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ABSTRACT

The focus of education policy and reform regarding English Language Learners
(ELL) in the State of Texas and the rest of the nation tends to be more on late elementary
to high school and that time period’s impact. There has been much less study on the
degree of long-term influence of pre-kindergarten programs on ELL student populations
with respect to their English language and literacy needs. The purpose of the study was to
determine whether ELL students who have attended Pre-kindergarten programs achieve
academic success in their native language and English by the critical third- grade year.
Data was collected from low socio-economic, Hispanic, ELL students in Texas who
attended Pre-kindergarten with control data taken from students who did not. The
research data includes information from students’ third grade Texas Assessment of
Knowledge and Skills (TAKS) test scores in English and Spanish, retention rates,
discipline, TELPAS data, special education data, gifted and talented data and attendance
rates. Existing research, along with this study, indicates a positive correlation when ELL
students are exposed to a Pre-kindergarten program.

In twenty-first century America, all possible pathways to ensure students are
prepared for college and career readiness are improved by a strong foundation of skills in
the early years of schooling. This foundation-building is even more important for low

socio-economic, Hispanic ELL students to critically develop as they enter kindergarten.



This study will conclude that a continued, robust, Pre-kindergarten program for
English Language Learners is essential to meet the needs of the fastest growing segment

of the population and set the foundation to meet the goals of college and career readiness.

Vi



ACKNOWLEDGEMENTS

I want to thank the Lord Jesus Christ for giving me the strength, patience, and
wisdom | needed daily to accomplish this goal. | want to thank my mother, who has been
an inspiration in my life and has completely supported me throughout these years. My
mother is my reason for completing this project, she motivated me to continue my
studies. 1 also want to thank my sister Nancy, who has been great support and has
challenged me to continue the learning. | could not have done this without you, having
you as my sister has made it easy. Thank you again for all that you do for me.

I want to thank my friends and my colleagues; you were great support, I also want
to thank my cohort, it was a great opportunity to work with all of you and the memories
we created in China are long lasting memories | will never forget. Our HISD cohort,
Steve, Lupita, Javier, Alvin, Julie, Debbie, and Faviola, it was great to collaborate with
you and Javier thank you for your company and late nights.

The professors at the University of Houston thank you for your understanding
and willingness to work with our schedules, without your support I would not of
accomplished this goal. One great memory | will always have dear in my heart is
attending the educational conference in China, great learning experience. A special
thanks to my chair, Dr. Angus MacNeil, thank you for your guidance it was great
learning from you, my doctoral committee, and Dr. Salazar-Zamora for being part of this

great journey.

vii



Finally, I want to dedicate this to my son Ryan. He is my reason and motivation
to complete what | started. It is never too late to accomplish your goal. You can do

anything you set your mind to do. Thank you for giving me this opportunity.

viii



TABLE OF CONTENTS

Chapter Page
I, INTRODUCTION ...ttt snaa e e e 1
Background of the StUAY ........ccooieiiiie i 1
Statement of the Problem ... 2
PUrpose Of the STUAY ........ocveiiie e 3
Contextual Background and Significance of the Study .............cccccvevvenenee. 5
ReSearch QUESTIONS..........ciiiiiieiie et 5
Definition OF TEIMS.....coiiiie e e 6
Organization Of the STUAY ........cccoiiiiiiie e 11
U 0] 01 ] USSR 11
Limitations of the STUAY..........ccceiriieriie e 11
II.  REVIEW OF LITERATURE. ...ttt 12
History of Early Childnood Programs .........ccccceveiieiininneenesie e 14
Pre-Kindergarten Programs in TeXaS........ccccervrierieenienieneeniesie e 18
Pre-Kindergarten Hispanic StUJeNtS............ccovvreiienenie e 22
Hispanic English Language Learners .........ccocvvereeienerseeniesee e 26
Addressing the Language ISSUE .........cceverrerieneeninie e 30
The Benefits of Pre-Kindergarten Programs..........cccocevveeiienesineneennens 32
The Perry Preschool StUdY..........coiiiiiiieiiicieereceee e 33
The Carolina Abecedarian Study ..........cccooiiiiiiieieiienee e 38
The Chicago Parent Child Center ..........cccoveveieeieiie e 40
Oklahoma’s Universal Preschool Program for Hispanic Children............ 41
Quality Pre-Kindergarten Programs ..........ccccevvvereeieseenesieeseenee e e 45
COMMUNICALION ...ttt bbb 46
Summary of the Review of LIterature ..........ccccovvreiennenieniee e 47
L. METHODOLOGY ..ooiiiiieiiiecit it e e 49



I OAUCTION .ottt e e e e e e e e e e e e e e e e e e e e e e e e e e reeeeeeeeees 49

ParICIPANTS. ...ttt et 49
POPUIALION ... e 50
Kindergarten and Pre-Kindergarten ... 50
PrOGIaAM .. . 50
SAMIPIE. et 51
Data SOUICES .....eeeiiiiiiieiee ettt b et eneas 52
Texas Assessment of Knowledge and SKillS ...........ccccoevviiiiiiiiiciecnnns 53
TELPAS ...ttt 54
StUENt REENTION.......oiiiiiiiiieieiee e 55
Gifted and Talented..........cooviiiiiiii s 55
Special EQUCALION..........ccieieieiiese e 56
ATENAANCE ... 56
DisCiplinary INCIAENTS .........coveiiiieciee e 57
RESEAICN DESION....vviiiieie e es 57
PIOCEAUIES ...ttt bbbt eneas 58
Data COHECHION ....c.eiiiiiee e s 59
Data ANAIYSIS .. eeuveieiiiiieeee e rs 59
SUMIMAIY .ttt ettt ettt b e e b bt et e e sae e e beeanneeneeseneenns 60
IV.  FINDINGS OF THE STUDY ...ooiiiiiiiiie et 61
INEFOTUCTION ...t be s 61
Research QUESLION ONE.........coviiiiieiieciec e 61
Research QUESTION TWO .....cveciviiiieccie ettt 62
Research QUESEION THIEE ......ccviiiie e 65
Research QUESLION FOUT .........ccuiiiviiiiice e 67
Spanish TAKS Reading ......cccoeiveiieieiieie e e ie e 68
Spanish TAKS MathematiCs..........cccccvvvveiiiiieiieii e 69
English TAKS ReAAING.......ccceiieiiiieiiee e 70



English TAKS MathematiCs ..........c.ccovvriiiinienieseeseee e 70

QuESEION NUMDEK FIVE.......ociiiiiiie et 72

SChOOI AEENTANCE ... 72

Student DISCIPIINE ......cviiieieee e 73

Special Education Referrals...........ccooooiiiiiiiii e 74

Student REENTIONS .....c..oiviiiiiiesieseeee e 75

QUESEION NUMDEE SIX...oviviiiiecic e 76

SUMIMAIY .ttt sttt et be e s b b e et e e sae e e beesbr e e beesene e 79

V. CONCLUSION ....coitiiieie ettt bbb 81
IMPHCALIONS. ...t 86

Areas for FUtUre RESEAICH .......c.ooveiiiiiieeee s 89
LIMITATIONS . 94

SUMIMAIY .ttt ettt sb e b b et e e sae e e be e e bneebeesrne e 97
REFERENCES ..ottt bbbttt 100
APPRENDICES ... .ottt et bbb 104
Appendix A. Spanish TAKS Reading Scale Score Analysis................ 106

Appendix B. Spanish TAKS Mathematics Scale Score Analysis......... 108

Appendix C. English TAKS Reading Scale Score Analysis................. 110

Appendix D. English TAKS Mathematics Scale Score Analysis ......... 112

Appendix E. Student Attendance Percentage Analysis ..........ccccccvenins 114

Appendix F. HISD Approval To Conduct Research ...........ccccocevvennnns 115

Xi



LIST OF TABLES

Table Page
4.1 Number and Percentage of LEP students in Kindergarten (2007-2008) ...61
4.2 Number and Percentage of LEP Students in Kindergarten

by Program Type (2007-2008)........cccuererirrieiiiaieseeniesie e 62
4.3 Comparison of Pre-Kindergarten & No Pre-Kindergarten on

LEP Status (2010-2011).......cuvveereereeeeeeeseeeeeeeeeseeesseeeseeeeeseeeeseessseesseeeseeens 63
4.4 Comparison of Pre-Kindergarten & No Pre-Kindergarten on Gifted and

TaleNted STALUS......c.veveeiiieieee s 66
4.5 PK and NPK Spanish Language TAKS Results for Reading

and Mathematics (2011) ...cceoveiieiieie e 68
4.6 PK and NPK English Language TAKS Results for Reading

and Mathematics (2011) ...ccveveiieiiee e 73
4.7 PK and NPK School Attendance Data for 2010-2011..........ccccccvrvrvenrnenn 74
4.8 Number and Percentage of LEP Students in PK and NPK

with Recorded Disciplinary Incidents (2010-2011)........cccceevveververierennn. 75
4.9 Comparison of Pre-Kindergarten & No Pre-Kindergarten

for Special EQUCAtioN STatUS .........cccveveiieiice e 76

4.10 Number and Percentage of PK and NPK Student

Retention Rates (2010-2011) .....ccovviverieeieieerie e e e 78
411 2011 TELPAS Results for PK and NPK Groups........ccccceevververiesivesnenenn 79
4.12 Summary Results of Analyses Comparing PK and NPK Groups.............. 82

xii



LIST OF FIGURES

Figure
1 Percent of State Population Enrolled...........c.ccccoovvieieiiciicciee,
2 State Spending per Child Enrolled...........cccccoovivevviieiiiecisece e,
3 Percentage Growth of Latino Population in Southern States............
4 Sociological Effects of Preschool Programs...........ccccccevevieiveiinnenn
5 Academic Effects of Preschool Programs............cccoccevvveviviicivennenn
6 Effects of the Tulsa Pre-K Program on Hispanics as

measured by the Woodcock-Johnson test and the

W00dCOCK-MUNOZ BALEITA......cveuveviieeieiisiceeeesiees e
7 Effects of the Tulsa pre-k program on Hispanics, by primary

language Spoken at NOME........cccoovviieii e,
8 Effects of the Tulsa pre-k program on Hispanics, by

Parent’s DIrth COUNTIY .......ccovviieii e
9 Effect of Preschool Program on Gifted/Talented Status...................
10 Effect of Preschool Program on Spanish TAKS Passing Rate..........
11 Effect of Preschool Program on English TAKS Passing Rate..........
12 Effect of Preschool Program on Special Education Status...............
13 Effect of Preschool Program on English-Language Proficiency

Xiil



CHAPTER ONE
INTRODUCTION

Background of the Study

In contemporary society, it has become necessary to continue to reform
educational programs to best meet the needs of all students. This is especially critical
with regard to the fastest growing segment of society — Hispanics (U.S. Census Bureau,
2010). The focus of educational reform has been to prepare all students to be college-
and career ready as outlined by the Federal No Child Left Behind Law and on-going
initiatives flowing from the state legislature. Unfortunately, the current, grim, economic
outlook has forced both federal and state governments to adjust funding while leaving
educational mandates in place. Elected officials seem to look for outcomes without
paying attention to the details of how to get there.

As budget cuts loom, it is left to school districts and individual campuses to
tighten their belts in ways that best support their students, addressing unfunded mandates
while paying attention to those “forgotten details.” In this climate of economic
constraints, it is hoped that governments and districts would not cut pre-kindergarten
programs, but instead promote them because research shows how crucially necessary
preschool programs are to the success of children in their future years of schooling.

The fastest growing groups of students in Texas are Hispanic English Language
Learners. They already represent a significant percentage of the students in our urban
public school populations (Texas Education Agency, 2011). Many of these students also

have their limited language proficiency compounded by living in an environment of



poverty or near-poverty. In this environment, they are less likely to receive the preschool
preparation that other children are afforded. Pre-kindergarten programs were originally
developed with the purpose of exposing children with these specific needs to the routines
and structures their environment may not afford them, as well as promoting/exposing
them to much-needed social and oral language development.

Longitudinal research shows that students who attended preschool generally
benefit later in their educational career with lower retention rates, higher attendance rates,
and lower dropout rates than their peers who did not attend preschool (Barnett 1995).
Sturrock (2005) suggests that students who attend pre-kindergarten programs are more
likely to graduate high school and have a better chance at becoming productive members
of society. As federal and state lawmakers are creating policies and deciding budgets,
they must take into consideration if it is wise to cut early childhood programs or continue
to fund and even expand them. This research will conclude that continued, robust, pre-
kindergarten programs for English Language Learners are essential to meet the needs of
the fastest growing segment of the population and set the foundation to meet the goals of
college and career readiness. Should the government decide to cut pre-kindergarten

programs, the result will be a poorer nation.

Statement of Problem

The performance data on the effectiveness of pre-kindergarten programs in the
United States is wanting. The last, major, national, data collection by the National Center
for Education Statistics (NCES) in its seminal report, Digest of Education: 2010, gave a

great amount of data on the general nature of pre-kindergarten but failed to address, in a



significant way, the role of the programs in long-term student success (2010). It also
failed to give data that addressed specifically the impact of pre-kindergarten programs on
English Language Learner success. It is essential to process through the data that is now
available and to continue research in order to give better clarity to the specific needs of
this student group.

Additional research highlighting pre-kindergarten programs for English Language
Learners will (a) help provide opportunities for all students in this demographic to attend
a quality pre-kindergarten program, (b) align components of high quality pre-
kindergarten program with the Texas Pre-kindergarten Guidelines, the Texas Essential
Knowledge and Skills (TEKS), and the new State of Texas Assessment of Academic
Readiness (STAAR) exams in order to impact future student success, (c) improve the
understanding of leaders and stakeholders for the development of policy for maintaining
and improving pre-kindergarten programs, (d) addressing the needs of the fastest,
growing segment of the pre-kindergarten population in Texas, Hispanics, and (e)
disseminating information to decision-makers in Texas school districts and state
government in reference to the importance of all students having the opportunity to attend

a quality, Texas, pre-kindergarten program.

Purpose of the Study

The purpose of this study is to determine whether Hispanic ELL students who
have attended pre-kindergarten programs achieve significant academic benefits in their
native language, as well as English, by their critical third year. Hispanic students now

make up the largest and fastest segment of elementary school students in Texas (Texas



Education Agency, 2011). Large portions of these students are also English Language
Learners (ELL) and they also tend to fall into the low socio-economic section of the
demographic. With the continued push for accountability and subsequent data driven
decision making with regard to “Best Practice Programming,” it is important for this
study to determine whether Hispanic ELL students in Texas benefit from attending pre-
kindergarten programs.

In 2001, Texas developed the high-stakes assessment system known as the Texas
Assessment of Knowledge and Skills (TAKS) test. Beginning in the 2002-2003 school
year, TAKS required a level of achievement at three grade levels, third and eighth as a
promotion standard and eleventh grade as a graduation standard (TEA, 2011). In the
2012-2013 school year, a new assessment, STAAR, will replace TAKS; however, a
continuation of promotion and graduation standards will exist. This new assessment will
require greater rigor in regard to student performance. In light of these high standards, it
is essential that educators and decision makers understand the importance of early
intervention for students that are at-risk for failure in schools. The purpose of this study,
therefore, was to determine if the intervention of an effective pre-kindergarten program
for preschool, Hispanic ELL students positively impacted third grade academic
achievement as measured by TAKS, TELPAS, retention rates, special education, gifted
and talented and attendance rates. To determine this impact, the performance of third-
grade, Hispanic ELL students who attended pre-kindergarten in a large, urban, school
district in Houston, Texas, was compared to students in the same schools who did not

attend pre-kindergarten.



Contextual Background and Significance of the Study

We are in an educational crisis. With the imposing of No Child Left Behind
standards, the public school system has gone from little to no accountability to an
extremely high level of accountability. With the budget crises and shortages of funds, it
has become necessary to cut certain programs. The focus of this dissertation is to look at
the research that supports the need for pre-kindergarten programs. Early Childhood
Programs being cut would impact English Language Learners the most because they are
at the most disadvantage in language and reading. We need to educate parents, especially
parents of English Language Learners, on the importance of sending their children to pre-
kindergarten and the significant impact.

In times of economic crisis, it is the expected path to tighten the proverbial purse-
strings and consider what is needed most to survive. In turn, decisions are made to “do
without” certain, less important things. The “importance” of a pre-kindergarten
education is called into question as our nation’s public school systems face significant
budget cuts. With the influx of immigrants and the rise in the Hispanic population,
English Language Learners constitute a growing percentage of students in our urban
school districts; it is this group of students who will suffer the greatest impact from the

loss of a quality, early childhood, educational experience.

Research Questions
Further clarification of the problem is achieved by considering the following

research questions:



1. What percentage of ELL students eligible for pre-kindergarten are actually

enrolled in pre-kindergarten programs?

