ecs@ecs.org.
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Read "Grade 
Retention Doesn't 
Work." a Sept. 17. 
1997 commentary.

Trouble Ahead for Older Students, 
Study Finds

By Jessica Portner

Age matters. That, in a nutshell, is the 
conclusion o f a new study about delaying 
children's entry into school or retaining them in 
the same grade once they get there.

The study, published last week in Pediatrics,
the journal o f the American Academy of Pediatrics, could lend credence to 
educators who oppose holding children back. It could also give pause to 
parents who postpone enrolling their children in school in the hope of giving 
them an academic edge.

Because down the road, the study says, separating these children from others 
their own age may set them up for problems.

Researchers at the University o f Rochester found that students who are older 
than their classmates because they started school late tend to have more 
behavioral problems in adolescence than students who are the average age for 
their grade.

"Parents want to keep kids out to give them a leg up on tests," said Dr. Robert
S. Byrd, an assistant professor of pediatrics at the University o f Rochester 
school o f medicine in Rochester, N .Y . "But holding children out of school may 
not give them any advantage, and may cause problems."

Since the 1970s, the proportion o f students who have delayed entering 
kindergarten has doubled, owing in part to holding children back to give them 
a competitive academic and social advantage, the report says. This and other 
trends, including a rise in the number o f special education students who are



allowed more lime lo complete high school, as well as immigrant students who 
may need more time to catch up on courscwork, have contributed to an aging 
school population in the United States.

The percentage of 12th graders in U.S. public schools who are 19, 20, or-21 
has nearly doubled in recent years, from 4 percent in 1984 to 7 percent in 
1994. ("Older Students Make Presence Felt in Classes," Sept. 18, 1996.)

For the study, Dr. Byrd and his colleagues at Rochester General Hospital 
analyzed interviews with parents of more than 9,000 children, ages 7 to 17, 
collected for the federal National Health Interview Survey in 1988.

O f the 26 percent o f children in that sample who were old for their grades 
relative to their peers, about half had been retained a year. The other half had 
been held back from entering school by their parents, or because a child's 
birthday fell near a school's cutoff date.

Conduct Unbecoming

The researchers found that students who repeated a year were more likely 
than their younger classmates to manifest behavioral problems, such as crying 
excessively, cheating, lying, and losing their tempers. In addition, the study 
found, students who started school later had more behavioral difficulties than 
average-age students, especially when they reached adolescence.

A t age 17, 7 percent of the average-age students in the study exhibited 
extreme behavioral problems. In comparison, 16 percent of the students who 
started kindergarten late displayed similar inappropriate conduct, while 31 
percent o f the students who had failed a grade for academic reasons showed 
extreme behaviors, the researchers found.

"Early on, children who have been delayed look like normal agc-for-grade 
kids, whereas when they reach adolescence, they look more like kids who've 
failed a grade," Dr. Byrd said.

No Social Promotion

In general, older students may exhibit improper behavior because separation 
from students their own age might make them feel self-conscious and 
stigmatized, the study says,

But just because s'udents who are older than their peers may have more 
behavioral problems should not be an argument for promoting children who 
aren't academically ready lo advance lo the next grade, some education 
groups said last week. ("Promote or Retain? Pendulum for Students Swings 
Back Again," June 11, 1997.)

"To pass kids along when they can't read-to socially promote them-is an 
outrage," said Bella Rosenberg, an assistant to the president of the American 
Federation o f Teachers. The 950,000-member union published a national 
report last month that decried so-called social-promotion policies, but 
cautioned against conventional retention as well, ("A FT  Report Assails 
Schools' Promotion, Retention Policies." Sept. 17, 1997.)

W hile overworked instructors rarely want to shoulder the unfinished work of 
another teacher, the „ stion shouldn't be social promotion vs. retention, Ms.



Rosenberg argued. "The issue is getting these kids the academic help they 
need in a timely way sc they can turn things around," she said.

While •ducation researchers found the study intriguing, they said it should 
come with some caveats. "This is an important study in that it reiterates the 
importance of early intervention," said Nancy Karweit, a research scientist at 
the Center for Research on the Education o f Students Placed at Risk, located 
at Johns Hopkins University in Baltimore.

But Ms. Karweit said that because the Rochester study uses a decade-old 
survey, it may not accurately reflect current trends. More districts have halted 
the practice o f retaining students in recent years, she said.

Ms. Karweit also noted that the study fails to distinguish between children who 
were held back from starting school by their parents to give them an academic 
boost and those who were retained by their kindergarten teachers because o f 
learning disabilities, for example.

I f  this "early retention" were counted, Ms. Karweit said, it might shed more 
light on how problematic d« laying a child's entry into school really is.

©  1997 Editorial Projects in Education
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S C H O O L  I S S U E S  A R T I C L E  
A ll Kids Make Progress in Kindergarten

After tracking 22,000 kindergartners for 
a full year, the National Center for 
Education Statistics (NCES) reports 
mixed findings. Although most children 
who start school without basic 
school-readiness skills catch up by the 
end of the school year, their
more-advantaged classmates continue to move further ahead to master 
more-complex skills.

The National Center for Education Statistics (N CES) reported some good 
news and some bad news about the nation's kindergartners this week.

