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ABSTRACT 

 

Research has long documented the importance of early learning. The ability to acquire 

oral language is the foundation for developing strong literacy and reading skills early in a child‟s 

development. Research has further documented the importance of experiencing everyday 

opportunities to read, write, listen, and speak in order for children to gain the oral language 

needed to become strong readers later in life.  

Educators and policy makers are beginning to look to early childhood education 

experiences as a means for ensuring student success and addressing academic gaps in 

achievement. Studies indicate that children exposed to high-quality preschool learning have 

improved socioeconomic outcomes, and higher academic results, than those children who are not 

exposed to high-quality preschool learning. Early childhood educators must be prepared to 

address the needs of all students once they enter public schools.  As a result, school officials are 

now seeking ways to determine the preparedness of preschool teachers by examining 

qualifications for work in the classroom.  

Once children begin kindergarten, they are taught by certified professionals with four-

year degrees. Prior to kindergarten, teachers are often far less prepared. The primary purpose of 

this investigation was to examine the effect teacher licensure has on the oral language 

development of preschool learners in one public school district‟s program. Specifically, this 

investigation sought to examine whether or not licensed four-year degreed teachers are more 

appropriately credentialed to increase the oral language development in preschool students, than 

non-licensed, two-year degreed teachers employed within the same school district. 

This investigation utilized both qualitative and quantitative methods to examine the 

relationship between preschool teacher licensure and the oral language development of preschool 

students to assess student learning. Teacher interview questions and analysis of existing student 

data enabled the researcher to gain insight into teacher perceptions regarding licensure 

credentials and about the effectiveness of a program utilizing an employment structure of this 

nature. 

 Results indicate that preschool students instructed by teachers holding two-year degrees 

in Early Childhood Education, demonstrated a stronger command of the oral English language at 

the end of their preschool year. Data analyzed in this study further indicate that the preschool 



xi 
 

students of the non-licensed teachers demonstrated similar results in oral language once assessed 

in kindergarten the following year.  In short, student data results demonstrated that teachers 

holding Associate Arts degrees had stronger correlations in oral language data among students 

from one year to the next, than their Bachelor degreed counterparts.  
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CHAPTER ONE 

 INTRODUCTION 

 

 The academic achievement gap among students is noticeable to educators before they 

enter kindergarten (Lavin-Loucks, 2006). Throughout the United States and for many years, 

educators have been charged with closing the achievement gap between white and non-white 

groups of students. When examining the reasons why the achievement gap exists, educators are 

often unable to identify a single factor or cause for the disparity. Lavin-Loucks (2006) suggests 

while it may be difficult to identify a single factor, cultural, instructional, and social indicators 

have had an impact on this academic phenomena.  

Educators and researchers continue to debate which variables influence student 

achievement (Darling-Hammond, 2000). The long-term implications of existing gaps in 

achievement are far more consequential than merely an acknowledgement of an unfair 

educational system. Gaps in achievement have produced profound consequences in life for 

students and society as a whole (Lavin-Loucks, 2006). While closing the achievement gap is a 

significant task, identifying factors to reduce or eliminate gaps in academic achievement ensure a 

more equitable academic experience in which all children can succeed. 

Wenglinski (2004) reports that The Elementary and Secondary Education Act of 2001, 

commonly referred to as the No Child Left Behind (NCLB) Act has brought increased attention 

to the presence of the racial achievement gap. The NCLB Act requires schools to demonstrate 

that students are making adequate yearly progress (AYP) on standardized tests each year. 

According to NCLB, the average score of the student population is expected to improve, as well 

as the scores of various demographic subgroups in the student population, including ethnic-

minority students (Wenglinski, 2004). As a result, educators are beginning to closely examine 

strategies which may be utilized to close gaps in academic achievement among PK-12 students. 

One strategy school officials are using focuses on the examination of teacher practice as it relates 

to student learning. Examining this aspect of achievement may be important in assessing the 

impact teacher practice may have on instruction in public school classrooms. 

According to the Colorado Preschool Program‟s 2009 legislative report, a child‟s early 

years represent a time of rapid growth and development. Children who do not acquire rich 
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background knowledge and who are not exposed to multiple learning experiences in the first few 

years of life, are “likely to start kindergarten approximately two or more years behind their age-

mates who are in typical environments; the achievement gap presents itself very early on and 

without intervention, widens over time” (p.7). As a result, it is important that teachers strengthen 

their knowledge and instructional practice related to child development because of the impact on 

student learning and ultimately, student achievement.  