2. Were there any notable trends which distinguished those ELL students who

participated in Pre-kindergarten and those who did not?

3. Did Pre-kindergarten participation have an increase on the number of students

qualifying for gifted and talented?

4. Did Pre-kindergarten participation have an increase on student achievement as

measure by the Spanish and English-language TAKS tests?

5. Did Pre-kindergarten participation have an increase on school attendance,

disciplinary incidents, special education referrals or retentions?

6. Did Pre-kindergarten participation have an increase on student achievement as

measured by the TELPAS test?

Definitions of Terms

Findings of this study are to be reviewed within the context of the following

definitions of operational terminology:

Academic Excellence Indicator System (AEIS): The AEIS is a report released by
the Texas Education Agency (TEA) in the fall of each school year. It contains
information submitted by school districts through the Texas Public Education
Information Management System during the previous year. The information

contained in the AEIS relevant to this study are the achievement scores of



students on the Texas Assessment of Knowledge and Skills (TAKS) by grade

level, gender, socio-economic status, and Limited English Proficiency.

Chancery: Is the term used to describe the district’s web based student

information system designed to store and maintain student information.

English Language Learner (ELL): Is a term used to describe a student whose
native language is other than English and has not met the criteria for being
classified as English proficient. This term is often used in the literature in lieu of
Limited English Proficient. For the purposes of this study, English Language
Learner has been used.

Gifted and Talented (GT): The term gifted and talented means a child or youth
who performs at or shows the potential for performing at a remarkably high level
of accomplishment when compared to others of the same age, experience, or
environment and who exhibits high performance capability in an intellectual,
creative, or artistic area; possesses an unusual capacity for leadership; or excels in

a specific academic field.

Hispanic or Latino: is a term used to describe persons who trace their origin or
descent to Mexico, Puerto Rico, Cuba, Spanish speaking Central and South

American countries, and other Spanish cultures.

Limited English Proficient (LEP): LEP is a term used to describe a student whose
native or dominant language is other than English and who has yet to meet the

criteria for being classified as English proficient. While the term English



Language Learner was often used in the literature in lieu of Limited English
Proficient, TEA continues to use the latter. For the purposes of this study,

English Language Learner has been used.

Low Socioeconomic Status (low SES): is an economic and sociological combined
total measure of a person's work experience and of an individual's or family’s
economic and social position relative to others, based on income, education, and
occupation. When analyzing a family’s SES, the household income, earners'
education, and occupation are examined, as well as combined income, versus with
an individual, when their own attributes are assessed. For the purposes of this
study, student’s with low SES are defined as meeting the requirements of the
National School Lunch and Child Nutrition Program for either free or reduced

lunch.

No Child Left Behind (NCLB): Is an act passed by congress in 2001. The Act
requires states to develop assessments in basic skills to be given to all students
including special education students and students from disadvantaged
backgrounds. The law is written to require 100% of the students to reach the

same set of state standards in math and reading by 2014.

Public Education Information Management System (PEIMS): PEIMS is a state-
wide data management tool for public education information in the State of
Texas. Information such as district organization, finance, staff, and student

demographic data can be accessed from this database.



Pre-kindergarten Students: in Texas a Pre-kindergarten student is no more than
age four by September 1 and defined by their eligibility based upon the following
criteria: (1) is unable to speak and comprehend the English language; or (2) is
educationally disadvantaged; or (3) is homeless, as defined by 42 U.S.C. Section
1143a, regardless of the residence of the child, of either parent of the child, or of
the child’s guardian or other person having lawful control of the child; or (4) is
the child of an active duty member of the armed forces of the United States,
including the state military forces or a reserve component of the armed forces,
who is ordered to active duty by proper authority; or (5) is the child of a member
of the armed forces of the United States, including the state military forces or a
reserve component of the armed forces, who was injured or killed while serving
on active duty; or (6) is or ever has been in the conservatorship of the Department
of Family and Protective Services following an adversary hearing held as

provided by Section 262.201, Family Code.

Second Language Acquisition: This term refers to students who are learning a
second language in addition to their native language. These students have been
identified as second language learners after completing a home language survey
and being assessed using a language proficiency test. These students receive

instruction in their native language and in the second language.

Socio-Economic Status (SES): This term identifies the current level of income to

determine eligibility for free, reduced or full price meals under the National
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School Lunch and Child Nutrition Program and other public assistance. This

status is determined by providing income documentation.

Special Education: Special education is a term used by the federal law to describe
specially designed instruction that meets the unique needs of a child who has a
disability. These services are provided by the public school system and are free of

charge. They can include mental, physical, behavioral and emotional disabilities

State of Texas Assessments of Academic Readiness (STAAR): This term refers
to the criterion referenced test that will replace the TAKS test in Texas. Students
will test in grades 3-8. At high school grade-specific assessments will be
replaced with 12 end-of-course (EOC) assessments: Algebra I, geometry, Algebra
I, biology, chemistry, physics, English I, English 11, English 111, world

geography, world history, and U.S. history beginning in the Spring 2012.

Texas English Language Proficiency Assessment System (TELPAS): This term
refers to the assessment that evaluates the progress that limited English proficient
(LEP) students make in learning the English language.

Texas Assessment of Knowledge and Skills (TAKS): This term refers to the
criterion-referenced test administered to students in grades 3-11 from 2000-2011
in Texas. It assessed students in the areas of reading, language arts, math,
writing, science, and social studies. It provided data necessary for student
promotion at grades three and eight and exit level at grade eleven. For the

purposes of this study the grade three reading test is of greatest import.
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e Title I: This term set by the federal government provides financial assistance to
the state agency’s to meet the needs of educationally at-risk students. The funds

are to supplement additional instructional services and activities.

Organization of the Study

The study is organized in five chapters. Chapter 1 presents the Introduction to the
study which includes the following: (a) Statement of the Problem, (b) Purpose of the
Study, (c) Significance of the Study, (d) Research Questions, (e) Assumptions and
Limitations of the Study, and (f) Definitions of Key Terms.

Chapter Two presents the Review of Literature; Chapter Three will discuss the
methodology of the research. Chapter Four will present the findings. Conclusions,
Implications, Areas for Future Research, Limitations and Summary will be presented in

Chapter Five.

Assumptions

The findings of this study have been preceded by the following assumptions:

e The researcher was impartial and objective in the analysis of the data.

e The methodology proposed and described offers the most logical and appropriate

design for this particular research project.

e The interpretation of the data accurately reflects that or which it was intended.

Limitations of the Study

The findings of this study were limited by the following:
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The scope of the study was limited to the information and data acquired from the
literature review, TAKS results, and other relevant data.
The findings of this study may not be generalized to any other group other than

the selected public elementary schools in Houston, Texas.



CHAPTER TWO

REVIEW OF LITERATURE

Learning experiences of the preschool years provide a foundation that guide
children academically, socially, and emotionally. High-quality pre-kindergarten
programs are essential to all students. The growth in public, preschool education is based
on research that shows high-quality pre-kindergarten has a positive effect on children’s
chances of succeeding in school and life (Ainsworth & Laosa, 2007). Studies also show
that high-quality pre-kindergarten increases a child’s chances of success in kindergarten
and in life (Barnett 1995; Andrews & Slate, 2001; Currie & Thomas, 2000; Neuman,
2003).

This chapter presents a review of literature as it pertains to the impact of pre-
kindergarten programs on Hispanic English Language Learners. The literature will be
reviewed in the following areas: (a) history of early childhood programs; (b) Pre-
kindergarten program in Texas; (c) Pre-kindergarten Hispanic students; (d) Hispanic
English Language Learners; (e) Addressing the language issue; (f) The benefits of Pre-
kindergarten programs; (g) The Perry Preschool Study; (h) The Carolina Abecedarian
Study; (i) The Chicago parent child center; (j) Oklahoma’s universal preschool program
on Hispanic children; (k) Quality Pre-kindergarten programs; (I) Communication; (m)
Summary of the review of literature.

In an age of increased accountability, educators and policymakers know the
benefits of early childhood programs and the return they have on the economy. Pre-

kindergarten classrooms today are filled with children who bring a variety of unique
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experiences — socioeconomic backgrounds, cultures, and languages other than English
(Jones, 2001). As we continue to educate all children, one must continue to ensure all
have equal access to educational opportunities. Through high quality, early childhood
programs, there are many benefits for all linguistically- and culturally-diverse students to

have an opportunity to close the achievement gap before it starts to widen.

History of Early Childhood Programs

Historically, young children in America have always been provided opportunities
to participate in educational programs (Spring, 1994). During the colonial era, if schools
were available, families sent their youngest children to school (Spodek, 1988). The
Puritans believed children should learn to read the Bible as soon as possible; therefore,
children were taught to read when they were three or four years of age (Andrews & Slate,
2001). With the influence of the European culture, Spring (1994) also noted that
American schools began early childhood education in the late 19th century. Over the
years, many schools across the country established public and private schools offering
many young children an opportunity to learn. Soon after the turn of the century, primary
schools — currently known as public schools — established instructional standards for
reading, writing, and mathematics. Dewey (1956) noted that many children attending the
schools started to read and write at age three or four and began instruction at age five or
SIX.

In 1828, The Boston Infant School opened in Boston, Massachusetts; it was
considered the country’s first day care center where children between the ages of 18

months and four years of age had an opportunity to learn (Andrews & Slate, 2001). The
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purpose of the Boston Infant School was to enable mothers to work and provide more of
a school setting for the children other than being at home. The school was created to
follow the same model as many schools in England. The model duplicated infant schools
in Scotland that were developed by Robert Owen, a Welsh educator (Spodek & Saracho,
1994). Infant schools established in Scotland were for children 2 to 6 years of age whose
mothers worked in factories. While the mothers were working, children received moral
and literary instruction (Spodek & Saracho, 1994).

In 1854, nurseries arrived in New York where they were established for children
of the poor (Andrews & Slate, 2001). In addition to providing learning opportunities for
children, they provided resources for the parents such as employment, hygiene, and
parenting skills. According to Andrews & Slate (2001), the schools continued to grow
and full expansion flourished in the 1880s and 1890s when many European immigrants
were arriving in American. By 1898, 175 nurseries were in existence (Spodek &
Saracho, 1994). Consequently, you currently find nursery schools across the United
States providing early childhood learning opportunities to children way before they enter
a traditional school program.

In 1860, a philosopher and educator named Fredrick Frobel created the first
kindergarten program (Nichols, 2008). According to Irene Lilley (1967), Frobel’s
foundational approach allows the child to be led by his or her own interests and to freely
explore them. The teacher's role, therefore, is to guide rather than lecture. Nichols (2008)
suggests that Froebel designed a program to meet each child's need for physical activity;

and, more specifically, the development of sensory awareness and physical dexterity. In
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addition, Nichols (2008) also noted that these program considerations should also account
for various more abstract concepts, such as development of creative expression, the
exploration of ideas and concepts, the pleasure of singing, the experience of living among
others, and the overall satisfaction of the soul.

Froebel's instructional program also featured games, play, songs, stories, and
crafts to stimulate imagination and develop physical and motor skills (Nichols, 2008).
Much like current early childhood programs, the materials in the room were divided into
two categories, the first being objects that were fixed in form such as blocks. The purpose
was that in playing with the object, the child would learn the underlying concept
represented by the object. The second category was by occupations which allowed more
freedom and consisted of things that children could shape and manipulate such as clay,
sand, beads, and string. There was an underlying symbolic meaning in all that was done
(Nichols, 2008). Froebel’s thinking influenced Germany and shortly it traveled to the
United States.

As Froebel’s programs integrated into American mainstream culture, his way of
thinking influenced many early childhood education programs. More specifically,
Froebel demonstrated a belief that kindergarten programs should include activities for
self-development and socialization. In contemporary society, numerous programs
continue to practice his philosophical viewpoints on early childhood programs. Over the
years, many early childhood programs have continued to grow in numbers within the
United States. However, many kindergarten programs are very much like they were

when they first started.
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Nurseries continued to grow and expand throughout the United States. In the
1960s, the federal government got involved with the Economic Opportunity Act (EOA)
of 1964 and the Elementary and Secondary Education Act of 1965 which were part of
President Lyndon B. Johnson's War on Poverty. The acts were created to bridge the gap
between poverty and middle class and to provide individuals with opportunities for
training and work (Andrews & Slate, 2001). Shortly after this was created so was the
passing of special education legislation that included early childhood education. In 1986,
the passage of Public School Law 99-457, a mandate for free and appropriate public
education for preschool children ages three to five with disabilities increased the number
of students attending pre-kindergarten (Andrews & Slate, 2001).

As the government continued its focus on early preschool many programs were
created to assist the growing number of low-income families. States were investing in
early education in the interest of helping preschool children succeed in school. Many
programs such as Head Start began to create major changes in the early childhood
programs. Head Start is an American preschool program for poor three- and four-year-old
children. The program began in the 1960s as part of President Johnson’s “War on
Poverty.” The goal of the program is to ensure poor children close the gap by the time
they reach kindergarten. Head start provides services such as meals, medical services
and parent trainings. Head Start services are designed to be responsive to each child’s
ethnic, cultural and linguistic heritage (Ainsworth & Laosa, 2007).

As the growing need for effective early childhood programs continues to grow,

many states continue to offer programs such as private pre-kindergarten, public
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kindergarten, half-day, full-day, and tuition-based programs. Other approaches found in
some states include grant-based programs such as Head Start and Even Start. In addition,
several states take advantage of the Race to the Top grant to provide an additional focus
on effective early childhood programs. Regardless of which program states offer, pre-

kindergarten programs are needed for all children.

Pre-Kindergarten Programs in Texas

Across the United States, many educators see the benefits of early childhood and
are making efforts to create programs. In 1984, with the passage of House Bill 72, Texas
became one of the few states that offered a pre-kindergarten program (Texas Education
Agency, 2011). For instance, Texas continues to emphasize the greater need for pre-
kindergarten programs for our children. As a result of this, the number of enrolled Texas
pre-kindergarten students increased from 200,529 to 214,694 in one year see figure 1.
(Texas Education Agency, 2011) . In Texas, the term Pre-kindergarten is associated with
enrollment in a structured learning center — for one or two years — that is associated with
a K-12 school system. Knowing that pre-kindergarten programs were designed to help
raise awareness during the preschool years and to develop the skills they need to be
successful, much of the emphasis within these programs are language development,

mathematics, social skills, and cognitive skills.
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PERCENT OF TEXAS POPULATION ENROLLED
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Figure 1. Percent of Texas population enrolled. This figure illustrates the state Texas

percentages for four- and three-year-olds enrolled in pre-kindergarten programs.

Texas, like many states, funnels its public dollars to half-day or full day pre-
kindergarten programs. Public school pre-kindergarten programs are reserved for three-
year-olds and/or four-year-olds who meet specific eligibility criteria. In addition, children
who meet eligibility guidelines for at-risk children have an opportunity to participate in
pre-kindergarten programs. In order to participate in pre-kindergarten programs, Texas
families must meet at least one of the following criteria:

e Be unable to speak or comprehend English

e Be educationally disadvantaged (eligible to participate in the national free or

reduced-price lunch program)

e Be homeless

e Be inactive service in the military / military duty
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e Be or have been in foster care

Furthermore, pre-kindergarten programs may charge parents who do not meet the
qualifications. In regards to programming, many Texas school districts have not
established a student-to-teacher ratio for pre-kindergarten children; however, the state
recommends a student-to-teacher ratio of 22:1.

Over the years, the legislature has added many expansions that allow for
exceptional programming. Texas currently has 763 districts offering pre-kindergarten
programs and more than 214,000 students enrolled during the 2009-2010 school year
(Texas Education Agency, 2011). State funding is delivered through the Foundation
School Program that is calculated and distributed on the basis of the district level average
attendance. According to the Texas Education Agency, the ADA averaged $3,686 per

eligible student totaling an estimated $702.5 million see figure 2 (2011).

TEXAS SPENDING PER CHILD ENROLLED
(2010 DOLLARS)

$3,944

$3,660 ¢3515 $3,710 $3.794  $3 686
[ $3,298 $3,038 $3,117

2002 2003 2004 2005 2006 2007 2008 2009 2010

Figure 2. Texas spending per child enrolled. This figure illustrates the Average Daily

Attendance per pupil spending on pre-kindergarten programs from 2002-2010 in Texas.
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In addition to state funding, school districts may also draw from many different
sources to be able to provide additional funding sources such as title funds. These funds
allow schools to offer a full day program or programs to three-year-olds. Moreover, some
Texas schools partner with local Head Start programs providing more opportunities for
Texas children to experience effective programming.