The good news is that most children who start school without basic 
school-readiness skills catch up by the end of the school year. The bad news 
is that they spend the entire year catching up; in the meantime, their 
more-advantaged classmates gain further mastery o f more-complex reading 
and math skills, said Jerry West, one of the authors o f the NCES report. The 
gap widens in more-sophisticated skill areas as children who have basic skills 
at kindergarten entry move on lo more-advanced skills, West said.

"There's certainly mixed news in the report," said Gary W . Phillips, acting 
commissioner o f education statistics for NCES, at a press conference this 
week. "The good news is that during kindergarten, ail types o f students 
improve their readiness for school. On the other hand, the pattern o f group 
differences entering kindergarten is still there at the end of kindergarten. 
Furthermore, the gap between at-risk and more-advantaged students is 
reduced for more basic skills but widened for more complex skills."

The report, the Kindergarten Year, is part o f an ongoing, six-year, early 
childhood longitudinal study. It tracks 22,000 children from 1,000 elementary 
schools, who represent the nation's 4 million kindergarten students. The study 
began in the fall o f 1998, when students were evaluated before they entered 
kindergarten. This is the second full report and reflects data that compares the 
children's skills in the fall o f 1998 with their abilities at the end of the 
kindergarten year in the spring of 1999.

The overall purpose of the study is to gather information about children's 
knowledge and skills from the beginning of kindergarten through fifth grade. It 
will include information about social, emotional, and physical development, 
such as specifics regarding children's home environments, home educational 
practices, school and classroom environments, curriculum, and teacher 
qualifications. The study costs $6 million annually, West said.

"The report isn't terribly surprising," said Edward F. Ziglcr, who founded 
Head Start 35 years ago. He is currently Sterling Professor of Psychology at 
Yale University. Kids who grow up in poverty have long been at an academic 
disadvantage compared with children from middle class homes, Zigler said. 
Although that isn't news to most educators, Head Start continues to fall short.



The program serves only 42 percent o f the children who live in poverty and 
docs not serve at-risk children who live in households just above the poverty 
level, he noted.

The report further substantiates school-readiness differences based on varying 
early childhood home and school experiences.. "There is a high correlation 
between family income and preschool experience," Ziglcr told Education 
World. "For poor families, preschool is too expensive. Middle class homes 
have better learning environments plus [kids] get preschool, so they’re ahead 
o f the children from the poor homes. Plus ,oor children usually had lousy 
childcare. Put all those things together, a> i they are behind."

"Many countries have universal early childhood programs,” Zigler continued, 
"W e do all this talk about investing in children and in education in this country 
but we’re not making any progress."

Zigler thinks progress is on the horizon, however, mainly because of the 
education debates between presidential candidates Vice President A l Gore 
and Texas Governor George W . Bush. "We art in a wonderful shape, thanks 
to the debate about providing universal preschool education," Zigler said. "It is 
a really good opportunity for us to accomplish a lot for preschool. Gore 
push'd for universal pre-kindergarten, and Bush wants all children to be 
reading by third grade. Bush will soon realize he can't wait to start helping 
children in kindergarten."

The disparity between skills and knowledge among kindergarteners follows 
children through their entire education experience, Zigler said. "T h L 's  not 
frustrating only for the kids; it is equally frustrating for teachers to have more 
than one o f these at-risk students," he said. "Teachers talk about it to me all 
the time. I f  they have three or more at-risk students in the classroom, 
everyone's learning suffers. Everybod’ ' in the class loses, not just those three 
kids."

W e need to do more, said Richard W . Riley secretary o f education, at the 
press conference. "This report clearly shows that kindergarten benefits all 
children," Riley said. "It also reminds us that a half-day o f kindergarten and 
regular school cannot do everything."

The report reinforces the findings of the report released earlier this year that 
identified four risk factors that result in poor reading and math skills. Those 
factors include living in a single-parent household, being a welfare recipient, 
having a mother with less than a high school education, and living in a home in 
which English is not the primary language.

Read Study Looks for Keys to Early School Success, a story 
about the first full NCES report, America's Kindergartners.

The NCES researchers also found that some patterns identified at the 
beginning of school continue throughout the year. For example, older children 
have higher-level skills and knowledge than their younger classmates do. The 
researchers also found that children whose mothers have more education slay 
on task more, seem more eager to learn, and pay closer attention than do 
children whose mothers have less education. Teachers also continue to report 
that children who have fewer risk factors are more likely to accept peer ideas 
and form friendships and arc less likely to argue, fight, or get angry than 
children who have more risk factors are.



One "interesting" new finding the report notes is that kids in all-day 
kindergarten get crankier than kids in partial-day kindergarten do, although 
all-day kindergartners make more gains academically. The report suggests 
caution in interpreting differences in behavior, though, because researchers 
observed the same differences when children entered the program in the fall. 
Children in full-day programs may demonstrate slightly higher skills and 
knowledge than their peers in partial-day prog;ams, but they are more likely 
to exhibit a higher frequency o f some problem behaviors, such a how often 
they argue and fight with others.

Diane Weaver Dunne 
Education W orld®
Copyright ©  2000 Education World

Related Articles from Education World
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S C H O O L  I S S U E S  A R T I C L E  
Starting Kindergarten Late; How Does It 
Affect School Performance?