A child‟s ability to acquire oral language is the foundation for developing strong literacy 

skills (Roskos, Tabors & Lenhart, 2004). Roskos et al. (2004) suggest that a great deal of what 

humans learn in life is derived from reading, writing, listening, and speaking. It is through 

everyday experiences filled with speaking, reading, and writing that children “gain the oral 

language they need to be strong readers and learners in the future” (p.1). Researchers have 

identified a variety of factors which may contribute to the achievement gap, but contend that oral 

language development is the key to reading and writing success; therefore, exposure to speaking 

and listening opportunities in early learning settings is paramount to the achievement of  students 

(Roskos et al., 2004).   

Educators and policy makers are now looking to early childhood experiences to close the 

achievement gap within schools (Schweinhart, 2008). Studies indicate that children exposed to 

high-quality preschool learning opportunities have improved socioeconomic outcomes, and 

higher academic results in elementary and secondary schools (Schweinhart, 2008). One factor 

contributing to increased support for preschool is evidence that early childhood experiences 

influence a child‟s brain development. Thompson (2004) suggests that brain development relies 

on people providing stimulation to young children that facilitate connections in the cortex for 

language and complex thought. If true, people are inherently critical to the intellectual growth in 

young children and the development of their minds. Therefore, school officials must provide 

nurturing, language-rich early learning opportunities for all children.    

Schweinhart (2008) further suggests that the first five years of life are critical to the 

academic development of a child. It is believed that within this time frame children may develop 

basic learning patterns and abilities that will benefit them for the rest of their lives.  

                    A good early education experience can teach children not 

only academic knowledge and skills, but it can shape their 

attitudes, dispositions, and habits regarding learning and 
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influence their social and emotional 

development…preschool education can help children begin 

to understand that there are consequences to their actions 

and that they can be responsible for what happens to them. 

(Schulman, 2005, p.1)  

Research on learning and brain development provide concrete evidence on how children 

learn. Dodge, Colker, and Heroman (2002) contend physical evidence exists to support what 

Abraham Maslow, Eric Erikson, and other prominent researchers have argued: “The wiring in a 

child‟s brain is directly affected by environment and grows as a result of learning and 

experience” (p.5). Just as learning is linked to brain development, literacy is believed to be 

linked to oral language. Thus, an educator‟s understanding of the importance of oral language 

development is especially true for ensuring the literacy development of preschool learners.  

As a result of the demographic changes in American classrooms and questions regarding 

the impact bilingualism may have on a child‟s language and cognitive development, accurate 

interpretation of information is needed to assess the performance of linguistically diverse 

children (Bialystok, 2006). It may take as long as 5-7 years for second language learners to gain 

command of the oral English language and demonstrate literacy proficiency in school (Sutton, 

1989). Dodge et al. (2002) suggest that some children come from language-rich home 

environments and have strong language skills in their primary language, while others come from 

homes that are not as verbally rich. By understanding the intricacies of how second language 

learners acquire language, educators may be better able to address gaps in achievement early in a 

child‟s academic career.    

Early educators must be prepared to address the needs of all students once they enter 

public schools. One way school officials may be able to better determine the preparedness of 

preschool teachers is by examining qualifications for work in the classroom. Educators and state 

policy makers should begin to examine the relationship between preschool teacher licensure and 

the oral language development of early learners to assessing student learning. Lavin-Loucks 

(2006) suggests that the quality of schools and teachers can influence student success and 

engagement. Instead of focusing all educational efforts on “closing” academic achievement gaps 

among students, school officials may need to redirect professional teacher resources by creating 

instructional environments which eliminate academic disparities from the start.  
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Focus of this Investigation 

A review of the literature indicates strong support for the positive impact a quality 

preschool experience has on improving the academic achievement of students throughout their 

school career. However, the limited research available on the effect of teacher licensure on the 

oral language development of preschool students‟ warrants further investigation. Bogard, 

Traylor, and Takanishi (2008) report the connections between educational preparation and 

professional qualifications of early childhood workers are linked. However, based on the review 

of literature, the extent to which the connection effects preschool oral language development is 

unclear. The purpose of this research study is to assess the effect preschool teacher licensure has 

on the oral language development of preschool students in one public school district‟s program. 

Once children begin kindergarten, they are taught by certified professionals with a four-

year degree (Barnett, 2004). Prior to kindergarten, teachers may be far less prepared. Presently, 

there is no national licensure requirement for preschool teachers (Saracho & Spodek, 2007). 

These researchers suggest that each state operates independently with regard to establishing the 

criteria needed to teach young learners. Many states may mirror similar state agency hiring 

practices by requiring that individuals, at a minimum, be 18 years of age or older and pass a 

background check. Aside from these minimal qualifications, the expectations for teaching 

preschool vary nationally (Saracho & Spodek, 2007). 