As part of the quality standards recommended by the National Institute of Early
Education Research, Texas ensures that these standards are implemented in their pre-
kindergarten programs. For example, teachers must hold a bachelor’s degree and
certification in the area of early childhood education (Texas Education Agency, 2011).
In an effort to support teachers and ensure the implementation of rigorous, yet
developmentally appropriate programs, Texas established the Pre-kindergarten
Guidelines — a set of essential knowledge and skills that outline the instructional
expectations within pre-kindergarten programs (Texas Education Agency, 2011). These
guidelines focus on five domains such as social emotional development, language,
communication, emergent literacy, writing, and mathematics. The purpose for having the
guidelines was to ensure that everyone in Texas followed and understood the specific
outcomes that are required in Texas pre-kindergarten classrooms.

In an effort to measure the effects of pre-kindergarten programs, all participating
students will be assessed at the beginning, middle, and end of the school year. This data
will drive instructional decisions and help identify if interventions are necessary. This
data also provides parents with an idea of how their children are progressing towards

entrance into kindergarten programs.



22

Pre-Kindergarten Hispanic Students

Hispanics are now the largest minority segment of the national population, and
the proportion of Hispanics among the nation’s children is expected to grow rapidly
(Hernandez & Jacobson, 2008). As members of the largest group of minorities in the
United States, Hispanic children face many educational deficits (Gormley, 2008). More
specifically, language tends to be a significant deficit, especially for children who speak
Spanish as their primary language; for these children, school becomes a challenge
(Gormley, 2008). Due to language barriers, Ainsworth and Laosa (2007) noted that
Hispanic children are less likely to enroll in pre-kindergarten programs; therefore,
Hispanics are less likely to begin school with the readiness skills needed for reading,
writing and math. Due to the lack of high quality, affordable programs in Hispanic
communities, Hispanics attend preschool and early learning programs in much lower
proportions than do Whites and African Americans (Ainsworth and Laosa, 2007). This is
exacerbated by program schedules that often do not meet the needs of working parents.
Programs that are more suitable to the needs of English learners and of high quality will
result in greater Latino participation (August & Shanahan, 2006).

The educational outcomes of Hispanic students in U.S. schools lag, on average,
well behind those of non-Hispanic Whites and Asians, and in some cases, behind those of
non-Hispanic Black students as well (Fry, 2003, National Center for Education Statistics,
2003). For example, Hispanic children have lower levels of school readiness at the start
of kindergarten than White and Black children (Fry, 2003). High school completion rates

for Hispanic students are substantially lower than either White or Black students (Vernez,
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Georges, and Lee Mizell, 2002). Likewise, Hispanic students are less likely than White
students to attend and graduate from college (Vernez, Georges, and Lee Mizell, 2002),
and more likely to be enrolled in two-year colleges than four-year colleges (Pew Hispanic
Center, 2004).

Hispanic students in early childhood education make up the largest and most rapid
growing group (Garcia & Gonzales, 2006). In the United States, Hispanics continue to
underperform their grade-equivalent peers from other racial groups. From this research,
it is evident that many Hispanic children enter school well behind their non-Hispanic
counterparts, achieve at lower levels throughout school, and graduate at lower rates
(Ainsworth & Laosa, 2007). Furthermore, Hispanic children under five-years-old
constituted over 4 million or 21% of the US population in this age (Buenafe, 2011). The
largest percentage increases in the Hispanic population during the last ten years have
occurred in the South (North Carolina, 394 percent; Arkansas, 337 percent; Georgia, 300
percent; Tennessee, 278 percent; South Carolina, 211 percent; and Alabama, 208 percent

(see Figure 3) (Buenafe, 2011).
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Percentage Growth of Latino Population in Southern
States
1990-2000
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Figure 3. Percentage growth of Latino population in southern states (1990-2000). This
figure illustrates the Latino population in North Carolina, Arkansas, Georgia, and South

Carolina from 1990-2000.

However, as the population distribution increases, we will continue to see
Hispanics moving all over the country to the Midwest and Southeastern states.

Many Hispanic families live in poverty with parents who have not had any type of
formal education (Garcia & Gonzales, 2006). The challenges of living in poverty make it
more difficult for many families to attend quality pre-kindergarten programs. According
to Denton & West (2002), a federally funded study showed that Hispanic children enter
kindergarten well behind their non-Hispanic peers. Additionally, a study conducted by
the U.S. Department of Education, 75 percent of White children could recognize letters in

the fall of their kindergarten year while only about half of Hispanic children could do so
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(Denton & West, 2002). These patterns of disparities occurred in other measures as well,
including math skills. While Hispanic children made substantial progress in reading and
math by the end of first grade, they continued to lag in acquiring skills considered
essential to early reading and math development (Ainsworth & Laosa, 2007). Therefore,
more Hispanic students are more likely to be behind in school and most likely to
experience home language disparities.

On the contrary, children who do attend pre-kindergarten programs are more
likely to have a more positive impact on school (Ainsworth and Laosa, 2007). Effective
pre-kindergarten programs provide children from poverty an opportunity to be exposed to
early learning. However, families face several challenges such as financial, linguistic,
and educational barriers to enrolling their children. These barriers might even cause
immigrant families to be less likely to attend preschool programs. Due to funding from
the federal government, Denton and West (2002) followed a national sample of children
from the start of kindergarten through the fifth grade. From this research, they observed
that Hispanic students entered kindergarten with less competence than Whites in
foundational mathematics and reading knowledge and skills. Denton and West (2002)
also found that at age five, even English-proficient Latino children are typically about
three months behind white children in their pre-reading skills. In the fourth grade, Latino
children are still scoring lower than White children in reading. Research suggests that
states should expand and offer pre-kindergarten programs to Hispanic families so that
children have more opportunities to attend pre-kindergarten programs (Hernandez &

Jacobson, 2008).
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Hispanic children who have an opportunity to attend effective, pre-kindergarten
programs have an opportunity to enhance their chance for future development by learning
language, social and practical skills in preschool settings (Ainsworth and Laosa, 2007).
For many of the poor, Hispanic children, preschool helps offset the social, emotional,
physical, and cognitive challenges. It also helps those who speak little or no English and
gives them an opportunity to continue their bilingual education (Garcia & Gonzales,
2006).

Hispanic English Language Learners

According to the United States Census (2010), there were 50.5 million Hispanics
in the United States, which composed 16 percent of the total population. The Hispanic
population increased by 15.2 million between 2000 and 2010, accounting for over half of
the 27.3 million increase in the total population of the United States (United States
Census, 2010). From these statistics, one might identify that Hispanics are the fastest
growing minority group in the United States.

The State of Texas experienced, for the first time, a shift from a minority to
majority state with over 50 percent of the population belonging to a minority group —
Hispanics. In a decade, Texas saw a growth from 48 percent of the minority population
rise to a current holding of 55 percent (United States Census Bureau, 2010). In regards to
how this growth impacts education in Texas, the number of students receiving bilingual
or English as a Second Language instructional services increased by 56.5 percent over the
same year, and the number of students identified as Limited English Proficient (LEP)

grew by 47.1 percent (Texas Education Agency, 2011).
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The fundamental principles underlying the No Child Left Behind (NCLB) Act of
2001 focus on high standards of learning and instruction with the goal of increasing
academic achievement in reading and math in particular within all identified subgroups in
the K-12 population. One of these subgroups is the growing population of English
Language Learners (Flynn & Hill 2005, ). Consequently, NCLB has increased awareness
of the academic needs and achievement of ELLSs as schools, districts, and states are held
accountable for teaching English and content knowledge to this special and
heterogeneous group of learners (Flynn & Hill 2005).

According to United States Census Bureau (2010), English Language Learners
are the fastest growing group among the school-aged population in this nation. In 1990,
approximately 2 million public school students (or one of every 20 students) in grades K-
12 were ELLs. Today, however, there are over 5 million ELLSs, which constitute one in
nine public school students in K-12. To highlight the significance of this demographic
shift, the 150% increase of ELLs has occurred during a period when the overall school
population has increased by only about 20% (Goldenberg, 2010).

As population growth continues to expand, the ELL population is estimated to
reach numbers exceeding 9.9 million students. Such substantial increases in student
demographics will only exacerbate the challenges already faced by educational systems
across the nation, particularly with regard to ELL support, remediation and intervention.
More specifically, if proper and necessary recourses are not provided, ELL students’
language development will have potentially disastrous effects upon their cognitive and

social development. It is important to note that bilingualism can be developed most
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effectively during students’ critical early years of education; moreover, children who
enter kindergarten proficient in two languages have a much better trajectory (Garcia &
Gonzales 2006).

Researchers have concluded that English Language Learners who attend primary
school are more likely to have higher rates of literacy, which subsequently leads to higher
academic achievement, higher graduation rates, and lower grade retention rates as a result
(Barnett, 1995). In addition to this, research also indicates that children who are enrolled
in a quality pre-kindergarten program have greater amounts of time invested in the
language-learning process (Ainsworth and Laosa, 2007).

In Texas, the Pre-Kindergarten Limited English Proficiency (Pre-K LEP) program
was created to address the educational needs of English language learners (ELLS)
enrolled in preschool. According to the Texas Education Agency (TEA), the goal of this
particular program is to implement successful multi-age programs serving pre-
kindergarten children (i.e., three-, four-, and five-year olds) that prepare ELLSs for success
in school. As specified in the related Texas Education Agency statute, the Pre-K LEP
program must provide opportunities for the acquisition of English while supporting a
child’s first language through the provision of social services, appropriate training and
modeling, and research-based curricula and supplies to enhance the development of both
languages. Furthermore, the statute mandates that instruction be provided in both
languages so children can learn concepts in the language they understand while
developing their English skills (Texas Education Agency, 2011). While many states like

Texas offer a Pre-kindergarten program for English Language Learners, many Hispanics
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fail to enroll their children

It is critical for school districts to make an effort to enroll families in pre-
kindergarten programs, such as Head Start programs. It is of critical importance that
school districts and campuses recognize, and respond appropriately, to the fact that the
Hispanic demographic is experiencing exponential growth. Hence, the growing numbers
of ELLs, and the unique challenges they face, is directly proportional to the growth of the
Hispanic demographic as a whole. It behooves individual states, therefore, to adopt both
urgent and proactive measures.

Much research shows that the academic achievement gap for young Latino ELLs
is especially challenging. According to Espinosa (2008), for example, ELLs can be
subject to significant learning gaps beginning at Kindergarten , which then often persists
throughout the remainder of their school years. In a large national study, low-income
Hispanic children scored more than half a standard deviation below the national average
in math and reading achievement at the point of kindergarten entry (Barnett, 2006).

Unfortunately, when compared to their English-speaking counterparts, the
educational journey for many non-native, English-speaking students results in persistent
achievement disparities related to substantially lower levels of academic achievement,
high school completion, as well as college enrollment rates (Espinosa, 2008). Thus,
providing these students with an early foundation in school-readiness skills is crucial to
improving their educational experiences and reducing their risk of dropping out of school
(Texas Education Agency, 2011). This need for quality, early childhood, educational

intervention becomes more crucial when viewed with respect to recent demographic
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trends. Hispanics, now the majority-minority student group in the state must proactively
attain a wide range of educational services.
Addressing the Language Issue

As the Hispanic population in the United States is growing at a rapid pace,
language presents itself as a barrier to many Hispanic children who do not speak English.
Children who are English language learners face the challenge of learning the content
while learning the academic language needed to be successful. NCLB the federal
governments education reform act focuses attention on closing the achievement gap
between all sub- groups, including Hispanics. To ensure Hispanics are meeting the
standards and mandates of NCLB, high quality Pre-Kindergarten is critical. According to
the Supreme Court’s 1974 decision of Lau v. Nichols, states are constitutionally obligated
to provide non-English speaking students with an opportunity to participate in public
education programs. This makes it difficult for policy makers and educators to address
both the legal and educations requirements of English language learners (Ainsworth and
Laosa, 2007).

The discussion of bilingualism or bilingual education can be misunderstanding
and controversial too many. A review of research indicates that bilingual children often
have higher levels of academic achievement. Further research has shown that
bilingualism can be beneficial for children’s’ feelings of self worth (Patton 1997).
According to Hakita (1986) school systems historically have encouraged English
language abilities to the neglect of a child’s home language. Proponents of the bilingual

approach, in which children are taught in their home language, emphasize that linguistic,
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cognitive and social development are interrelated and proceed simultaneously. Wong
(1991) believes that children are faced with a language in the preschool classroom with
which they are not yet conversant are more likely to fall behind or may lose their first
language. Research has found that high quality bilingual preschool programs where
teachers use the first language as a strategy for native language support promote
development in both languages rather than impeding growth in the first language.

The goal of bilingual Pre-kindergarten programs is to help young children
develop their first language skills as fully as possible, while also helping them learn
English. States and school districts have adopted a variety of approaches to educate their
English language learners pre-kindergarten children. In general there are different types
of programs for English language learners: first language classrooms, bilingual
classrooms, which include two way dual language and English language classrooms
(Garcia, Gonzales, 2006).

August and Shanahan (2006) found that in one analysis of 11 studies comparing
bilingual programs with English only programs, ELL children in elementary schools who
attended two years of bilingual programs were found to perform at the 34th percentile.
Other studies conducted found that teaching academic skills such as reading in the first
language is more effective in the terms of second language achievement than simply
immersing children in English (August, Shanahan 2006).

Research on early childhood programs indicate the value of native language.
Many bilingual approaches have been developed as a means for the academic

achievement of English language learners where bilingual teachers must be fluent in two
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languages. This approach has been proven successful in many states. NIEER conducted
a study where students who spoke Spanish and English made substantial gains. The
study was randomized in which some children were assigned to a two way dual language
bilingual program and the others attended an English immersion program. The students
who received both languages and children in the immersion program both made strong
gains on English language measure of achievement. The Two Way children made gains
on Spanish language acquisition, while their peers lost ground on Spanish language age
norms. The program also had Spanish support for ELL students, which was proven
successful.

While there is much debate on bilingual programs for early childhood students,
English only policies for preschool children lack the research. To the contrary research
finds that there are advantages to other approaches. It is important that strong research on
language of instruction be undertaken at the preschool level since much of what we know
is based on research practices. Studies do indicate that children who do attend Pre-
kindergarten learn language, social skills, and practical skills that enhance their chances
for future achievement. Culturally and linguistic strategies are needed to ensure all

children are successful regardless of their background.

The Benefits of Pre-Kindergarten Programs

Longitudinal intervention studies demonstrate the long-lasting, positive influence
of quality, pre-kindergarten education. For instance, such research suggests that children
who begin formal learning with strong emergent, literacy skills typically read earlier,

more frequently, and are better able to develop appropriate reading strategies as a result
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(Texas Education Agency 2011). Therefore, the development of these skills
portends future literacy comprehension abilities; yet, more globally, they also provide the
very foundation for future learning and academic experiences (Ainsworth and Laosa,
2007). Many studies continue to show the benefits of attending preschool. In fact,
numerous states have conducted studies indicating that pre-kindergarten programs help
children perform better throughout their school careers, which can subsequently lead to
positive, synergistic economic benefits as a corollary. According to Ainsworth and Laosa,
Hispanic children who attend high quality programs have the potential to increase high
school graduation rates, grade retention and reduce involvement in crime and
delinquency. Thus, when provided the appropriate, well-tailored and early academic
support, ELL students (or any non-native, English-speaking student for that matter) can
be empowered to overcome significant sociological barriers, and subsequently bridge
academic performance gaps between their English-speaking peers.

Long terms studies have described a number of high quality, preschool programs
that have signaled positive outcomes for students well into adulthood. For instance, The
Perry Preschool Program, and the Abecedarian Project, have both demonstrated a variety
of positive outcomes in the lives of young children growing up in poverty. The Perry
School Program started in Michigan and was one of the first pioneering studies to
measure the effects of preschool programs upon students.

The Perry Preschool Study
The Perry preschool study, which employed an experimental research design, was

developed by David Weikart in the early 1960s. The study was initially created in
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partnership with a public school to initially help children with low 1Q measures. The
project was created for 3- and 4-years-old children to observe whether there were
differences in the scores of the children who did and did not attend preschool programs.
In terms of overall scope, this was the first longitudinal research study that would attempt
to track students’ performance well into the future to determine programmatic success.
Specifically, the experimental design study examined African Americans with low
socioeconomic status. According to Schwinhart (2003) children were randomly divided
into groups, a group who received a high-quality preschool program and a group who
received no preschool program. The data was collected for both groups at different times
annually from ages 3 through 11, and at ages 14, 15, 19, 27, and 39-41. After each
checkpoint the data was analyzed and recorded. Then, researcher used the 1Q test
Stanford Binet Test to assess students’ intellectual performance (Schwinhart 2003).