Does entering kindergarten late help some children do better in 
school? The answer isn't as simple as it sounds! Opinions -- and the 
results o f several recent surveys -- are divided on that question.

One child in seven in the United States either entered kindergarten late or was 
required to repeat kindergarten, according to data from the 1993 and 1995 
National Household Education Surveys. Since the 1970s, another report 
shows, the proportion o f children who have delayed entering kindergarten has 
doubled, mainly because parents want to give them a competitive and social 
advantage.

How does entering kindergarten late or repeating the grade affect children's 
school performance? The 1993 and 1995 surveys found notable differences 
between the later school performance o f students who were held out o f 
kindergarten and students who repeated kindergarten.

The performance o f first- and second-graders who were held out o f 
kindergarten was better than that o f first- and second-graders who 
entered kindergarten at the prescribed age.
On the other hand, children who had lo repeat kindergarten were doing 
worse than other first- and second-graders.

Those are highlights from a statistical analysis report, titled "The Elementary 
School Performance and Adjustment of Children Who Enter Kindergarten 
Late or Repeat Kindergarten: Findings from National Surveys," published in 
November 1997 by the National Center for Education Statistics.

M O ST D R A M A T IC  D IFFERENCES

Following are the areas in which the report shows students with delayed 
kindergarten entry differed most dramatically from students who entered on 
time:

First- and second-grade students in 1993 who had been kept out o f 
kindergarten until they were older were less likely than other students 
to draw negative feedback from teachers about their academic 
performance or conduct in class.
In 1995 the delayed entry students were less like likely than students 
who started kindergarten on time to have repeated first or second 
grade.
First- and second-graders who were retained in kindergarten had more 
school performance problems than children who didn't repeat.
First- and second-graders in 1993 who had repeated kindergarten 
were more likely than children who had not repeated to receive 
negative feedback from their teacher':.

B A C K G R O U N D  FACTO RS H A V E  IM P A C T



In the 1995 survey, controlling for demographic, socioeconomic, ana 
development factors basically eliminated the differences between students 
who entered kindergarten late and other first- and second-graders. On the 
other hand, when those factors were taken into account in the 1993 survey, 
the differences in student school performance were reduced but remained 
significant.

No evidence was found in the surveys that children who may have been at 
heightened risk o f having difficulties in school benefited from, or were hurl by, 
delayed kindergarten entry more than other children. Neither starting 
kindergrrten late nor retention in kindergarten were shown to relate 
significantly to first- and second-grade school performance or adjustment.

TH E  CONS OF D E L A Y E D  K IN D E R G A R TEN

Not every study seems to indicate that delaying a child's entry into 
kindergarten is beneficial. A  study published in Pediatrics, the American 
Academy of Pediatrics journal, might support educators who oppose delaying 
children's entry into kindergarten. Students who are older because they 
started school late tend to have more behavioral difficulties in adolescence 
than students who are the average age for the grade, according to research 
done at the University o f Rochester.

"Parents want to keep kids out to give them a leg up on tests," said Dr.
Robert S. Byrd, assistant professor of pediatrics at the University o f 
Rochester [N .Y .] School o f Medicine. "But holding children out o f school 
may not give them any advantage, and may cause problems."

The trend toward delayed entry into kindergarten, along with an increase in 
the number of special education students who take more time to complete 
high school and of immigrant students who may need more time to catch up 
on work, has created an aging school population in the United States.
According to an October 1997 article in Education Week, the percentage of 
12th graders in U.S. public schools who are 19, 20, or 21 has nearly 
doubled, from 4 percent in 1984 to 7 percent in 1994.

For the study published in Pediatrics, staff at Rochester General Hospital 
studied interviews with parents o f more than 9,000 children from 7 to 17 
years old, gathered in 1988 for the federal National Health Interview Survey.

In that survey, 26 percent o f children were older than their peers were. About 
half had been retained a year, and the other half had been delayed in starting 
school uy their parents or by a school's cutoff date for entry. Students who 
started school later had more behavioral problems than students o f average 
age, especially when they hit adolescence, the study showed. According to 
this research, at 17, 16 percent o f students who started kindergarten later 
demonstrated extremely inappropriate conduct, while 7 percent of the 
average-age ste,' its  exhibited similar inappropriate behavior.

A FEW  CAVEATS

Some education groups have said the possibility that older students may have 
more behavioral problems does not make it advisable to promote children 
who are not academically ready for the next grade. Other experts have 
criticized the Rochester hospital study for using data that was years old and 
possibly not applicable at this time.



Complicating the issue of kindergarten readiness is the fact that parents and 
teachers or school administrators may view readiness very differently. An 
article titled "How Should Children Be Prepared For Kindergarten?" from the 
Educational Resource Network on the Web recognizes that much of the 
diversity among 5-year-olds is due to "developmental differences, the varying 
rates at which individuals mature." Yet some of the diversity, the article 
asserts, may be based on different ways parents prepare, or don't prepare, 
their children for kindergarten.