The educational requirements for early childhood education 

teachers have been a concern to those in the field. Young 

children and their families were found to be at risk since 

states and communities do not seem duly concerned with 

early childhood teacher‟s qualifications…State childcare 

regulations have instituted marginal requirements for the 

education of their teachers. (Saracho & Spodek, 2007) 

Fewer than half of preschool teachers hold a bachelor‟s or master‟s degree, and many 

have never attended college (Barnett, 2004). Barnett (2004) explains that preschool programs 

employing teachers with four-year college degrees or higher have had a high degree of 

effectiveness as it pertains to student learning. Research shows that low educational 

qualifications and lack of specific preparation in preschool limit the educational effectiveness of 

many preschool teachers (Barnett, 2004). While research suggests that teacher qualifications are 
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important, many questions remain regarding the extent to which teacher qualifications impact a 

preschooler‟s educational experience related to oral language development (Barnett, 2004). 

The focus of my investigation will be to examine the effect teacher licensure has on the 

oral language development of preschool learners in one public school district‟s preschool 

program. Specifically, I will examine whether or not licensed four-year degreed staff members 

are more appropriately credentialed to increase the oral language development in preschool 

students than non-licensed, two-year degreed employees.  

As indicated earlier, Barnett (2004) reports that a child‟s learning and development are 

directly related to the educational qualifications of his or her teacher.  Some school officials 

believe that the most effective preschool teachers are those who have at least a four-year college 

degree and specialized training in early childhood education (Barnett, 2004). I chose to examine 

teacher licensure as a focus because teacher preparation may be associated with closing gaps in 

academic achievement among students. With an increasing national focus on early childhood 

education,  the implications of teacher preparation in this area is great as states and school 

districts determine funding for school initiatives and programs over the next several years. 

In this study, I will examine the oral language development of preschool learners through 

a qualitative and quantitative analysis of data. Included in the data analysis will be an 

examination of teacher credentials and licensure as they relate to teacher preparation and 

effective classroom instruction.  

Research Questions and Related Inquiries 

The general question this study will attempt to answer is stated as follows: Is a licensed, 

four-year degree staff member better able to increase the oral language development of preschool 

learners as opposed to a non-licensed, two-year degree employee?   This general question 

encompasses additional inquiries relative to my investigation which will guide my research: 

1. What effect does teacher licensure have on the oral language development of 

preschool students? 

2. What are teacher perceptions about licensure versus non-licensure and academic/ 

professional training as they relate to the oral language development in early 

learners? 

3. What is the instructional/academic effectiveness of a public school preschool 

program employing both licensed and non-licensed preschool teachers? 
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Background of the Study 

The barriers to improving early childhood education are well documented. Cavanagh 

(2002) suggests that state and federal funding for early learning programs is scarce, despite the 

research showing its importance to children. Educators have long acknowledged the importance 

of high-quality, early education (Mathews & Ewen, 2008). One study has shown that high-

quality preschool programs increase a child‟s chances of academic success and financial 

independence (Schulman, 2005). In his policy report, Schulman (2005) suggests children who do 

not receive a quality early education may be less likely to become productive members of society 

at the end of their academic careers. Therefore, identifying ways to ensure quality instruction as 

a means of eliminating gaps in student achievement is essential.  

Lavin-Loucks (2006) explains the term “achievement gap” represents the pervasive racial 

and socioeconomic disparities in student achievement; and suggests that the achievement gap is 

part of a legacy that intertwines family resources with school quality, social capital, and 

educational opportunity. Research studies and program evaluations have demonstrated numerous 

positive educational and socioeconomic outcomes that quality early education opportunities 

provide children (Conn-Powers, Cross, & Zapf, 2006). Yet, our nation‟s spending priorities and 

investments in education do not often reflect this research (Mathews & Ewen, 2008). Lavin-

Loucks (2006) points out that although early childhood education is promoted as one of the most 

effective ways of minimizing the gap, barriers exist that continue to promote disparities in 

student achievement.  

State and local governments are beginning to invest added resources towards improving 

young children‟s early learning experiences and helping to prepare more children to achieve in 

the PK-12 school systems. In spite of the renewed emphasis by state officials, funding 

allocations at the preschool level remain low in comparison to K-12 funding. One reason for 

minimal funding allocations may be related to the potential financial impact on human resources 

and district policies.  Requiring school districts in Colorado to hire and compensate current 

and/or future licensed preschool teachers at the K-12 licensed teacher salary level may result in 

greater financial impact to district funding.  Spending is also likely to increase with the 

implementation of such hiring practices through increased teacher fair participation to ensure 

quality recruitment. Currently, no university in the state of Colorado offers a 4-year Bachelor‟s 

degree in early childhood education (Colorado Articulation Agreement, 2009), and only a few 
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offer a 4-year Bachelor‟s degree in elementary education with an added early childhood 

education endorsement. Therefore, expenses may likely increase with widened recruitment travel 

outside of the state of Colorado.  