The final results of this particular study were astonishing: Simply stated, the
children demonstrated higher scores early on. Of the many students tracked throughout
this 38 year process, the results showed that those students who received the preschool
treatment were less likely to be placed in special education and less likely to be retained.
The results of the study also lead to significant changes in the way education—early
education in particular—was perceived. The study shows that a high quality program for
young children living in poverty, over their lifetimes, improves their educational
performance, contributes to their economic development, helps prevent them from
committing crimes, and provides a high return on taxpayer investment (Schwinhart,

2003).
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According to Schwinhart (2003), the program yielded public benefits of $105,324
per participant—a cost-benefit ratio of 7.16 to 1. In order of magnitude, the sources of
benefits per participant were as follows:

e $68,584 saved by the potential victims of crimes never committed, based on

the typical in-court and out-of-court settlements for such crimes;

e $15,240 in reduced justice system costs;

e $10,537 brought in by increased taxes paid due to preschool program
participants’ higher earning potential later in life;

e Despite increased college costs for preschool-program participants, schools
themselves saved $7,488 in education-related expenditures, which was due
primarily to the reduced need for special education and remediation services
and despite increased college costs for preschool-program participants;

e $3,475 in reduced welfare costs. (Schwinhart, 2003)

In lieu of these specific findings, this program served as the pioneer for future studies that
captured the serious attention of those interested in evaluating the objective outcomes

related to prekindergarten programs.
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Figure 4. Sociological effects of preschool programs. This figure illustrates a sociological

comparison of students with preschool participation vs. those students without a

preschool participation/experience.

of 40 years old, adults who had participated in the preschool program received higher
earnings — 20% higher, to be exact. Thus, this information allows one to conclude that

those students who receive preschool education can, in fact, make greater economic

As illustrated Figure 4 above, Schwinhart’s 2003 study also found that, by the age

contributions via increased salary earnings. Although the current research can only cite

loose associations with such data, it is likely that those earning more also spending more

(i.e., also contributing to the economic well being of their state).

preschool education were more likely to experience a life of incarceration (almost 20%

In direct contrast, again, as illustrated in Figure 4, those individuals lacking any
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more often by the age of 40). Therefore, in addition to a greater likelihood of holding a
job, those with preschool education committed fewer crimes. Again, the current research
could allude to the sociological effects of such comparisons; yet, it may be more

revealing to explore the academic basis of this study’s comparison data.

100% 7 Academic Effects of Preschool Programs
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Figure 5. Academic effects of preschool programs. This figure illustrates an academic
achievement comparison between those with preschool participation and those students
without a preschool participation/experience.

In a theme similar to the sociological effects data, Figure 5 highlights the various
academic gains which may be attributable to participation in a preschool program. With
regard to an academic area of focus, Schwinhart’s study revealed that those who

participated in a preschool program (a) were 17% more likely to graduate high school; (b)
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they were 34% more likely to have achieved (at least) basic levels of achievement by age
14; (c) they were 23% more likely to engage in homework on a regular basis; and (d)
they were more likely to have higher 1Qs by the age of five
(http://www.highscope.org/Content.asp?Contentld=219).
The Carolina Abecedarian Study

In another similar research project titled Abecedarian project, significant evidence
demonstrated the importance of high-quality early childhood education, which was
characterized by the improvements of pupils’ lives through a variety of positive
outcomes. This project was a longitudinal, experimental endeavor in which study
participants were randomized at birth into four groups that received an early intervention
treatment. Then, project researchers monitored students between the years of 1972 and
1977. More specifically, with regard to the treatment group, the researchers focused on
children from low-income families and provided them full-time, high quality educational
intervention in a childcare setting from infancy through the age of five years. In addition,
this particular group received the following interventions:

e Each child had an individualized prescription of educational activities.

e Educational activities consisted of "games" incorporated into the child's day.
Activities focused on social, emotional, and cognitive areas of development
but gave particular emphasis to language.

e Children's progress was monitored over time with follow-up studies

conducted at ages 12, 15, and 21. (http://www.fpg.unc.edu/~abc/#home)
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According the Carolina Abecedarian Project website, the results of this study also

indicated:

e Children who participated in the early intervention program had higher
cognitive test scores from the toddler years to age 21.

e Academic achievement in both reading and math was higher from the primary
grades through young adulthood.

¢ Intervention children completed more years of education and were more likely
to attend a four-year college.

e Intervention children were older, on average, when their first child was born.

e The cognitive and academic benefits from this program are stronger than for
most other early childhood programs.

e Enhanced language development appears to have been instrumental in raising
cognitive test scores.

e Mothers whose children participated in the program achieved higher
educational and employment status than mothers whose children were not in
the program. These results were especially pronounced for teen mothers.

Schweinhart (2003) noted that each of the above studies also share a variety of

commonalties that are beginning to receive widespread attention from proponents of
earlier education. Furthermore, each set of researcher’s collected and analyzed data that
highlighted subsequently positive effects associated with preschool programs; more
importantly, they discovered that such effects continue through childhood, adolescence,

and well into adulthood. All three have conducted cost-benefit analyses of their
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programs, as well as their associated effects, and found significant, positive returns on
investment by taxpayers. Lastly, each early childhood program study highlighted the
various benefits for both children and their families—namely, they create better citizens
who make a significant contribution to the economy. As adults, children from quality
pre-kindergarten are more likely to be married, achieve higher educational attainment and
secure better-paying jobs. Thus, pre-kindergarten education truly represents a long term

investment for the individual as well as the overall society.

The Chicago Parent Child Center

The Chicago Parent Child Parent Center was a study conducted in central city
Chicago, Illinois. The study followed economically disadvantaged children through the
age of 21; it provided education and family support services to low income children from
ages 3t0 9. The study began in 1986 to investigate the effects of government-funded
kindergarten programs for 1,539 children in the Chicago Public Schools. The program
emphasized on elements for building academic success such as: (a) parent involvement
(b) building instructional approaches tailored to children's learning styles and designed to
develop their speaking, and listening skills, (c) small class sizes to provide for individual
attention, and (d) attention to health and nutritional services.

The study determined that participants were less likely to have been held back a
grade or placed in special education, more likely to have completed high school, and less
likely to have been arrested for a crime as juvenile (Barnett, 1995). Additionally children
in the preschool group were less likely to have been abused or neglected than children

who did not attend. The success the program had in reducing child abuse and neglect
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may be related to the fact that in addition to offering educational services it also

emphasizes intensive family support services.

Oklahoma’s Universal Preschool Program on Hispanic Children

Oklahoma’s Universal Pre-Kindergarten research study is the latest study on
universal pre-kindergarten. The program enrolls the largest group of 4 year olds, more
than any other state program in the United States (Barnett, 1995). Georgetown
University conducted a study consisting of more than 3,000 children in Tulsa, Oklahoma.
The program was voluntary, open enrollment, and every teacher had to be certified in
early childhood.

The study consisted of the administration of the Woodcock-Johnson
Achievement Test, a standardized normed test. The study showed statically significant
impact of the preschool programs for Hispanic students. The gains by 4-year-olds
enrolled in the school-based Prekindergarten program were significant monthly gains in
all three cognitive indicators. The monthly gains depict how many months ahead in
cognitive development an average 5-year-old exposed to Tulsa Pre-Kindergarten is
compared to an average child of the same age who was not exposed to Tulsa Pre-
Kindergarten program. In other words, these gains are above and beyond those that
otherwise occur developmentally and through maturation. As shown in Figure 6,
Hispanic students showed gains of 11 months in pre-reading, 4 months in pre-writing,
and 6 months in pre-math skills (Gormley, 2004). Because many students speak Spanish,

Hispanic students were tested in English only if they could answer questions in English;
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they were tested in Spanish only if they could answer questions in Spanish only however;

a majority of Hispanic students were tested in both English and Spanish.

Effects of the Tulsa Pre-K Program on Hispanics as
Measured by the Woodcock-Johnson Test and the
Woodcock-Muiioz Bateria
Woodcock-Mufioz Bateria B Woodcock-Johnson ns=not significant
Monthly Gains
5 (ns)

I
I

Applied Problems (Pre-Math)

6
Spelling (Pre-Writing)

I 4 (ns)
Letter-Word Identification

preeadne _ B

Figure 6. Effects of the Tulsa Pre-Kindergarten program on Hispanics as measured by the
Woodcock-Johnson test and the Woodcock-Munoz Bateria. This figure illustrates the

comparison of two separate tests in three separate areas of cognition.

The results also indicated that Hispanic students whose native language was
Spanish benefitted more. Hispanic students speaking English at home realized positive

but statistically insignificant cognitive gains, while those speaking Spanish at home
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realized gains of 12 months in pre-reading, 4 months in pre-writing and 10 months in Pre-

math (see Figure 7) (Gormley, 2004).

Effects of the Tulsa Pre-K Program on Hispanics, by
Primary Language Spoken at Home

Spanish M English  ns=not significant

Monthly Gains

- 1 (ns)

10
Applied Problems (Pre-Math)

Spelling (Pre-Writing)

- 1 (ns)

Letter-Word Identification 12

(Pre-Reading) 5 (ns)

Woodcock Johnson Achievement Subtest

Figure 7. Effects of the Tulsa Pre-Kindergarten program on Hispanics, by primary
language spoken at home. This figure illustrates the comparison of two separate tests in

three separate areas of cognition by their primary language spoken at home.

According to William T. Gormley (2004) lead author of the study, at Georgetown
University found that Hispanic children whose parent were born in Mexico benefitted
from a high quality Pre-kindergarten program more than Hispanic children whose
parents were born in the United States see figure 8. He also noted that Hispanic students
who participated in high quality Pre-kindergarten programs improved their English

language and cognitive development skills. Hispanic children in high quality Pre-



kindergarten programs are more likely to be prepared for kindergarten than those not

enrolled.
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Effects of the Tulsa Pre-K Program on Hispanics, by
arent's Birth Country

Mexico BUSA  ns=not significant
Monthly Gains

10
Applied Problems (Pre-Math)
0.4(ns)
4
Spelling (Pre-Writing)
N -
Letter-Word Identification 13

(Pre-Reading) 3(ns)

Woodcock Johnson Achievement Subtest

Figure 8. Effects of the Tulsa Pre-kindergarten program on Hispanics, by parent’s birth

country. This figure illustrates the comparison of two separate tests in three separate areas

of cognition based on parents’ birth origin.

The Oklahoma Tulsa project does demonstrate the value of high quality pre-

kindergarten programs especially for English language learners. Critical to this study is

the number of Hispanic students participating in the program. While nationwide
Hispanics are less likely to enroll in preschool, Tulsa manages to make a difference
(Gormley, 2004). These findings can impact policy and funding decisions across the

country as many states consider expanding or restructuring preschool programs.
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Children enrolled in a full-time, early childhood program tend to have a better life
than children who are not. Numerous studies indicate that children who attended a
preschool program have higher incomes, higher education levels, higher social and
economic status and, furthermore, are less likely to abuse drugs or be involved in

criminal activities (Barnett, 1995).

Quality Pre-Kindergarten Programs

The overall structure and quality of pre-kindergarten programs naturally vary
from state to state. Yet, current educational research identifies the following elements as
necessary for programmatic success:

e A quality, certified teacher is needed to have an effective, high quality,
preschool program. Quality teachers must have the certification and degree to
serve early learners.

e Meaningful, professional development is needed to ensure that teachers are
continuing learning the skills required to meet the needs of individual learners.

e Continued funding to provide the resources needed to maintain a program.

e Expanding half-day to full-day programs

Thus, quality programming begins with a strong pre-kindergarten program that

prevents disparities and allows all children to have opportunities to be successful. One of
the challenges in a quality pre-kindergarten program is staffing a quality early childhood
teacher. While many states have many different standards, a quality teacher makes a

difference in the academic achievement of students.
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Many pre-kindergarten staff lack training and professional development related to
working the culturally linguistic diverse children. This many times hinders the ability to
foster development of language minority children. Itis critical to work with universities
to ensure they are preparing future teachers to meet the needs of diverse learners. A
survey was administered to early childhood administrators reported that the lack of
bilingual staff and lack of training in serving diverse children is one of the most urgent

challenges in serving Hispanics (Buenafe , 2011).

Communication

One of the biggest challenges between English speaking schools and Hispanic
parents is the language barrier. Many parents speak little or no English and many do not
know how to communicate with the school. According to the Tomas Rivera Policy
Institute survey, many respondents expressed concerns about language and community
outreach that reflects the challenges faced by educators:

e 88 percent of the respondents said that a teacher or staff member in pre-
kindergarten programs should be bilingual in order to communicate with non-
English speaking parents

e 85 percent thought it is very important that instruction and activities in pre-
kindergarten are conducted both in English and Spanish throughout the day.

e 33 percent believed that the primary reason that some Hispanic parents may not
enroll their children in a pre-kindergarten program is that they do not know

services are available in their communities (Zarate & Perez, 2006).

Effective communication is the key to ensuring a successful program for
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Pre-kindergarten Hispanic children. The need to inform Hispanic parents of the
Pre-kindergarten opportunities that may be available in their communities and the need to
engage parents requires effective consistent communication skills from administrators
and teachers.

Quiality pre-kindergarten programs that are established in high-poverty areas serve
to prevent dropouts; and to strengthen communities by increasing graduation rates,
reducing crime rates, creating opportunities for employment, and encourage improved

housing for all.

Summary of the Review of Literature

To state that effective, pre-kindergarten programs are important for the success of
all children would, in itself, be an understatement. Since the institution of the No Child
Left Behind Act of 2001, pre-kindergarten programs have provided opportunities for
Hispanic English Language Learners to close the achievement gap, improve school
readiness indicators and improve their overall academic performance. Students who
attend pre-kindergarten programs are more likely to graduate from high school and
perform better academically. Furthermore, these particular students are less likely to
repeat a grade or require special education.

English Language Learners also benefit from a pre-kindergarten program that
provides the necessary language development, as well as curricular continuity and
increased learning time—absolute necessities if such programs are to have their fullest

impact on children. Finally, the Pre-kindergarten-3 years are critical years for developing
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mastery of the sounds, structure, and functions of language, and thus are an ideal time to

expose children to the benefits of two languages (Espinosa, 2008).



CHAPTER THREE

METHODOLOGY

Introduction

The purpose of this study was to explore the relationship between participation in
an early childhood pre-kindergarten programs and academic success in grade three, for
low-income, Hispanic English Language Learners — specifically, those Kindergarten-
level children enrolled in the Houston Independent School District (HISD) in 2008 who
were identified as either having participated, or as not having participated in a pre-
kindergarten (Pre-K) program in the previous year. Academic success was assessed by
reviewing various outcomes when those same students should have been in grade three
(i.e., during the 2010-2011 school year). These outcome measures included: (a)
Performance on the Texas Assessment of Knowledge and Skills reading and mathematics
assessments, (b) student retention rates, (c) school attendance, (d) number of disciplinary
incidents, (e) the percentage of students who were classified as gifted and talented, (f)
the percentage of students who were eligible for special education services and, (g)
student retention rates. This chapter includes a description of the sample, instruments,

procedures, and data analysis.

Participants

The participants in this study were students who had been enrolled in
Kindergarten in HISD during the 2007-2008 school year, and who were still enrolled in
the district in 2010-2011. Students were required to have been continuously enrolled in

the district during the intervening years.
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Population

The Houston Independent School District (HISD) is a racially, ethnically and
economically diverse community. HISD is the largest school district in Texas, and the
seventh largest in the United States. During the 2010-2011 school year, it served
approximately 203,000 students — including 61,946 English Language Learners (ELLS)
(30.5% of the total enrolled). Hispanics make up 61.9% of enrolled students overall, and
93.6% of all English Language Learners. Eighty-one percent of students in the district
are considered economically disadvantaged, and the corresponding figure for ELLs is
94.6%.
Kindergarten and Pre-kindergarten

There were 16,673 students enrolled in Kindergarten in the district during 2010-

2011, and 16,786 enrolled in Pre-K. Of these enrolled numbers, 44.2% of kindergartners
were ELL, as were 47.4% of students in Pre-K. In addition, nearly all ELLs at these
grade levels (94.1% for kindergarten and 94.9% for Pre-K) were classified as
economically disadvantaged.
Program

In compliance with the Texas Education Code 8§ 29.153, which states that free
pre-kindergarten shall be offered for eligible children, HISD provides pre-kindergarten
classes for Houston-area four-year old students. The program curriculum focuses on
beginning literacy, numeracy, and socio-emotional development in order to support the

individual linguistic and cultural needs of each eligible child served. Furthermore, the
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pre-kindergarten program curriculum forms the basis of students’ future academic

SUCCESS.