The article is based on information from a survey by Kimberly Harris and 
Shelly Knudscn Lindauer. Harris and Lindauer sought to learn what parents 
and teachers believe about kindergarten readiness. They surveyed two-parent 
families from diverse economic, ethnic, and religious backgrounds ip urban 
and rural areas.

"When asked what parents could do to better prepare their children," the 
article states, "teachers most frequently mentioned the areas of receptive 
language, cognilive-attention/problem-solving, and small muscle coordination." 
Parents, however, tended to emphasize helping children with pre-reading, 
math, and social skills. According to Harris and Lindauer, "clarifying goals for 
parents is essential," and communication between home and school about 
expectations for children entering kindergarten will help those children 
succeed in school.

Article by Sharon Cromwell 
Education World®
Copyright © 1998 Education World

Related Resources

"Parent and Teacher Priorities for Kindergarten Preparation," Child 
Study Journal, Volume 18, Number 2, p. 61.
Young Children. (November 1990): 21-23. The position statement on 
school readiness from The National Association for the Education of 
Young Children (NAEYC).
The National Association of Elementary School Principals makes 
available cassette audio tapes from its 1997 Annual Convention. For 
more information, go to the NAESP Web site. Tape #36: Retention 
Prevention: Strategies to Make Informed Decisions (Jim Grant). Tape 
#37: Readiness Strategies for Kindergarten and First Grades: How to 
Meet the Needs of Today's Late Bloomers (Jim Grant).

Related Sites

The Report: "The Elementary School Performance and Adjustment of 
Children Who Enter Kindergarten Late or Repeat Kindergarten:
Findings from National Surveys." This National Center for Education 
Statistics report analyzes the elementary school performance of 
children whose entry into kindergarten is delayed or who repeat 
kindergarten. See the NCES Web site lo order a copy of this report.
Readiness: Children and Schools An ERIC Digest report by Lilian G.
Katz focuses on general readiness for school, including social readiness 
as well as intellectual readiness.
Trouble Ahead for Older Students, Study Finds An Education Week 
article looks at a study published in the journal of the American
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S C H O O L  A D M I N I S T R A T O R S  A R T I C L E  
Starting Kindergarten Late: How Does It 
Affect School Performance?

Does entering kindergarten late help some children do better in 
school? The answci isn't as simple as it sounds! Opinions -  and the 
results of several recent surveys -  are divided on that question,

One child in seven in the United States either entered kindergarten late or was 
required to repeat kindergarten, according to data from the 1993 and 1995 
National Household Education Surveys. Since the 1970s, another report 
shows, the proportion of children who have delayed entering kindergarten has 
doubled, mainly because parents want to give them a competitive and social 
advantage,

How docs entering kindergarten late or repeating the grade affect children's 
school performance? The 1993 and 1995 surveys found notable differences 
between the later school performance of students who were held out of 
kindergar'en and students who repeated kindergarten.

The performance of first- and second-graders who were held out of 
kindergarten was better than that of first- and second-graders who 
entered kindergarten at the prescribed age.
On the other hand, children who had to repeal kindergarten were doing 
worse than other first- and second-graders.

Those are highlights from a statistical analysis report, titled "The Elementary 
School Performance and Adjustment of Children Who Enter Kindergarten 
Late or Repeat Kindergarten: Findings from National Surveys," published in 
November 1997 by the National Center for Education Statistics.

MOST DRAMATIC DIFFERENCES

Following arc the areas in which the report shows students with delayed 
kindergarten entry differed most dramatically from students who entered on 
time:

First- and second-grade students in 1993 who had been kept out of 
kindergarten until they were older were less likely than other students 
to draw negative feedback from teachers about their academic 
performance or conduct in class.
In 1995 the delayed entry students were less like likely than students 
who started kindergarten on time to have repeated first or second



grade.
First- and s .^uu-gradcrs who were retained in kindergarten had more 
school performance problems than children who didn't repeat.
First- and second-graders in 1993 who had repeated kindergarten 
were more likely than children who had not repeated to receive 
negative feedback from their teachers.

BACKGROUND FACTORS HAVE IMPACT

In the 1995 survey, controlling for demographic, socioeconomic, and 
development factors basically eliminated the differences between students 
who entered kindergarten late and other first- and second-graders. On the 
other hand, when those factors were taken into account in the 1993 survey, 
the differences in student school performance were reduced but remained 
significant.

No evidence was found in the surveys that children who may have been at 
heightened risk of having difficulties in school benefited from, or were hurt by, 
delayed kindergarten entry more than other children. Neither starting 
kindergarten late nor retention in kindergarten were shown to relate 
significantly to first- and second-grade school performance or adjustment.

THE CONS OF DELAYED KINDERGARTEN

Not every study seems to indicate that delaying a child's entry into 
kindergarten is beneficial. A study published in Pediatrics, the American 
Academy of Pediatrics journal, might support educators who oppose delaying 
children's entry into kindergarten. Students who are older because they 
started school late tend to have more behavioral difficulties in adolescence 
than students who are the average age for the grade, according to research 
done at the University of Rochester.

"Parents want to keep kids out to give them a leg up on tests," said Dr.
Robert S. Byrd, assistant professor of pediatrics at the University of 
Rochester [N.Y.] School of Medicine, "But holding children out of school 
may not give them any advantage, and may cause problems."

The trend toward delayed entry into kindergarten, along with an increase in 
the number of special education students who take more time to complete 
high school and of immigrant students who may need more time to catch up 
on work, has created an aging school population in the United States.
According lo an October 1997 article in Education Week, the percentage of 
12th graders in U.S. public schools who are 19, 20, or 21 has nearly 
doubled, from 4 percent in 1984 to 7 percent in 1994.

For the study published in Pediatrics, staff at Rochester General Hospital 
studied interviews with parents of more than 9,000 children from 7 to 17 
years old, gathered in 1988 for the federal National Health Interview Survey.

In that survey, 26 percent of children were older than their peers were. About 
half had been retained a year, and the other half had been delayed in starting 
school by their parents or by a school's cutoff date for entry. Students who 
started school later had more behavioral problems than students of average 
age, especially when they hit adolescence, the study showed. According to 
this research, at 17, 16 percent of students who started kindergarten later 
demonstrated extremely inappropriate conduct, while 7 percent oflhc



average-agc students exhibited similar inappropriate behavior.

A FEW CAVEATS

Some education groups have said the possibility that older students may have 
more behavioral problems does not make it advisable to promote children 
who are not academically ready for the next grade. Other experts have 
criticized the Rochester hospital study for using data that was years old and 
possibly not applicable at this time.

Complicating the issue of kindergarten readiness is the fact that parents and 
teachers or school administrators may view readiness very differently. An 
article titled "How Should Children Be Prepared For Kindergarten?" from the 
Educational Resource Network on the Web recognizes that much of the 
diversity among 5-year-olds is due to "developmental differences, the varying 
rates at which individuals mature." Yet some of the diversity, the article 
asserts, may be based on different ways parents prepare, or don't prepare, 
their children for kindergarten.

The article is based on information from a survey by Kimberly Harris and 
Shelly Knudsen Lindauer. Harris and Lindauer sought to learn what parents 
and teachers believe about kindergarten readiness. They surveyed two-parent 
families from diverse economic, ethnic, and religious backgrounds in urban 
and rural areas.

"When asked what parents could do to better prepare their children," the 
article states, "teachers most frequently mentioned the areas of receptive 
language, cognilivc-attention/problem-solving, and small muscle coordination." 
Parents, however, tended to emphasize helping children with pre-reading, 
math, and social skills. According to Harris and Lindauer, "clarifying goals for 
parents is essential," and communication between home and school about 
expectations for children entering kindergarten will help those children 
succeed in school.

Article by Sharon Cromwell 
Education World®
Copyright © 1998 Education World

Related Resources

"Parent and Teacher Priorities for Kindergarten Preparation," Child 
Study Journal, Volume 18, Number 2, p. 61.
Young Children. (November 1990): 21-23. The position statement on 
school readiness from The National Association for the Education of 
Young Children (NAEYC).
The National Association of Elementary School Principals makes 
available cassette audio tapes from its 1997 Annual Convention. For 
more information, go to the NAESP Web site. Tape #36: Retention 
Prevention: Strategies to Make Informed Decisions (Jim Grant). Tape 
#37: Readiness Strategies for Kindergarten and First Grades: How lo 
Meet the Needs of Today's Late Bloomers (Jim Grant).

Related Sites

The Report: "The Elementary School Performance and Adjustment of 
Children Who Enter Kindergarten Late or Repeal Kindergarten:



Findings from National Surveys." This National Center for Education 
Statistics report analyzes ‘he elementary school performance of 
children whose entry into kindergarten is delayed or who repeat 
kindergarten. See the NCES Web site to order a copy of this report. 
Readiness: Children and Schools An ERIC Digest report by Lilian G. 
Katz focuses on general readiness for school, including social readiness 
as well as intellectual readiness.
Trouble Ahead for Older Students, Study Finds An Education Week 
article looks at a study published in the journal of the American 
academy of Pediatrics that could support educators who oppose 
holding children out of kindergarten an extra year.
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Executive S u m m a r y

The kindergarten year marks a period of rapid change in the ways children think about 

themselves and the world around them (Bredekamp and Copple 1997; Sameroff and 

McDonough 1994). This change is influenced by both developmental factors (e.g., age, 

maturation) and environmental factors (e.g., schooling, home educational activities, family 

resources). Across this first year of schooling, children will acquire the knowledge and skills 

that will prove integral to their future success in school and in life.

Children enter school demonstrating a vast array of knowledge and skills, some children 

further along than others (West, Denton, and Germino Hausken 2000). The kindergarten year 

serves multiple purposes and is geared toward the development of both cognitive and 

noncognitive knowledge and skills (Seefeldt 1990). And, depending on the child, knowledge 

and skills develop in different areas and at different rates across this year of school.

To enrich the picture of children’s first experience in formal education—the kindergarten 

year—we need to understand the knowledge and skills children possess as they enter 

kindergarten and we need to gain insight into how these develop across the kindergarten 

year. This report attempts to answer two basic sets of questions about children’s knowledge 

and skill acquisition during the kindergarten year.