Program eligibility for participation in the pre-kindergarten, non-tuition program

is based upon the following:

(a) four years old on or before September 1 of the school year;

(b) live in the HISD attendance boundary;

(c) meet immunization requirement; and

(d) meet at least one of the following conditions:

Child is unable to speak and comprehend the English language

Child is homeless

Child is economically disadvantaged

Child of an active duty member of the armed forces

Child is or ever has been in the conservatorship of the Department of
Family and Protective Services.

Child is eligible for Head Start

HISD also operates full-day, pre-kindergarten classes, which are six hours all over the

district.

Sample

The present study investigates academic achievement of economically

disadvantaged, Hispanic ELL students who either participated or chose not to participate

in Pre-kindergarten programs offered by HISD. The specific criteria for inclusion within

this research study were as follows: (a) students were enrolled in HISD in kindergarten
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during the 2007-2008 school year; (b) they were enrolled in the district during the 2010-
2011 school year as well as during each intervening year; and (c) students were Hispanic,
economically disadvantaged, and ELL in 2007-2008. All subject inclusion data were
based on information in the Public Education Information Management System database
(PEIMS). Students were divided into two groups, based on whether they had been
enrolled in the district’s Pre-kindergarten program during the 2006-2007 school year
(also based on PEIMS data).

In total, 6,746 students enrolled in kindergarten during the 2007-2008 school year
met the above inclusion criteria (i.e., all were Hispanic, economically disadvantaged, and
ELL as determined by PEIMS). Of these eligible study participants, 5,163 were
continuously enrolled in the district during the 2008-2009, 2009-2010, and 2010-2011
school years. This final cohort was further adjusted after checking to determine the status
of Pre-kindergarten enrollment during the 2006-2007 school year. Subsequently, since
PEIMS indicated that they were in grade K in both 2006-2007 and 2007-2008, 112
students were removed from the cohort. This adjustment resulted in a final cohort of
5,051 students, of whom 4,208 (83.3%) had been enrolled in Pre-kindergarten and 843
(16.7%) had not been enrolled in Pre-kindergarten.

Data Sources

With the exception of the TAKS, all data were derived from student records
available through the district. Student retention, gifted and talented status, and special
education status were from the district PEIMS records. Student attendance and discipline

records were drawn from HISD’s Chancery data system. The fall PEIMS snapshot
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database was used for PEIMS data. This data is fixed as of the fall 2011, and does not
change once it is finalized. However, the district also uses a system called Chancery to
track student data on a continuous basis, including enrollment, attendance, discipline,
home address, contact information, etc. Data in Chancery is updated throughout the year,

but is the only source for some of the variables of interest in this study.

Texas Assessment of Knowledge and Skills

The Texas Assessment of Knowledge and Skills (TAKYS) is a state-mandated,
criterion-referenced test. This test was first administered in Texas in the spring of 2003.
The Spanish version measures the performance of students in reading and mathematics in
grades 3 through 5, writing at grade 4, and science at grade 5. The English-language
version measures academic achievement in reading at grades 3 through 9, English
Language Arts at grades 10 and 11, mathematics at grades 3 through 11, writing at grades
4 and 7, social studies at grades 8, 10, and 11, and science at grades 5, 8, 10, and 11.

The Spanish version of the TAKS is not a translation of the English version;
nonetheless, it does include various items that are translated (taking into account cultural
and linguistic appropriateness), as well as some items that are independently developed
entirely in Spanish. As a result, the Spanish and English versions of the TAKS include
different items. Students take the English or Spanish TAKS according to the language of
their reading/language arts instruction.

For this study, only data from the Spanish language TAKS was used. This
decision was made because at the elementary level, most ELL students participate in

some form of bilingual program, and all program models in HISD call for predominantly
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Spanish-language instruction at third grade. Thus, most students included in the sample
will take the Spanish TAKS, rather than the English TAKS. The number of students in
the sample who are in an ESL program, and who would be tested in English, was less
than 50, which is too small a sample to analyze separately.

Both English and Spanish TAKS tests in grades 3 through 8 include vertical
scales for reading and mathematics. Scale scores range from 0-1000 and allow users to
chart student progress from grade to grade. Vertical scale scores cannot be compared
across subject or test language version. For this study, data analyzed were the average
Spanish TAKS scale scores and the percentage of students who had met the standard

(passed) the reading and mathematics assessments.

TELPAS

The Texas English Language Proficiency Assessment System (TELPAS) was
developed in order to assess the level of English language proficiency for ELL students in
Texas. Under TELPAS, ELL students in kindergarten through twelfth grade are
assessed in four language domains: listening, speaking, reading, and writing. Proficiency
scores in each domain are in turn divided into four proficiency levels: Beginning,
Intermediate, Advanced, and Advanced High. A composite score showing overall
proficiency is then calculated from these individual domain scores,

English listening, speaking, and writing proficiency in TELPAS are assessed
holistically, i.e. via teacher ratings. Raters must be trained and recertified each year. The
reading component of TELPAS is assessed via teacher ratings for ELL students in grades

K and 1, but is done by multiple-choice test for grades 2 through 12.
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Student Retention

A student who was enrolled in kindergarten in 2007-2008 should have been in
third grade during the 2010-2011 school year — assuming they did not repeat or skip a
grade. PEIMS data was used to extract the current grade for every student in the sample,
in order to determine whether a student was on or above third grade, or whether they
were in grades two or lower as of 2010-2011. The data analyzed were the number and

percentage of students who were either at or above, or below, the grade-three level.

Gifted and Talented
PEIMS data includes data on various student characteristics, one of which is

whether they are considered gifted and talented. According to the Texas Education Code
829.121 and the Houston Independent School District (HISD) Board Policy, G/T students
are “those identified by professionally qualified persons, who perform at, or show the
potential for performing at a remarkably high level of accomplishment when compared to
others of the same age, experience, or environment. These are students who require
differentiated educational programs and/or services beyond those normally provided by
the regular school program in order to realize their contribution to self and society.
Students capable of high performance include those with demonstrated achievement
and/or high potential ability in any of the following areas:

e Exhibits high performance capability in an intellectual, creative, or artistic

area
e Possesses an unusual capacity for leadership

e Excels in a specific academic field
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Students in the district qualify for Gifted and Talented status if they meet certain
requirements on the district rubric. In addition, all of the district’s Kindergarten classes
are tested annually in October to determine whether they qualify.

For all students in the sample, PEIMS records for 2010-2011 were analyzed to
determine the number and percentage of students who were coded as Gifted and
Talented. This calculation was also done for the baseline year of 2007-2008 to ensure
that the G/T percentages for the Pre-kindergarten and non-Pre-kindergarten groups did
not differ originally. Data analyzed were the number and percentage of students who

either were or who were not Gifted and Talented.

Special Education

Student special education status as of 2010-2011 was also extracted from PEIMS
records. For all students in the sample, PEIMS records for 2010-2011 were analyzed to
determine the number and percentage of students who were coded as eligible for special
education. This calculation was also done for the baseline year of 2007-2008 in order to
ensure that the special education percentages for the Prekindergarten and non-
Prekindergarten groups did not differ originally. Data analyzed were the number and
percentage of students who either were or who were not eligible for special education

services.

Attendance
HISD’s Chancery database contains information on daily attendance for each
student. Average daily attendance during 2010-2011, which is expressed as a percentage,

was obtained for each student in the sample. Then, a comparison was made between the
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average attendance of students who either had or had not attended Pre-kindergarten.

Disciplinary Incidents

HISD’s Chancery database also was used to obtain information on the number of
disciplinary incidents in 2010-2011 for each student. The total number of incidents for
each student was extracted, and a comparison made between the mean number of

incidents of students who either had or had not attended Pre-kindergarten.

Research Design

Given that student membership in the Pre-kindergarten or non-Pre-kindergarten
group was already determined, and student membership in either group was not assigned
randomly, this study utilizes an ex-post facto design. The study could also be considered
a natural experiment in which all students who were enrolled in kindergarten during the
2007-2008 school year were selected, as long as they were ELL, Hispanic, and
economically disadvantaged. The latter three variables were based on information in the
2007-2008 PEIMS database for HISD. Subsequently, this sample was narrowed to
include only those students who had also been enrolled in HISD during the years 2008-
2009 through 2010-2011. Finally, the sample was further narrowed to exclude students
who had been in kindergarten in the 2006-2007 school year. Therefore, the final sample
included only students who met the selection criteria, who had been in continuous
enrollment in HISD from 2007-2008 through 2010-2011, and who had either been in
Prekindergarten or not been enrolled during the 2006-2007 school year. Archival data
from student records was analyzed, including data from HISD’s PEIMS and Chancery

databases, as well as information on TAKS performance in 2010-2011.
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In order to control for Type | error rates, statistical analysis employed the
Bonferroni approach across all between-group comparisons. The design of this study
involved only two groups - Pre-kindergarten and non-Pre-kindergarten. However, there
were a total of ten different outcome measures used to assess whether Pre-K participation
affected student academic performance (TAKS reading and mathematics in Spanish and
English , retention, G/T status, special education status, TELPAS data, attendance, and
disciplinary incidents). Each of these different measures could be considered one sample
from more global hypotheses concerning the effect of Pre-kindergarten participation, and
are thus not truly independent. Accordingly, the significance level for all individual
comparisons in the study were set at p<o/10, to adjust for the increased chances of a Type

I error with multiple comparisons.

Procedures

A request for data was submitted to the HISD Research and Accountability
Department. The student sample was selected by following the procedures described in
the previous section. The data request included specific instructions to ensure that the
sample of students selected was chosen in the manner intended. All students were
identified using only archival copies of HISD’s PEIMS data files for the years 2006-2007
through 2010-2011. This file, along with student demographic and performance data,
were provided to the researcher with all individual student identifying information
removed. Specifically, this file included the following student items: (a) student grade

level, ELL status, and ELL program for every year between 2006-2007 and 2010-2011,
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and (b) student G/T and special education status for the 2007-2008 and 2010-2011 school

years.

Data Collection

The data request to HISD, besides specifying the sample of students, also
included instructions concerning additional demographic and performance variables
required for this study. For TAKS, data was requested for all students taking the Spanish
language TAKS in 2011. Data for all students taking the regular, accommodated, or
Linguistically Accommodated (LAT) versions of the TAKS was provided, and,
furthermore, included the vertical scale score and whether or not the student had achieved
the Met Standard or Commended levels. This information was provided for both the
reading and mathematics TAKS tests.

School attendance and student disciplinary data were provided as follows. For
each student, HISD was asked to provide their average daily attendance, expressed as a
percentage, during the 2010-2011 school year. The district was also asked to provide the
total number of disciplinary incidents for each student. All data was provided as a single

table with student identifying information removed.

Data Analysis

This study involves comparing the performance of two different groups of
students, one of which participated in a pre-K program and one of which did not.
Performance comparisons were made on ten different outcome measures, some of which
were categorical in nature (e.g. retained or not retained, passed or did not pass TAKS). In

addition, other comparison items were continuous in nature (e.g. student attendance rate,



TAKS scale scores). The following describes the methods used to analyze data on the
various outcomes measures included in this study.

Independent-sample t-tests were conducted to compare group performance on
each of the following variables: TAKS reading scale score, TAKS mathematics scale
score, and student attendance rate. For the latter variable, since attendance is expressed
as a percentage, data were first subjected to an arcsine transformation before being

analyzed.

Summary

The present study utilized archival data to compare third-grade performance of
Hispanic, economically disadvantaged, ELL students who either had or who had not
participated in a pre-kindergarten program in the Houston Independent School District.
Multiple possible outcome measures were used to determine whether academic

performance of students was affected by pre-kindergarten program participation.
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CHAPTER FOUR

FINDINGS OF THE STUDY

Introduction

The purpose of the study was to determine if the intervention of attending pre-
kindergarten program impacted the academic achievement of low socioeconomic
Hispanic English Language Learners as measured by the third grade Texas Assessment of
Knowledge and Skills (TAKS) test . To establish this impact, the performance of third
grade students who attended pre-kindergarten in a large urban school district in Houston
was compared to students who did not attend pre-kindergarten. Other indicators noted in
the analysis were retention, special education referrals, discipline, TELPAS scores,
Gifted and Talented status, and attendance. This chapter will present and analyze the

data compiled from different sources and answers each question in chapter one.

Research Question One

What percentage of English language Learners students eligible for pre-
kindergarten are actually enrolled in pre-kindergarten programs?

The first set of analyses to be discussed concerns the overall enrollment figures
for the pre-kindergarten (PK) and non-PK (NPK) groups. During the 2007-2008
academic year, the total enroliment of LEP students in kindergarten in HISD was 7,466.
Subsequently, within these particular categories, there were 159 students who had been in
kindergarten (KG) (i.e., they repeated kinder in 2007-2008) or early childhood programs
(e.q., private schools, Head Start, etc.). in the previous year. If this student sub-group is

excluded, then 7,307 LEP students in kindergarten in 2007-2008, of whom 5,740 had
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been in PK in the previous year (78.6%), with 1,567 not attending PK (21.4%). When
the sample was limited to those students who met the additional selection criteria for the
study (i.e., Hispanic, economically disadvantaged, continuously enrolled in the district in
2007-2008 through 2010-2011, in a bilingual program in 2007-2008), the total sample
was reduced to 4,643, of whom 3,876 had been in PK (83.8%) and 767 were NPK
(16.5%). Summary data shown in Table 4.1 below illustrates that most LEP students
attended PK, and that the sample used in the present study (Hispanic, economically

disadvantaged, etc.) was slightly more likely to have participated in PK.

Table 4.1

Number and Percentage of LEP students in Kindergarten (2007-2008)

Student Group All LEPs Study Sample
PK 5740 (78.6%) 3876 (83.5%)
NPK 1567 (21.4%) 767 (16.5%)
TOTAL 7307 (100%) 4643 (100%)

Note: Data was drawn in 2007-2008, yet reflects program participation from the previous
year; PK = Pre-Kindergarten Participation; NPK = No Pre-Kindergarten Participation.

Research Question Two

Were there any notable trends which distinguished those ELL students who
participated in Pre-K and those who did not?

Given the available data provided, the analyses within this section compared the
PK and NPK groups in order to determine whether there were any systematic differences

between them. The researcher began by comparing those programs students had been
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enrolled in during the 2007-2008 school year. This comparison included all students in
the final study sample, but also included students who had been in either an ESL
program, or who had received a program waiver while in kindergarten. The following

table illustrates the resultant findings of this particular comparison:

Table 4.2

Number and Percentage of LEP Students in Kindergarten by Program Type (2007-

2008)

LEP Program PK NPK
Bilingual 3876 (92.1%) 767 (91.0%)
ESL 116 (2.8%) 19 (2.3%)
Waived 217 (5.2%) 57 (6.8%)

Note: PK = Pre-Kindergarten Participation; NPK = No Pre-Kindergarten Participation.

These findings specifically demonstrate that the majority of LEP students in the
original study sample were enrolled in a bilingual program during KG. Furthermore, the
percentages of students in the various programs did not differ between the PK and NPK
groups (x2 =4.10, p > .12, n.s.). Therefore, for each of the subsequent analyses in this
study, students who had been in an ESL program, or who had been waived from LEP
program services, were excluded. These two category samples accounted for 8.0% (PK)
and 9.0% (NPK), respectively.

The final student sample (N= 4,643) was then further analyzed to determine

whether other notable demographic characteristics differed between the PK and the NPK
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groups. The demographic variables included gender, immigrant status, and migrant
student status as of the 2007-2008 academic year. In addition, the two primary sample
groups were compared using student LEP status as of 2010-2011(i.e., when most were in

the third grade). The results for these analyses are shown in the following table:
Table 4.3

Comparison of Pre-Kindergarten & Non Pre-Kindergarten LEP Status (2010-2011)

Category
PK NPK D
Still LEP (2010-11) 3808 (98.2%) 754 (98.3%) <10 n.s.
Male (2007-08) 2015 (52%) 406 (52.9%) <1.0 n.s.
Immigrant (2007-08) 218 (5.6%) 86 (11.2%) 32.68 <.000001
Migrant (2007-08) 19 (0.5%) 5 (0.7%) <10 n.s.

Table 4.3 shows that very few students in the sample had exited LEP status by
third grade in 2010-2011. For instance, only 1.8% of students in the PK group had
exited; and, comparatively, only 1.7% of those in the NPK group had exited. This
difference was not significant (¥2 < 1.0, n.s.). Similarly, there were no differences
between the PK and NPK group in terms of their gender composition. Fifty-two percent
of the PK group was male, as compared to 52.9% of the NPK group. Once again, this
was not a significant difference (32 < 1.0, n.s.).Additionally, there was no difference

between the groups in the percentage of students with migrant status (¥2 < 1.0, n.s.). For
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both groups, less than one percent were migrant students at the time they were in
kindergarten.