1. What gains are children making from the fall of their kindergarten year to the spring of 

their kindergarten year in their reading and mathematics knowledge and skills? Do these 

gains differ by child, family, and kindergarten program characteristics? As children are 

exiting kindergarten and preparing for first grade, how do their knowledge and skills 

differ by child, family, and kindergarten program characteristics (e.g., age, family risk 

factors)?

2. What gains arc children making in specific knowledge and skills (e.g., recognizing 

letters, recognizing numbers, paying attention)? Do children’s gains in specific 

knowledge and skills differ by child, family, and kindergarten program characteristics?

At the end of their kindergarten year when children are preparing for first grade, do their



specific knowledge and skills differ by child, family, and kindergarten program 

characteristics (e.g., age, mother’s education)?

The findings in this report come from the Early Childhood Longitudinal Study, Kindergarten 

Class of 1998-99 (ECLS-K). The ECLS-K, sponsored by the U.S. Department of Education, 

National Center for Education Statistics (NCES), selected a nationally representative sample 

of kindergartners in the fall of 1998 and is following these children through the end of fifth 

grade. The full ECLS-K sample is comprised of approximately 22,000 children who attended 

about 1,000 kindergarten programs during the 1998-99 school year. The children attended 

both public (85 percent) and private (15 percent) kindergartens that offered full-day (55 

percent) and part-day (45 percent) programs. All kindergarten children within the sampled 

schools were eligible for the sampling process, including language minority and special 

education students. The sample includes children from different racial/ethnic and 

socioeconomic backgrounds. In the fall of 1998, about 95 percent of kindergartners were 

entering school for the first time. This report focuses on these first-time kindergartners. 

When information on children’s cognitive knowledge and skills is presented, this report 

focuses on the children in the sample who received the cognitive assessment in English in 

both the fall and the spring of their kindergarten year.1

Findings'

Question 1: Gain, Differences in Gain, and Spring Kindergarten Status in Children’s 
Knowledge and Shills

To address the first set of questions, the change from the fall of kindergarten to the spring of 

kindergarten in children’s reading and mathematics scale scores was examined. These scores 

reflect children’s overall performance in these domains. The possibility that particular groups 

of children might demonstrate more or less gain over the kindergarten was also explored

1 A pprox im ate ly  30 percent o f  H is pan ic  ch ild re n  and 19 percent o f  Asian ch ild ren  were not assessed in  E ng lis h  and are not 
in c lu d ed  in  the estimates related to cogn it iv e  know ledge and sk ills . T he  H ispan ic  ch ild ren w ho were pro fic ien t in  Span ish were 
assessed in  Span ish (foi deta ils sec Methodology and Technical Notes, Constructs, and Variables Used in Analysis). T he  
H is p a n ic  and the Asian ch ild ren  not assessed in  E ng lis h  are in c luded  in  the estimates related to noncogn it iv e  know ledge and 
sk ills . A nd , due to spec if ic  instructions listed in  the ch ild 's  schoo l record, about one-half percent o f  ch ild ren  were excluded 
from the cog n it iv e  assessment based on a d isab ility ,



(e.g., children at risk for later schoel difficulty might not acquire reading knowledge and 

skills at the same rate, as children not at risk for later school difficulty).

As their kindergarten year comes to a close, children demonstrate higher levels of reading 

and mathematics knowledge and skills than they demonstrated as they entered school for the 

first time. Children’s reading scale scores increased by 10 points from the fall to the spring 

(figure A). Therefore, the gain from fall to spring is about one standard deviation (an 

appreciable increase).

Figure A.— First-tim e k indergartners’ mean reading scaie scores: Fall 1998 and 
spring 1999
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N O T E : T he  ECLS-K. assessment was des igned for both kindergarten and first-grade ch ild ren . Therefore a m ean score o f  
approx im ate ly  30 in  the spring o f  k indergarten is not unexpected.
S O U R C E : U .S . Department o f  E cu c a lio n , N atio na l Center for Education Statistics, E a r ly  C h ild h o o d  Long itu d ina l Study, 
K indergarten C lass o f  1998-99, F a ll 1998 and Spring 1999.

Children’s mathematics scores increased by eight points from the fall to the spring (figure 

B). Thus, children’s mathematics knowledge and skills increased about one standard 

deviation during the kindergarten year. For the most part, the gains children demonstrate in 

their overall reading and mathematics knowledge and skills do not differ markedly by child, 

family, and kindergarten program characteristics. For example, there is not more than a two- 

point difference in the gains children demonstrate in reading and mathematics by mother’s 

education.

■ Fall 
□ Spring
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Figure B.— First-tim e k indergartners’ mean mathematics scale scores: Fall 1998 and 
spring 1999

Mathematics

0 5 10 15 20 25

Scale score

DFali
□  Spring

N O TE : T he  ECLS-K  assessment was designed for both kindergarten and first-grade ch ild ren . Therefore a mean score o f  
approx im ate ly  30 in  the sp ring  o f  k indergarten is not unexpected.
S O U R C E : U .S . Department o f  Educa tio n , N a tio na l Center for Education  Statistics, Early  C h ild h o o d  L ong itu d ina l Study, 
K indergarten C la ss o f  1998-99, Fa ll 1998 and Sp ring  1999.

The absence of a substantial differential gain in children’s general reading and mathematics 

knowledge and skills is seen again when we consider other characteristics of children, their 

families, and their kindergarten programs, such as children’s age as they enter school and 

family risks for later school difficulty. The same is true when we look at school type and 

kindergarten program type. However when we consider the specific knowledge and skills 

children are acquiring (e.g., letter recognition, addition and subtraction, making friends, 

paying attention), children are developing particular cognitive and noncognitive knowledge 

and skills at different rates.



Question 2: Gain, Differences in Gain and Spring Kindergarten Status in Children’s 
Specific Knowledge and Skills

To address the second set of questions, children’s specific cognitive and noncognitive 

knowledge and skills were examined. Furthermore, the question of whether certain groups of 

children were more likely to acquire specific cognitive and noncognitive knowledge and 

skills than others was explored (e.g., does the probability that children acquire the reading 

skill of sight-word recognition vary by the level of their mother’s education?). Finally, 

information is presented on the specific knowledge and skills children demonstrate in the 

spring of their kindergarten year as they are preparing for first grade.

In addition to the overall reading and mathematics scale scores, the ECLS-K assessment 

battery provides information on specific proficiencies. In the reading domain, the ECLS-K 

assessment battery provides information on: letter recognition; understanding of the letter- 

sjund relationship at the beginning of words; understanding of the letter-sound relationship 

at the ending of words; sight-word recognition; and understanding of words in context. In the 

mathematics domain, the ECLS-K assessment battery provides information on: recognizing 

single-digit numbers and basic shapes; counting beyond 10, recognizing the sequence in 

basic patterns, and comparing the relative size (dimensional relationship) of objects; 

recognizing two-digit numbers, identifying the next number in a sequence, and identifying 

the ordinal position of an object; performing simple addition and subtraction; and performing 

basic multiplication and division.

Across the kindergarten year, children acquire specific knowledge and skills in reading and 

mathematics (Figures C and D). By the end of their kindergarten year, nearly all children 

recognize their letters, their numbers and their shapes. The percent of children who can 

recognize words by sight and demonstrate an understanding of words in context, though still 

relatively low, increased from kindergarten entry to kindergarten exit. And the numbers of 

children adding and subtracting also increased from kindergarten entry to kindergarten exit. 

We see less dramatic changes in children’s social skills and approaches to learning across the 

kindergarten year, with a large percentage of children exhibiting prosocial behaviors and 

positive approaches to learning.



□  Fall 
M Spring

S O U R C E : U .S . Department o rE d u ca t io n , N a t io na l Center for Educa tion  Statistics, E a r ly  C h ild h o o d  Long itu d ina l S tudy, K indergarten 
C lass o f  1998-99, Fa ll 1998 and Sp r ing  1999.

Figure C.— Percentage of first-tim e kindergartners dem onstrating specific reading 
knowledge and skills: Fall 1998 and spring 1999
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Figure D.— Percentage of first-tim e kindergartners dem onstrating specific 
m athematics knowledge and skills: Fall 1998 and spring 1999
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SOURCE: U.S. Department of Education. National Center for Education Statistics, Early Childhood Longitudinal Study,
Kindergarten Class of 1998-99, Fall 1998 and Spring 1999.
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When we examined children’s overall gains in reading and mathematics knowledge and 

skills, as measured by their reading and mathematics scale scores, by child, family and 

kindergarten program characteristics, we found little evidr -i of differential gains from fall 

to spring. Based on those findings, the conclusion might be that from fall to spring of 

kindergarten, all children are acquiring knowledge ana skills at approximately the same rate, 

and that they are learning the same things. However, this is not completely accurate. We see 

a very different picture when we look at children’s acquisition of specific knowledge and 

skills.

To illustrate, children from the more disadvantaged backgrounds (those with at least one risk 

factor) are closing the gap„ in basic skills (i.e., recognizing their letters and counting beyond 

10, recognizing the sequence in basic patterns and comparing the relative size of objects,). 

However, these same children lag further behind their more advantaged classmates when it 

comes to gaining more sophisticated reading and mathematics knowledge and skills (i.e., 

recognizing words by sight or solving simple addition and subtraction problems). In fact, the 

gap has widened. The same basic patterns we see when we consider cumulative family-risk 

factors are present when we consider other child characteristics, such as race/ethnicity.

Furthermore, to illustrate, we see some evidence of differential gain in the frequency with 

which children demonstrate specific social skills. According to their teachers, younger 

children are more likely to acquire the skill of paying attention than their older counterparts 

during the kindergarten year.

As children are completing kindergarten and preparing for first grade, almost all (94 percent) 

children know their letters, and 72 percent understand the letter-sound relationship at the 

beginning of words, while 52 percent understand the letter-sound relationship at the ending 

of words. In fact, 13 percent demonstrate a proficient understanding of words by sight and 4 

percent, words in context (figure C). In mathematics, 99 percent of children recognize their 

numbers and basic shapes, and the majority (87 percent) demonstrate understanding of 

dimensional relationships among objects (relative size). Just over half (56 percent) of 

children demonstrate an understanding of the mathematical concept ordinality. Moreover, 18



percent show they can add and subtract, and 2 percent are successfully performing 

multiplication and division (figure D).