The only demographic variable that did, in fact, differ between the PK and NPK
groups was immigrant status. Very few students in either group were considered to be an
immigrant (5.6% for PK and 11.2% for the NPK group); nevertheless, the difference in
percentages was significant (y2 = 32.68, p <.000001). Thus, a student’s status as a
recent immigrant may have contributed to their likelihood of not having participated in a
pre-kindergarten program. It is important to note, however, that most students in the
NPK group (88.8%) were not immigrants, which means that this should not be a factor

for the sample majority.

Question Number Three

Did pre-K participation have an increase on the number of students qualifying for
gifted and talented?

Gifted and talented status for all students was available for both 2007-08 (i.e.,
when they were all in KG) and for 2010-2011. The comparison of the number and
percentage of students in the PK and NPK groups who were coded as G/T. (see Table
4.4).

The first analysis of G/T data compared G/T status for the PK and NPK groups in
2007-2008 (i.e., when all students were in KG), which is displayed in the top two rows of
Table 4.4. Very few students in the sample were coded G/T when in KG (< 1.0% for

both groups). This difference did not reach statistical significance (2 = 1.03, p = .155).
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Secondly, the data concerning G/T status during 2010-2011 are shown in the
bottom two rows of Table 4.4. The PK statistics within this section revealed a higher
percentage of students coded as G/T (24.3%) than did the NPK group (15.0%). By
comparison with the previous years, this difference was significant (y2 =31.12, p <

.000001). Summary data for Gifted and Talented status are also in Figure 9.
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Figure 9. Effect of preschool program on Gifted/Talented status. This figure shows the
percentage of students in the PK and NPK groups classified as G/T, when students were

in kindergarten (2007-2008) and when they had reached grade 3 (2010-2011).
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Table 4.4

Comparison of Pre-Kindergarten & No Pre-Kindergarten on Gifted and Talented Status

Category
Not

GIT GIT p (1-tailed)

PK (2007-08) 18 (0.5%) 3,858 (99.5%)
1.03 0.155

NPK (2007-08) 1 (0.1%) 766 (99.9%)

936
PK (2010-11) (24.39%) 2922 (75.79) 31.12 0.0000001
NPK (2010-11) 115 (15.0) 651 (85.01)

Note: Data are shown for both the 2007-2008 and the 2010-2011 academic school years.

Question Number Four

Did Pre-kindergarten participation have an increase on student achievement as
measure by the Spanish and English-language TAKS tests?

This section reports on the analyses conducted using student TAKS data that were
collected from student responses in 2010-2011. Of 4,643 students in the final sample,
3,355 completed the TAKS reading test in Spanish, while 770 completed the same test in
English. In sum, these test administrations accounted for 88.8% of students in the
sample. In addition, 3,338 students completed the TAKS mathematics test in Spanish,
and 786 completed it in English, which also accounted for the 88.8% of students in the

sample.
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Spanish TAKS Reading

A total of 2,816 students from the PK group and 539 from the NPK group
completed the Spanish TAKS reading test. For these two groups, the students’ reading
assessment results are displayed in the top two rows of Table 4.5. Specifically, each
group section illustrates the average scale score on the TAKS reading test, as well as the
percentage of students who achieved the “met standard” level of performance. In
addition, the research utilized a t-test for independent groups to compare average scale
scores for the two groups, which is also shown in Table 4.5 below. The results of this
analysis reveal that the PK group had a higher average scale score than did the NPK
group (642 vs. 631). Also, using the adjusted -levels employed here, the difference was
marginally and statistically significant (t 3,353 = 2.438, p = .0075, n.s.). Details of the

statistical analysis are shown in Appendix A.

Table 4.5

PK and NPK Spanish Language TAKS Results for Reading and Mathematics (2011)

Scale Score  Met Standard t-test p (1-tailed)
PK Reading (Span) 642 92.6% 3,353 =
2.438 0.0075
NPK Reading (Span) 631 91.7%
3,336 =
PK Math (Span) 620 88.0% 2.966 0.0015

NPK Math (Span) 605 85.9%
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Spanish TAKS Mathematics

A total of 2,799 students from the PK group and 539 from the NPK group
completed the Spanish TAKS mathematics test (see Table 4.5). Within this analysis, the
average scale score on the TAKS mathematics test are shown for each group. Once
again, Table 4.5 shows the percentage of students who achieved the “met standard” level
of performance. A t-test for independent groups was again used to compare average
scale scores for the two groups. Subsequently, the results showed that the PK group had
a higher average scale score than did the NPK group (620 vs. 605), and that this
difference was significant, (t 3,336 = 2.966, p = .0015). Details of the statistical analysis

are shown in Appendix B, and summary results for Spanish TAKS tests are also shown in

Figure 10.
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Figure 10. Effect of preschool program on Spanish TAKS passing rate. This figure shows
the percentage of students in the PK and NPK groups meeting the TAKS passing
standard in 2011, for the reading and mathematics tests.
English TAKS Reading
In the second TAKS content analysis, a total of 678 students from the PK group

and 92 NPK students took the English TAKS reading test. In similar fashion, the results
are displayed in the top two rows of the table (see Table 4.6). The average scale score on
the TAKS reading test are displayed for each group, as well as the percentage of students
who achieved the “met standard” level of performance.

A t-test for independent groups was employed to compare average scale scores for
the two groups. Subsequently, the results showed that there was no evidence for a
performance advantage for the PK group on scale score (t 768 = 0.166, p = .454). In fact,
this reported “lack of performance advantage” was evident even though the PK group had
an advantage in percent passing the TAKS reading test. Details of the statistical analysis

are shown in Appendix C.

English TAKS Mathematics

Finally, in the final portion of the second TAKS analysis, a total of 694 students
from the PK group and 92 students from the NPK group completed the English TAKS
mathematics test. The results are shown in the bottom two rows of Table 4.6. Again, the
average scale score on the TAKS reading test are shown for each group, as well as the
percentage of students who achieved the “met standard” level of performance. Asin

previous sections, the researcher employed a t-test for independent groups in order to
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compare average scale scores of the two groups. And, while the PK group had a slight
advantage over the NPK group in average scale score (600 vs. 590), this difference was

not significant, t 784 = 0.966, p = .167. Details of the statistical analysis are shown in

Appendix D.

Table 4.6

PK and NPK English Language TAKS Results for Reading and Mathematics (2011)

Scale Score  Met Standard t-test p (1-tailed)
PK Reading (Eng) 599 88.3%
t 768 =0.116 0.454
NPK Reading (Eng) 600 83.7%
PK Math (Eng) 600 88.9% t 784 = 0.966 0.167
NPK Math (Eng) 590 87.0%

English TAKS Percent Met Standard
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Figure 11. Effect of preschool program on English TAKS passing rate. This figure shows
the percentage of students in the PK and NPK groups meeting the TAKS passing

standard in 2011, for the reading and mathematics tests.

Question Number Five

Did Pre-kindergarten participation have an increase on school attendance,
disciplinary incidents, special education referrals or retentions? This section of the study
explores the possible connections between students’ pre-K participation and other
education-related outcomes.
School Attendance

Pre-K participation showed an effect on school-level attendance data patterns. In
particular, the raw data received were the total number of days students either attended or
missed school during the 2010-2011 school year. These data were used to calculate
percent attendance rates (i.e., Days Attended / [Days Attended + Days Missed]). The

following table denotes the results of these analysis calculations:

Table 4.7

PK and NPK School Attendance Data for 2010-2011

Attendance
Group (Days Attended/Enrolled) t-test p (1-tailed)
PK 98.5%

14,629 =7.554 <.000001
NPK 97.8%
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Although the difference in attendance rates between the PK and NPK groups was small,
it was significant, t 4,629 = 7.554, p <.000001. Students in the PK group had a higher
attendance rate than did those in the NPK group. Details of the statistical analysis are

shown in Appendix E.

Student Discipline

Student discipline data for 2010-2011 was obtained from the district’s Chancery
database, and results of the analysis are shown below (see Table 4.8). A Chi-square test
was used to compare the number of students in the PK and NPK groups who either had
been reported for a disciplinary incident, or who had not had any disciplinary incidents
recorded in Chancery. Note that for the purposes of this analysis, it did not matter how
many separate incidents were reported for a given student. Students were simply coded

as having received disciplinary action, or as not having been disciplined.

Table 4.8

Number and Percentage of LEP Students in PK and NPK with Recorded Disciplinary

Incidents (2010-2011)

Group Disciplined No Incidents X2 p (1-tailed)
0, 0,

PK 64 (1.4%) 3812 (98.3%) 759 0.003

NPK 24 (3.1%) 743 (96.9%)

The results of this analysis showed that slightly more students in the NPK group
(3.1%) had disciplinary incidents recorded in 2010-2011 than was the case for PK

students (1.7%). Yet, despite the small overall percentage of students who were
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disciplined according to district data, this difference was significant (y2 = 7.52,p =
.0030).

Special Education Referrals

Special education status for all students was available for both 2007-2008 (i.e.,
when all students were in KG) and for 2010-2011. The comparison of the number and
percentage of students in the PK and NPK groups who were coded as special education.

The results of this analysis are shown in the following table:

Table 4.9

Comparison of Pre-Kindergarten & No Pre-Kindergarten for Special Education
Status

Category
Not Special p (1-
Special Ed. Ed. tailed)
PK (2007-08) 71(1.8%) 3805 (98.2%)
1.04 0.154
NPK (2007-08) 10 (1.3%) 757 (98.7%)
- 0, 0,
PK (2007-08) 71 (1.9%) 3734 (98.1%) 747 0.0031
NPK (2010-11) 26 (3.4%) 731 (96.6%)

This initial analysis compared special education status for the PK and NPK
groups in 2007-2008 (i.e., when all students were in KG), which is represented in the top
two rows in the above table (Table 4.9). In reference to this particular comparison, there
was no significant difference between the percentage of students coded as special
education in the NPK (1.3%) and PK groups (1.8%; 2 = 1.04, p = .154).

Special education data for 2010-2011 are shown in the bottom two rows of the

table above (see Table 4.9). Unlike the 2007-2008 special education data, a student
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group difference had appeared by the time they had entered into third-grade. However,
by 2010-2011, students in the NPK group were more likely to have been coded as special
education than were students in the PK group (3.4% vs. 1.9%). It is important to note
that this resultant difference was statistically significant (y2 = 7.47, p =.0031). Special

education data are also summarized in Figure 12, which includes results for both 2007-

2008 and 2010-11.
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Figure 12. Effect of preschool program on special education status. This figure shows the
percentage of students in the PK and NPK groups classified as special education, when

students were in kindergarten (2007-2008) and when they had reached grade 3 (2010-

2011).
Student Retentions
The entire sample of students who were included in these analyses were in KG

during the 2007-2008 school year, and they should have been in the third-grade by 2010-
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2011. The next set of analyses examined whether students were, in fact, on grade level
by comparing the number and percentage of students who were in the third-grade (or
higher) in 2010-2011 to the number and percentage of students who were in second-grade
(or lower) (see Table 4.10).

As Table 4.10 illustrates, retention rates for the NPK group were approximately
twice as high as those in the PK group. Specifically, for the NPK group, 15.0% had been
retained by 2010-2011. With regard to the PK group, however, only 7.7% had been
retained. In addition, this difference between groups was found to be significant (}2 =

4178, p < .000001).

Table 4.10

Number and Percentage of PK and NPK Student Retention Rates (2010-2011)

Category
Retained Not Retained 12 p (1-tailed)
PK 299 (7.7%) 3577 (92.3%)
41.78 <.000001
NPK 115 (15.0%) 653 (85.0%)

Question Number Six

Did pre-kindergarten participation have an increase on student achievement as
measured by the TELPAS test?

LEP students in Texas are required to complete the TELPAS — that is, until they
reach English language proficiency standards that allow them to exit LEP status.

TELPAS results for students in this study sample were available for both 2007-2008 (i.e.,
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when they were in KG) and for 2010-2011. Subsequently, the data for each of these
years were analyzed. For each year, the researcher compared the number and percentage
of students from the PK and NPK groups scoring at the Advanced or Advanced High
level to the number and percentage of students scoring at the Beginning or Intermediate
levels.

Table 4.11 below displays the 2007-2008 data in the top two rows. These results
show that even when students were still in KG, more students in the PK group were at the
Advanced or Advanced High levels of English language proficiency than those students
in the NPK group (3.7% vs. 1.6%). Although small, this particular difference was found

to be statistically significant (y2 = 8.48, p =.0018).

Table 4.11
2011 TELPAS Results for PK and NPK Groups
Category

> Advanced < Intermediate x2 p (1-tailed)

PK (2007-08) 142 (3.7%) 3690 (96.3%)
8.48 0.0018

NPK (2007-2008) 12 (1.6%) 735 (98.4%)
PK (2010-1011) 2708 (72.6%) 1024 (27.4%) 29.64 <.000001
NPK (2010-11) 456 (62.6%) 273 (37.4%)

Note: The above table illustrates both the number and percentage of students scoring
Advanced or Advanced High vs. Beginning or Intermediate.

Table 4.11 displays the data for 2010-2011 in the lower two rows. This section
shows that the performance advantage for PK students over NPK students (72.6% vs.
62.6% Advanced or Advanced High) was even larger than it had been in KG. Moreover,

this difference was found to be highly significant (¥2 = 29.64, p <.000001).
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78

composite proficiency ratings of either Advanced or Advanced High, when students were

in kindergarten (2007-2008) and when they had reached grade 3 (2010-2011).

It may seem particularly surprising that a performance advantage for PK students

would occur even while students were still in KG. Yet, this does not necessarily mean
that the two groups began with different levels of English language proficiency and are,

therefore, not comparable. Rather, it is important to note that the PK group received an

extra year of schooling. Hence, it is logical to conclude that this extra year might

produce an advantage over the NPK group. Moreover, by the time students were

administered the TELPAS in spring of 2008, the PK group would have received almost

two full years of schooling, as compared to only one year for the NPK group. Therefore,
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it is not surprising to see a performance advantage on the TELPAS for the PK group
while students were still in KG. Rather, this type of advantage is, indeed, what we could

expect to see.

Summary

Table 4.12 below displays a summary of the ten comparisons made between the
Pre-kindergarten group and the NPK group. The summary statistics are shown for each
comparison (e.g., percent of students, scale score, etc.), as well as the significance level
for the individual comparison in question. Since there were ten different comparisons to
make, it should be noted that a Bonferroni correction was employed. Hence, instead of
using a significance level of a = .05 this report uses a/10 or .005 as the probability level
required for significance. Using this specific criterion, Table 12 shows that seven of the
comparisons made were statistically significant. Furthermore, all of these comparisons
indicated a superior performance for students in the Pre-kindergarten group relative to
those in the NPK group. In addition, students who had attended Pre-kindergarten were
more likely to be Gifted and Talented, had a higher attendance rate, had higher scale
scores on the Spanish TAKS math test, and were more likely to be at the Advanced or
Advanced High levels on the TELPAS. In contrast, students in the NPK group were
more likely to have been retained, had more discipline incidents reported, and were more

likely to be referred for special education services.
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Summary Results of Analyses Comparing PK and NPK Groups
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Comparison PK NPK p
G/T Status 24.3% 15.0% .0000001
Retentions 7.7% 15.0% .000001
Attendance 98.5% 97.8% .000001
TAKS Math (Spanish) 620 605 .0015
TELPAS 2007-2008 (2010-2011)  3.7% (72.6%) 1.6% (62.6)  .0018 (.000001)
Discipline 1.7% 3.1% .0030
Special Ed. Status 1.9% 3.40% .0031
TAKS Reading (Spanish) 642 631 .0075
TAKS Math (English) 600 590 167
TAKS Reading (English) 599 600 454

Note: Each of the 10 different comparisons is ranked from most significant to least significant.

Lastly, one additional comparison namely, with regard to the Spanish TAKS

reading test, Pre-kindergarten students did have a higher scale score than did those in the

NPK group. This difference was just short of significant using the adjusted a level

adopted for this study (p =.0075). And, while only signaling a marginal effect, this

particular finding can also be taken as evidence for the superior performance of students

in the PK group.



CHAPTER FIVE

CONCLUSION

Since 1985, the Houston Independent School District has continuously provided
pre-kindergarten classes for four-year old students (HISD, 2011). Evaluation reports for
the district’s pre-kindergarten program reveal a number of facts. First, there is evidence
across a number of these studies that early language development is facilitated and
supported by pre-kindergarten enrollment. Student scores on both the Texas Primary
Reading Inventory (TPRI) and the El Inventario de Lectura en Espaiiol de Tejas (Tejas
LEE) are higher for students who have attended pre-kindergarten programs than for those
who did not (HISD, 2009; 2010; 2011). Secondly, both reading and mathematics
Aprenda scores are higher for students who have attended pre-kindergarten programs
than for those who did not (HISD, 2008; 2009; 2010; 2011). Third, performance on the
Stanford 10 reading and mathematics tests is usually (HISD, 2009; 2010; 2011) — yet, not
always (HISD, 2008) — superior for students who have attended pre-kindergarten.

Finally, there is also evidence indicating better retention and promotion rates for
pre-kindergarten students in comparison with peers (HISD, 2008). Thus, there is ample
evidence from previous evaluations of HISD’s pre-kindergarten programs that, overall,
students appear to show at least short-term benefits from program participation.

The rationale of this study was to determine whether Hispanic English Language
Learners (ELL) students who have attended pre-kindergarten programs achieved
academic benefits by the time they reached grade three. The study chose to focus on low

socio-economic, Hispanic Limited English Proficient (LEP) students. As reported by the
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Texas Education Agency (2011), Hispanics are the largest and fastest growing segment
of elementary school students in Texas. Additionally, significant portions of these
students are also ELLs, and they also tend to fall into the low socio-economic section of
the demographic. Given both the prominence of this population, as well as the continued
push for accountability and data-driven decision making, it is important to determine
whether Hispanic ELL students in Texas benefit from attending pre-kindergarten
programs. For these reasons, archival data was analyzed from a large urban school
district in Houston, Texas, to determine whether participation in pre-kindergarten
programs had benefits for economically disadvantaged, Hispanic ELL students.
Performance of this group was compared to that of a similar population of students who
did not participate in a pre-kindergarten program.

In an effort to measure the impact of pre-kindergarten participation, six different
measures were compared using these two groups. More specifically, five of the measures
were focused on student performance on statewide-standardized tests. Results from the
2011 TAKS reading and mathematics tests were analyzed, for both Spanish and English
language administrations. In addition, ELL student English language proficiency was
assessed by analyzing data from the 2011 administration of the Texas English Language
Proficiency Assessment System (TELPAS). Moreover, in addition to standardized test
performance, results from five other measures were compared for pre-kindergarten and
non-pre-kindergarten groups. These measures included student retention, student
attendance rate, disciplinary incidents, and whether a student was qualified for either

special education or gifted and talented status.
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Results were analyzed using a combination of t-tests and Chi-Squared, depending
on the specific data being compared. Of the ten different possible comparisons between
students in the pre-kindergarten and non-pre-kindergarten groups, seven were found to be
statistically significant. In each case, furthermore, students who had attended pre-
kindergarten had superior performance compared to those who had not. Students who
had attended pre-kindergarten had a higher passing rate on the Spanish TAKS
mathematics test (88.0% vs. 85.9%), as well as a higher average scale score (620 vs.
605). Although not quite statistically significant, the results also showed that students
who attended pre-kindergarten programs had higher passing rates (92.6% vs. 91.7%) and
scale scores (642 vs. 631) than their peers that did not attend pre-kindergarten programs.
Therefore, when these results are considered all together they are consistent with the
hypothesis that pre-kindergarten enrollment leads to superior academic performance for
student.

In addition to the Spanish TAKS data, results showed that students who had
attended pre-kindergarten programs had higher levels of English language proficiency, as
measured by the TELPAS. Interestingly, results on the TELPAS showed that, even while
students were still in kindergarten, the pre-kindergarten group exceeded performance of
the non-pre-kindergarten group, with 3.7% of students scoring at the Advanced level or
higher, compared to 1.6% for the non-pre-kindergarten group. This finding suggests that
pre-kindergarten participation can lead to small, but statistically significant, performance
advantages in English language skills for ELL students as soon as kindergarten. By the

time students reached third-grade, differences between the two groups were even more
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apparent, with 72.6% of pre-kindergarten students scoring at the Advanced level or
higher, as compared to 62.6% of students in the non-pre-kindergarten group.

Analysis of data from other measures also showed advantages for students who
had attended pre-kindergarten. Students in the pre-kindergarten group had better
attendance than those students in the non-pre-kindergarten group (98.5% vs. 97.8%), and
more of them were considered gifted and talented (24.3% vs. 15.0%). In addition, fewer
students in the pre-kindergarten group had been retained (7.7% vs. 15.0%), fewer of them
had recorded disciplinary incidents (1.4% vs. 3.1%), and fewer of them were in special
education (1.9% vs. 3.4%) than was the case for students in the non-pre-kindergarten
group.

Conversely, English TAKS assessment data did not show any significant evidence
for students who had attended pre-kindergarten programs. Neither the reading nor the
mathematics results showed differences between the pre-kindergarten and non-pre-
kindergarten groups that were close to being statistically significant. However, it is
unclear why the English TAKS results turned out this way. One possible conclusion
might be that there were simply more ELL students tested on the Spanish TAKS than on
the English TAKS; thus, there was more statistical power for analyses involving Spanish
TAKS data. For reading, there were 3,355 students tested in Spanish, but only 770 tested
in English. On the mathematics test, there were 3,338 students tested in Spanish, and
only 786 tested in English. If we examine the size of the performance advantage for
students in the pre-kindergarten group for the mathematics test, they are comparable for

the Spanish (88.0% - 85.9% = +2.1%) and English versions of the TAKS (88.9% - 87.0%
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= 1.9%). If the sample size for the English TAKS reading had been comparable to that of
the Spanish test (approximately 3,300), results for the English TAKS may well have also
been significant. For the reading test, the performance advantage for pre-kindergarten
students tested in English (88.3% - 83.7% = 4.6%) is actually larger than that seen for
students tested in Spanish (92.6% - 91.7% = 0.9%). Hence, this same argument may hold
for the TAKS reading test. In conclusion, it might be reasonable to identify why only
English TAKS data failed to show a significant performance advantage for pre-
kindergarten students is that these comparisons involved far fewer students than any
other, and did not have enough statistical power to demonstrate group differences.

It is also generally true that performance on all versions of the TAKS were rather
high, with passing rates ranging from 84% to 93%. Consequently, there might have been
a ceiling effect that included the TAKS data. This effect would have reduced the size of
any observed between-group differences; thus, making it more difficult to demonstrate
statistical significance. One way around this possibility might have been to use results
from the new State of Texas Assessments of Academic Readiness (STAAR) tests, which
are expected to be more rigorous than the TAKS. However, given that this assessment is
being administered for the first time in spring of 2012, subsequent data were not yet
available at the time this study was conducted. Nonetheless, one might predict that using
a test like the STAAR that is expected to be more difficult for students overall; that it
could prevent ceiling effects like the ones observed here; and that it might make it easier
to observe and account for differences between pre-kindergarten and non-pre-

kindergarten students on both English and Spanish language state assessments.
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Implications

This study found that participation in a pre-kindergarten program had numerous
beneficial effects for a group of third-grade, economically disadvantaged, Hispanic ELL
students. The results support the literature presented in Chapter Two, which demonstrate
that early childhood plays a significant role on the academic achievement of Hispanic
English language learners. The research concludes that English language learners who
attend pre-kindergarten programs are more likely to have a higher rate of literacy that
enables children to demonstrate high academic achievement and higher graduation rates
while being less likely to be retained (Denton & West, 2002).

Since the implementation of the No Child Left Behind Act of 2001 (NCLB), all
children are expected to perform on statewide-standardized assessments regardless of
socio-economic status and background. Within this accountability system, schools and
school districts must demonstrate adequate yearly progress (AYP). Moreover, by the
year 2014, all students are expected to meet the goals in reading and math on state
assessments. All states are required to submit data on all subgroups to ensure students
are reaching proficient levels. NCLB focuses on high standards of learning and
instruction with the goal of increasing academic achievement in reading and math within
all subgroups in the K-12 population. With the increased awareness of NCLB, academic
needs have shifted to the academic achievement of ELLSs as schools, districts, and states
are held accountable for teaching English and content knowledge to this special subgroup

(Francis et al., 2006.).
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In Texas, Hispanic English language learners are the fastest growing groups of
students (Texas Education Agency, 2011). And, along with the challenges of learning a
second language, many of the students are living near poverty. As reviewed in the
literature, pre-kindergarten programs were initially created with purpose of exposing
children with specific needs to the routines and structures their environment may not
afford them; to promoting/exposing them to much-needed social and oral language
development skills that are needed to enter kindergarten; and to be successful as they
grow in the elementary grades.

This study was intended to ensure teachers, school leaders, and policy makers
understand that an early childhood program can make a difference in the academic
achievement of Hispanic English language learners. Ainsworth and Laosa (2007) noted
that Hispanic children are less likely to enroll in a pre-kindergarten program; therefore,
making Hispanics less likely to begin school with the readiness skills needed for reading
and writing and math. Due to lack of enrollment in programs, Hispanics attend preschool
and early learning programs in much lower proportions than do their whites and African
American peers (Ainsworth and Laosa, 2007). This is important for the learning
community since there should be more high quality programs that are suitable to the
needs of English language learners and the Hispanic community. With school
community building and communication in mind, it is imperative that schools create a
welcoming environment to receive Hispanic families and build relationships that will
encourage academic success. Moreover, in an effort for all children to have an

opportunity for academic success, it is imperative for early childhood programs to
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actively recruit and encourage families to enroll their children in an early childhood
program and promoting early childhood programs.

According to Garcia and Gonzales (2006), a significant number of Hispanic
families live in poverty with parents who have not had any type of formal education. The
challenges of living in poverty make it more difficult for many families to attend quality
pre-kindergarten programs. For these reasons, it is important that school districts and
school leaders reach out to these families encouraging them to become involved in the
educational setting, as well as being prepared to address the needs of the Hispanic
community. Schools should make the greatest efforts to not allow language barriers to
impede communication in any way. All school personnel should find a way to
communicate with parents of English language learners in their dominant language or try
to hire personnel that will speak the language of the community. Schools should include
a parenting component to their early childhood program to educate parents on the
importance of effective parenting skills. According to Ainsworth and Laosa (2007),
programs that are designed to provide meals, medical services and parent trainings are
more responsive to each child’s ethnic, cultural, and linguistic heritage.

The need to create an effective pre-kindergarten program is critical to the success
of all children. With the inception of NCLB, pre-kindergarten programs have provided
opportunities for improving school readiness and academic performance (Barnett, 2002).
It is critical for a program to have quality certified teachers, well trained teachers,
financial resources to maintain programming, active parenting component, and expanding

half days to full days. Barnett (2002) identified that quality programming begins with a
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strong pre-kindergarten program that prevents disparities and allows children established

in poverty areas to be successful.

Areas for Future Research

A substantial body of research has demonstrated the beneficial effects of early
childhood education on subsequent student outcomes. The present study also found
results consistent with this general pattern — showing that a group of third-grade,
Hispanic ELL students who had attended a pre-kindergarten program had a series of
positive outcomes by the time they reached third-grade, in comparison with students who
did not attend pre-kindergarten programs. In order to keep the investigation manageable,
it was decided that the study should involve a specific student population — namely, the
students involved were economically disadvantaged, Hispanic ELL students from a
single large urban school district in Houston, Texas. Furthermore, data from one cohort
of students was examined (i.e., students who had been in kindergarten during the 2007-
2008 school year and who should have been in grade 3 in 2010-2011). At this point,
based not only on recent findings, but also on results seen in the wider literature, it is
worth considering what future avenues for research might be pursued.

One possible research study to be pursued should focus more specifically on this
student population while including data from different cohorts of students. If we were
interested in examining student performance in grade three, students who were in
kindergarten during 2007-2008 simply represent the most recently available cohort.
However, since this study involved only archival data, it would be comparatively

effective to complete similar sets of analyses through a longitudinal study. Assuming



90

that similar results were to be obtained, this would greatly strengthen the present study’s
main conclusion regarding the benefits of pre-kindergarten for Hispanic ELLSs.

Another future study worth conducting might involve a close variation over time.
While the present study found a number of significant benefits for students who had
attended pre-kindergarten, these effects might be considered short-term. Nearly all of the
data concerning student performance were utilized while students were only in third-
grade. While there was evidence that pre-kindergarten participation does affect student
performance three years later, it might be more useful to confirm that these programs
have long-term benefits. Furthermore, although the effects might be smaller compared to
those seen in the short-term, and may diminish over time, many studies have examined
the long-term effects of early childhood education, and evidence suggests that the
beneficial effects of these programs are retained as a student moves through elementary,
into their adolescence, and then into adulthood (Barnett, 1995).

As discussed earlier, there have been evaluations of HISD’s pre-kindergarten
programs; yet, most of these studies have suffered from one limitation. In particular, most
of them focus on short-term effects of pre-kindergarten participation, and analyzed data
from students in elementary school only — perhaps as young as first grade. Only the 2008
evaluation analyzed any data for secondary students. HISD (2008) did find that
graduation rates for students were higher for those who had attended pre-kindergarten
programs than for those who had not. Therefore, it would be useful if there were

additional studies of the long-term effect of pre-kindergarten participation.
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Accordingly, one study that should be attempted would be to study a similar
group of students (i.e., economically disadvantaged, Hispanic, ELLS) but to use archival
data to study their performance in middle school or even high school. Besides analyzing
the same set of performance measures used in the present study (i.e., TAKS, TELPAS,
retention, discipline, GT and special education status, etc.), one could also examine other
measures unavailable for students in grade-three. One could study, for example, whether
students who had attended pre-kindergarten with an exited LEP status more easily than
did those who did not attend pre-kindergarten, or whether they exited sooner. One could
also, in theory, begin to see the effect of pre-kindergarten participation on student
dropouts or graduation. Yet, there would be a number of difficulties in conducting a
study such as this. The most prominent difficulty would be the problems created by the
loss of data from students who leave the district. However, the design of such a study
would be very similar to that employed here, and it should not prove much more difficult
to conduct than the present one.

Another avenue that should be explored in future research is the influence of pre-
kindergarten participation on student performance by evaluating performance on other
standardized tests. In particular, as was mentioned earlier, the previous Texas
Assessment of Knowledge and Skills (TAKS) assessment system is being replaced with
the new State of Texas Assessment of Academic Readiness (STAAR) assessment system
in 2012. Students in grades 3 through 8 will take the STAAR, while those in high school
will eventually take STAAR End of Course (EOC) tests. It is expected that all tests in the

STAAR system will be more rigorous than those included under TAKS. Thus, it is
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possible that the improved student performance on some of the TAKS tests reported here
could be either magnified or diminished under the implementation of the new assessment
system. One possible method might be to evaluate archival data from students who
began in kindergarten in 2008-2009 (and who should have been in grade 3 in 2011-2012)
to determine whether the TAKS results reported here are replicated or not.

It would have benefited the present study greatly if there would had been a way to
determine the enrollment status of all students in the study who were included in the non-
pre-kindergarten group. The basis for assignment of students to this group was that (a)
they had been enrolled in kindergarten during the 2007-2008 school year, and (b) there
was no record of them having been enrolled in any grade in the district during the
previous year. It was assumed that these students were eligible to enroll in pre-
kindergarten, but that they were not enrolled. However, it is entirely possible that some
of them were enrolled in a pre-kindergarten program outside the chosen district, but that
they transferred in before beginning kindergarten. Available student data did not allow
any determination of whether this was the case, or how much of an affect it might have
had on the present study. To address this problem, it might be possible to gain access to
statewide records under the Public Education Information Management System (PEIMS)
for students who are included in the non-pre-kindergarten group, in order to verify their
previous school enrollment status. Another alternative might be to select a random
sample of students in the non-pre-kindergarten group, and attempt to collect data via
some sort of parent interview or survey. Such a survey would not need to be exhaustive

and involve every student and parent. Rather, it would likely be sufficient to select a
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representative sample so that it could be gauged how many students in the non-pre-
kindergarten group might have been erroneously placed there. The objective of such an
analysis would be to verify that this particular problem was actually not that large — thus,
reinforcing the conclusions of the main portion of the study.

Future research would benefit from including observations of classroom
experiences in studies of pre-kindergarten programs so that hypotheses regarding
classroom-level contributions to group differences, such as those found in this study, can
be examined. Such observations need to include assessments of traditional curricular
features and aspects of the classroom social climate — both of which might be found to
make independent contributions to young children’s school readiness. Other pressing
issues raised by this study concern whether the heterogeneous grouping of children in the
classroom influences the successes of pre-kindergarten programs, the relative merits of
stand-alone school-base, or collaborative programs, and the reasons for the lack of
socioemotional outcomes attributable to the pre-kindergarten program.