Summary

Young children need knowledge and new experiences to develop and thrive. Schools offer a 

plethora of learning and development opportunities for children. Consequently, it is not 

surprising that across the kindergarten year children are rapidly acquiring the knowledge and 

skills integral to succeed in school and life.

This report presents a simple picture of the gains children make across the kindergarten year. 

The ECLS-K will follow these children through the fifth grade. We will be able to track 

children’s performance and the differences in their performance, not only by child and family 

characteristics but also by teacher and school characteristics. This report represents only the 

beginning of understanding the role of the kindergarten year in children’s development. 

Future analyses, based on the information from the ECLS-K, will help us understand the role 

of such things as child care, home educational environment, teachers’ instructional practices, 

class size and the general climate, and facilities and safety of the schools.
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A l a s k a  S t a t e  L e g i s l a t u r e

Senate Bill 41 "An Act K indergarten programs and
compulsory education; funding  grants for 
public schools; and providing for an 
effective date." 

Sponsor Statement

T h e  a im  o f  a  K in d e r g a r te n  p ro g r a m  is  to  p r o v id e  a  s t r o n g  fo u n d a t io n  fro m  
w h ic h  s t u d e n t s  c a n  g r o w  to  b e c o m e  a c t i v e  p a r t ic ip a n ts  in  l i fe - lo n g  
le a r n in g . C h ild re n ’s  e a r ly  le a r n in g  e x p e r i e n c e s  h a v e  a  p r o fo u n d  e f f e c t  o n  
th e ir  d e v e lo p m e n t .  In  K in d e r g a r te n , c h i ld r e n ’s  r e c e p t iv i t y  to  n e w  
i n f l u e n c e s  a n d  c a p a c i ty  to  le a r n  a r e  a t  th e ir  p e a k .  D uring  t h i s  p e r io d ,  
t h e y  a c q u ir e  a  v a r ie ty  o f  im p o r ta n t  s k i l l s ,  k n o w le d g e ,  a n d  a t t i t u d e s  t h a t  
w ill a f f e c t  th e i r  a b i l i ty  to  le a rn , th e ir  p e r s o n a l  d e v e lo p m e n t ,  th e i r  
r e la t io n s h ip s  w i th  o th e r s ,  a n d  th e ir  fu tu r e  p a r t ic ip a t io n  in  s o c i e t y .
T h e  le a r n in g  e x p e r i e n c e d  in  K in d e r g a r te n  p r o v id e s  th e  b a s i s  fo r  t h e  
a c q u is i t io n  o f  l i t e r a c y  s k i l l s  ( in c lu d in g  t e c h n o lo g ic a l  a n d  c o m p u t e r  
l i te r a c y ) ,  m a t h e m a t i c s  s k i l l s ,  a n d  s c i e n c e  s k i l l s ,  a n d  p r e p a r e s  t h e m  fo r  
s u c c e s s f u l  le a r n in g  e x p e r i e n c e s  in  la te r  g r a d e s .

T h is  b ill w o u ld  r e q u i r e  t h a t  a ll c h i ld re n  b e  e n ro l le d  in a  k in d e r g a r te n  
p ro g ra m . T h is  le g is la t io n  is  b a s e d  o n  th e  b e l ie f  t h a t  e a r ly  le a r n in g  a n d  
p r e p a r a t io n  fo r  a ll s t u d e n t s  w h o  e n t e r  t h e  f i r s t  g r a d e  s h o u ld  b e  a  m a jo r  
f o c u s .

Senator Bettye Davis

III Sl'>\l<lll 
State C a p ito l 

Juneau. A laska 44801 
<407)4650X22 

F a .v  (l)H71 4650750

ll l l l l f  in Aih lhirni’i' 
716 West -4th A\e. 

Anchorage . A laska 445(11 
(407) 264-0144 

lax: (407) 264-0148
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M ATANUSKA-SUSITNA BO R O U G H  SC H O O L  D IST R IC T  
125 W EST EV ERG REEN  

PA LM ER , ALASKA 99645 
Office of the S uperin tenden t 

Ph (907) 746-9255 fax (907) 745-0194 email: ncheshro@msb.mnt-su.kl2.ak.us

March 29, 2001

Senator Bettye Davis 
Alaska State Legislature 
State Capito l (MS 3100)
Juneau, AK 99801-1182

Dear Senator Davis:

Thank you for addressing the Alaska Association of School Administrators on 
Monday, March 26, 2001. I appreciated hearing your thoughts and concerns 
about accountability and the exit exam. It is encouraging to note that legislators, 
educators, and the general public are all speaking about the importance of 
essential learning for our students. We seem  to disagree only in the 
implementation details. I think the committee substitute for SB 133 goes a long 
way in addressing important issues for students and testing.

I commend your unrelenting support of public education and especially emphasis 
on the importance of early entry into school. As you know, there are many 
children who need the enriched environment of schools to enhance their learning 
potential.

My 26 y ars of service in public education in Alaska convinces me that we have 
a strong school system. I am confident that the joint efforts of legislators,
.uucators, and the public w ill strengthen our work with our children as we ensure 
that all have essential skills while nurturing their individuality.

Sincerely,

Patricia R. Chesbro 
Superintendent

LETTER OF SUPPORT
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