Finally, an issue concerns the factors that affect whether a parent chooses to enroll
their child in a pre-kindergarten program for which they are eligible. What are the factors
addressing why any eligible students would not be enrolled in a pre-kindergarten
program? This topic is well beyond the scope of the present study. However, it
represents an important avenue for future research. Such a study could not be conducted
as the present one was, via the use of archival student data. Instead, a systematic survey

or series of interviews of parents and caregivers would need to be conducted.
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Limitations

The present study does suffer from a number of limitations that restrict the
generalizability of any conclusions reached. The most obvious limitation is that the study
was restricted to a very specific student group. More specifically, the study focused on
economically disadvantaged, Hispanic ELL students from a single large urban school
district in Texas. Limiting the study to this group had the advantage that it made the
research investigation more manageable; yet, it limited the ability to extrapolate findings
related to other socioeconomic or ethnic groups, or to other geographical regions of the
United States. Further investigation would be required to verify the success of the
HISD’s pre-kindergarten programs with respect to other groups, such as non-Hispanic
students or non-LEP students.

A second limitation was that the study involved only a single cohort of students,
those who attended kindergarten during the 2007-2008 school year. A more intensive
study utilizing data from cohorts across multiple years might have been preferable, but
this would have required much more time and effort. In addition, the present study only
looked at relatively short-term effects of pre-kindergarten participation, and used student
performance data from 2010-2011 (i.e., when students should have been in third-grade).
Although research into HISD’s own pre-kindergarten programs has traditionally only
looked at short-term effects, there exists a great deal of evidence in the literature that
longer-term benefits can be observed (HISD, 2009; 2010; 2011). In an effort to identify
additional effects of pre-kindergarten participation, a full investigation would need to

examine data over a longer period of time.
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Another limitation of the present study is that it represents an ex-post facto
design, since students had been pre-assigned to the pre-kindergarten or non-pre-
kindergarten groups by virtue of the fact that they either were or were not enrolled in a
pre-kindergarten program in 2006-2007. There may have been many reasons why a
student would not have attended pre-kindergarten, and any of these factors might have
been related to subsequent student performance. To equate the pre-kindergarten and non-
pre-kindergarten groups, random assignment of students to either condition would have
been necessary, but this is not possible when dealing with real world data. The present
study attempted to verify that students did not differ systematically at the outset, by
comparing them on factors such as special education status, gifted and talented status,
and by limiting the study to students with a specific set of demographic characteristics.
However, there are likely many things about our student sample that we do not know, and
any of these could have potentially influenced how students performed during later
school years.

In a related vein, another limitation that does not appear to have a solution at
present is the lack of knowledge concerning the status of students in the non-pre-
kindergarten group. Specifically, students in the non-pre-kindergarten group were those
who had been enrolled in kindergarten in 2007-2008, and were not enrolled at all in
2006-2007 according to district records. However, an unknown number of these students
may have attended school elsewhere during 2006-2007; hence, meaning that they should
not have been included in the non-pre-kindergarten group. This situation creates a

difficult problem, but is perhaps not as important as it would be if the study showed no
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differences between the pre-kindergarten and non-pre-kindergarten groups. Since there
was, in fact, substantial evidence that the pre-kindergarten group performed better, the
fact that we really had no explicit knowledge of the status of non-pre-kindergarten
students during the 2006-2007 school year is an inconvenience rather than a major issue.
Furthermore, there are two additional limitations to the present findings. One
major limitation involved is that many of the effects observed were statistically
significant, yet very small. For example, there was less than a one percentage point
difference between the pre-kindergarten and non-pre-kindergarten groups in overall
school attendance rates. Similarly, the percentages of pre-kindergarten and non-pre-
kindergarten students classified as either special education (1.9% vs. 3.4%) or as having
been disciplined (1.4% vs. 3.1%) were all respectively very small in terms of absolute
terms. Thus, it might be advisable to not attempt to read too much into these results.
Additionally, one area that the present study completely ignored is that of the
relative performance of students who attended different types of pre-kindergarten
programs. HISD’s own evaluation reports on pre-kindergarten programs cover this issue
quite extensively (HISD, 2008; 2009; 2010; 2011) but it was not addressed in the present
study. Future studies might assess the impact of various models of pre-kindergarten
programming and early grade indicators and outcomes. Models for evaluation of pre-
kindergarten programs could be developed, ensuring the impact on a broad variety of

indicators including but far beyond third grade test scores.
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Summary

Throughout the United States, there is a growing interest in pre-kindergarten
programs that might enhance the school readiness of young children. The benefits of
early education programs, and pre-kindergarten in particular, are well-documented. In
recent years, evidence from evaluations of state pre-kindergarten programs demonstrate
that children who have participated in such programs show better academic readiness
skills (Lamy, Barnett, & Jung, 2005), as well as improved school attendance and
performance, and reduced grade retention (Gilliam & Zigler, 2000).

The Houston Independent School District pre-kindergarten program offers an
example of the success with which systematic, school-based initiatives can launch four-
year-olds on a promising trajectory into elementary education. These effects were evident
in full-day pre-kindergarten programs with Hispanic students that came from low-
socioeconomic backgrounds and were classified as English language learners (ELLS).
However, future research that employs a different testing instrument would be better
suited to capturing the effects of pre-kindergarten across the full spectrum of students.

As with any major education decisions, and especially one that affects young
children and their families, school leaders should work in close collaboration with
communities, especially parents, Head Start, and other early childhood providers, in order

to develop programs that best meet the community’s needs.



References

Ainsworth and Laosa (2007) Is Public Pre-K preparing Hispanic children to succeed in
school. Preschool Policy Brief retrieved from
http://nieer.org/resources/policybriefs/13.pdf.June 20, 2011

Andrews, S. P., & Slate, J. R. (2001, May 17). Pre-kindergarten programs: A review of

the literature. Current Issues in Education, 4 (5). Retrieved from
http://cie.ed.asu.edu/volume4/number5/

August, D. L., & Shanahan, T. (2006). Developing literacy in a second language: Report
of the National Literacy Panel. Mahwah, NJ: Lawrence Erlbaum.

Barnett, W. S. (1995). Long-term effects of early childhood programs on cognitive and
school outcomes. The Future of Children, 5. Retrived from
http://www.futureofchildren.org/Ito/02_Ito.htm

Barnett, L. C., W.S.; Jung, K. (2005). The effects of Oklahoma’s early childhood four-
year-old program on young children’s school readiness. Retrieved from
http://nieer.org/resources/research/multistate/ok.pdf

Buenafe, Anthony, (2011), Pre-K as a School Turnaround Strategy
June 2011 retrieved from
http://lwww.pewcenteronthestates.org/uploadedFiles/Pew_PreK_School_Turnarou
nd_Strategy.pdf , March 1, 20

Currie, J. & Thomas, D. (2000). School quality and the longer-term effects of Head Start.
Journal of Human Resources, 35(4), 755-774.

Denton, K., & West, J. (2002). Children’s reading and mathematics achievement

in kindergarten and first grade. Washington, D.C.: U.S. Department of


http://cie.asu.edu/volume4/number5/index.html
http://www.futureofchildren.org/lto/02_lto.htm
http://nieer.org/resources/research/multistate/ok.pdf
http://www.pewcenteronthestates.org/uploadedFiles/Pew_PreK_School_Turnaround_Strategy.pdf
http://www.pewcenteronthestates.org/uploadedFiles/Pew_PreK_School_Turnaround_Strategy.pdf

99

Education. Retrieved from http://nces.ed.gov/pubs2002/2002125.pdf

Dewey, J. (1956). The child and the curriculum, and the school and society. Chicago, IL:
University of Chicago Press.

Espinosa, L.M. (2002). High-quality preschool: Why we need it and what it
looks like. Preschool Policy Matters, 1, New Brunswick, NJ: National Institute

for Early Education Research.

Fry, R (2003). High School Dropouts for Latino Youth. Eric Digest. New York, NY:

ERIC Clearinghouse on Urban Education

Flynn, Kathleen and Jane Hill, 2005, English Language learners: A growing population.
Policy Brief McRel;
http://www.mcrel.org/pdf/policybriefs/5052pi_pbenglishlanguagelearners.pdf

retrieved March 1, 2012

Ferguson, P. C. (1991). Longitudinal outcome differences among promoted and
transitional at-risk kindergarten students. Psychology in the Schools, 28, 139-146.

Garcia, E., & Gonzales D. (July, 2006). Pre-K and Latinos: The foundation for America’s
future. Pre-K Now. Retrieved from http://www.preknow.org/documents/Pre-
KandLatinos_July2006.pdf

Garcia, E. E., Jensen, B., & Cuellar, D. (2006). Early achievement of Hispanics in the
United States: Implications for teacher preparation. The New Educator, 2, 123-

147.


http://nces.ed.gov/pubs2002/2002125.pdf
http://www.mcrel.org/pdf/policybriefs/5052pi_pbenglishlanguagelearners.pdf%20retrieved%20March%201
http://www.mcrel.org/pdf/policybriefs/5052pi_pbenglishlanguagelearners.pdf%20retrieved%20March%201
http://www.preknow.org/documents/Pre-KandLatinos_July2006.pdf
http://www.preknow.org/documents/Pre-KandLatinos_July2006.pdf

100

Gilliam, W. and Zigler, E. (2000). A critical meta-analysis of all evaluations of state-
funded preschool. Early Childhood Research Quarterly, 15(4), 441

Goldenberg, C. (in press, 2010). Reading instruction for English language learners. In M.
Kamil, P. D. Pearson, E. Moje, & P. Afflerbach (Eds.). Handbook of reading
research (Vol. IV). Newark, DE: International Reading Association.

Gormley, W. (November, 2007). The effects of Oklahoma’s pre-K program on Hispanic
children. (Working paper #11) Retrieved from
http://www.crocus.georgetown.edu/reports/f CROCUSworkingpaper11.pdf

Hernandez, M., & Jacobson, G. (June 10, 2008). Backgrounds greatly affect how new
immigrants fare in American classrooms. Dallas Morning News, p.1A, 10A.

HighScope Educational Research Foundation. HighScope Perry Preschool Study.
Retrieved from http://www.highscope.org/Content.asp?Contentld=219

Houston Independent School District. (2008). Pre-kindergarten Education Programs
2007-2008. Retrieved from
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/2007_
2008 Early Childhood Program Evaluation.pdf

Houston Independent School District. (2009). Pre-kindergarten Education Programs
2008-2009. Retrieved from
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/Pre-

K_2009.pdf


http://www.crocus.georgetown.edu/reports/CROCUSworkingpaper11.pdf
http://www.highscope.org/Content.asp?ContentId=219
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/2007_2008%20Early%20Childhood%20Program%20Evaluation.pdf
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/2007_2008%20Early%20Childhood%20Program%20Evaluation.pdf
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/Pre-K_2009.pdf
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/Pre-K_2009.pdf

101

Houston Independent School District. (2010). Pre-kindergarten Education Programs
2009-2010. Retrieved from
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/preked
ucationprogrameval200910110110.pdf

Houston Independent School District. (2011). Pre-kindergarten Education Programs
2010-2011. Retrieved from
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/PreK

education program eval_2010-2011.pdf

National Center for Education Statistics, 2003 retrieved from
http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2005025 on March 24, 2012

National Institute for Early Childhood Research. (March, 2007). Is public pre-k
preparing Hispanic children to succeed in school? Retrieved from
http://nieer.org/resources/policybriefs/13.pdf

Neuman, S.B. (2003). From rhetoric to reality: The case for high-quality pre-kindergarten

programs. Phi Delta Kappan, 85(4), 286-291.

Nichols, R. (n.d.). Friedrich Froebel: Founder of the first kindergarten
90. Retrieved from http://rachelnichols.hubpages.com/hub/Friedrich-Froebel-

Founder-of-the-First-Kindergarten

Pre-K Now. (n.d.). Facts sheets: Pre-K and Latinos. Retrieved from

http://www.preknow.org/policy/factsheets/latinos.cfm


http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/prekeducationprogrameval200910110110.pdf
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/prekeducationprogrameval200910110110.pdf
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/PreK%20education%20program%20eval_2010-2011.pdf
http://www.houstonisd.org/ResearchAccountability/Home/PE_Curriculum/PreK%20education%20program%20eval_2010-2011.pdf
http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2005025
http://nieer.org/resources/policybriefs/13.pdf
http://rachelnichols.hubpages.com/hub/Friedrich-Froebel-Founder-of-the-First-Kindergarten
http://rachelnichols.hubpages.com/hub/Friedrich-Froebel-Founder-of-the-First-Kindergarten
http://www.preknow.org/policy/factsheets/latinos.cfm

102

Salvin, R. E., Karweit, N. L., & Wasik, B. A. (1994). Preventing early school failure:
Research, policy, and practice. Boston, MA: Allyn and Bacon.

Schweinhart, L. J. (April, 2003). Benefits, costs, and explanation of the High/Scope Perry
pre-school program. An educational research foundation paper presented at the
Meeting of the Society for Research in Child Development, Tampa, Florida.

Spodek, B., & Saracho, O. N. (1994). Right from the start: Teaching children ages three
to eight. Boston, MA: Allyn and Bacon.

Spring, J. (1994). The American school 1642-1993 (3rd ed.). New York: McGraw-Hill.

Jones, R. (2001). Starting early: The why and how of preschool education. TEPSA

Journal, 62, 12-17, 30-33.
Sturrock, C. (2005). Preschool study finds bright side, dark side. It helps language,

math — can hurt social development. Retrieved March 20, 2012, from

http://www.sfgate.com/cgi-bin/article.cgi?f=/c/a/2005/11/01/MNGG3FH6VD1.DTL

Texas Education Agency. (2011). Texas Pre-kindergarten Data. Retrieved from
http://www.pre-kindergartenprepares.com/

Texas Education Agency. (2011). For Parents: Is Your Child Eligible? Retrieved from
http://www.pre-kindergartenprepares.com/parents.php?section=eligibility

Texas Education Agency (2011). Pre-kindergarten Guidelines. Retrieved from
http://www.tea.state.tx.us/index2.aspx?id=2147495508&menu_id=2147483718

The Carolina Abecedarian Project. Retrieved from

http://www.fpg.unc.edu/~abc/#home


http://www.sfgate.com/cgi-bin/article.cgi?f=/c/a/2005/11/01/MNGG3FH6VD1.DTL
http://www.prekindergartenprepares.com/
http://www.prekindergartenprepares.com/parents.php?section=eligibility
http://www.tea.state.tx.us/index2.aspx?id=2147495508&menu_id=2147483718
http://www.fpg.unc.edu/~abc/#home

103

U.S. Census Bureau. (March, 2011). Overview of race and Hispanic origin 2010.

Retrieved from http://www.census.gov/prod/cen2010/briefs/c2010br-02.pdf

Vernez, Georges, and Lee Mizell, 2002. Monitoring the Education Progress of

Hispanics. DRU-2837-HSF, Santa Monica, Calif.. RAND


http://www.census.gov/prod/cen2010/briefs/c2010br-02.pdf

APPENDICES



105

APPENDIX A
SPANISH TAKS READING SCALE SCORE ANALYSIS
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Group Statistics
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Group N Mean Std Std Error

Deviation Mean

Reading Scale NPK 539 630.53 97.463 4,198

Score
PK 2,816 641.81 98.629 1.859
Independent Samples t-test

95% Confidence

Interval of the

Sig (2- Mean Std Error of Difference
t df tailed) Difference Difference
-2.438 3,353 015 -11.282 4.628 -20.357 -2.208
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Appendix B: Spanish TAKS Mathematics Scale Score Analysis

Group Statistics

Group

N Mean

Std

Deviation

Std Error
Mean

Math Scale
Score

NPK

539

604.72

105.237

4.533

PK

2,799

619.95

109.860

2.077

Independent Samples t-test

df

Sig (2-
tailed)

Mean
Difference

Std Error of

95% Confidence
Interval of the
Difference

Difference

-2.966

3,336

.003

-15.224

5.133

-25.288 -5.160
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Group Statistics
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Group N Mean Std Std Error
Deviation Mean
Reading Scale NPK 92 600.47 116.772 12.174
Score
PK 678 599.09 105.187 4.040
Independent Samples t-test
95% Confidence
Interval of the
Sig (2- Mean Std Error of Difference
t df tailed) Difference Difference
0.116 768 .908 1.373 11.847 -21.883 24.629
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Appendix D: English TAKS Mathematics Scale Score Analysis

Group Statistics

Group N Mean Std Std Error

Deviation Mean

Math Scale NPK 92 590.30 86.522 9.021

Score
PK 694 600.30 94.157 3.574
Independent Samples t-test

95% Confidence

Interval of the

Sig (2- Mean Std Error of Difference
t df tailed) Difference Difference

-0.966 784 334 -10.000 10.352 -30.321 10.322
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Group Statistics
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Group N Mean Std Std Error
Deviation Mean
Attendance NPK 763 97.841854 | 2.7267006 .0987132
Percentage
PK 3,868 98.508302 | 2.1150165 0340072
Independent Samples t-test
95% Confidence
Interval of the
Sig (2- Mean Std Error of Difference
t df tailed) Difference | Difference
-7.554 | 4,629 .000 -.6664476 0882284 | -.8394173 | .-4934778
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