While school reform continues to remain a priority for government officials and state 

policy makers, changes in federal education policy have emphasized the importance of 

eliminating the achievement gap among students. The NCLB Act continues to create a sense of 

urgency at the state and federal levels regarding school reform initiatives. Within a school, if a 

student subgroup persistently fails to meet performance targets, the school and district may be 

subject to fiscal sanctions. Under the NCBL Act, schools and districts may only be considered 

successful if they close the academic achievement gap among students. As a result, education 

policymakers and community stakeholders should focus on prevention programming as the most 

obvious solution to addressing gaps in student achievement. It is within this context that I have 

elected to assess the effect teacher preparation and licensure has on student learning in one 

public school district‟s preschool programming. 

Statement of the Problem 

 Limited research is available on the academic impact licensed preschool teachers have on 

student learning versus non-licensed preschool teachers. This may be due in part to the scarce 

number of state-licensed preschool teachers working in Colorado‟s public schools and the lack of 

post secondary institutions offering four-year degrees in early childhood education (Colorado 

Articulation Agreement, 2009). The ability to hire and retain only licensed preschool teachers for 

work in any public school‟s preschool program may be difficult. Therefore, it is my goal to 

assess the effectiveness of one public school‟s preschool program using both licensed and non-

licensed personnel as preschool teachers and the effect this hiring practice may have on the oral 

language development of preschool students.    

As director of the Early Childhood Education Department in a large urban Colorado 

public school district, it is important that an examination of teacher effectiveness take place to 

determine resource allocations and future spending. Currently, four-year degreed preschool 

teachers are employed within the school district, but are not compensated on the licensed teacher 

salary schedule. The decision to compensate preschool teachers as non-licensed (classified) 

employees is a district level administrative decision based on potential cost increases to the 

district‟s general fund. However, by not compensating preschool staff members as other licensed 
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employees, continuity of programming and instruction are continually impacted due to teacher 

turnover rates each year. 

 In a public school district where teachers are not compensated equally at both the 

preschool and K-12 levels, licensed teachers may continue to seek employment opportunities at 

the K-12 level for financial reasons. Thus, leaving an increasing number of preschool teacher 

positions vacant each year.  Through analyzing the qualitative and quantitative data collected in 

this study of the effect preschool teacher licensure may have on oral language development, I 

intend to provide insight to state and school officials regarding the future allocation of early 

childhood resources. Assessing whether or not preschool teacher licensure effects student 

learning may also answer questions regarding whether or not colleges and universities should 

invest in adding 4-year early childhood education degree programs to department course 

offerings. 

Colorado, like many states, is experiencing an increase in diverse population. Within 

Colorado‟s urban classrooms, meeting the needs of diverse preschool learners remains a focus 

for public school officials. Due to the ever-changing faces in public education, it is important 

that educators remain knowledgeable of current instructional strategies designed to increase 

student achievement. Examining licensing credentials, relevant to instructional preparedness in 

whether standardizing licensing credentials at the preschool level, like those at the K-12 level, 

could effect the oral language development of preschool students.  

In this study, I will examine oral language assessment data recorded during one preschool 

academic year and then again at the beginning of students‟ kindergarten school year. By 

examining existing preschool and kindergarten data, I will determine whether or not preschool 

students enter Kindergarten with a strong command of the oral English language. I will further 

be able to determine if any trends exist between student assessment data and preschool teacher 

licensure. By examining data in relationship to teacher licensure, I will determine what effect 

licensing may play in the oral language development of preschool students as they transition into 

kindergarten. 

 State legislators, policymakers, and school officials across the country are facing 

increasingly tough fiscal constraints related to the implementation of educational reform 

initiatives. Many state legislators may be balancing calls for increased fiscal accountability from 

the general public with increased public demand for high-quality preschool programming. 
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Preschool programs funded by public schools prior to entry into kindergarten are generally called 

pre-kindergarten programs.  Pre-kindergarten programs provide one to two years of education 

and are primarily funded by state and local school districts (Magnuson, Meyers, Ruhm, & 

Waldfogel, 2004). During the 2005-2006 school year, only 38 states funded pre-kindergarten 

initiatives in the United States (Barnett, Hustedt, Hawkins, & Robin, 2006). Magnuson et al., 

(2004) suggest that pre-kindergarten is usually a ½ day education program, located within a 

public school and targets children in need of early education due to economic disadvantage. 

Consequently, public school districts with a high proportion of students from ethnic minority 

groups and children eligible for free or reduced lunch, are more likely to have pre-kindergarten 

programs than other school districts (Magnuson et al., 2004). 

According to the National Institute for Early Education Research, approximately two-

thirds of preschoolers are served in public schools, and one-third is served in other educational 

settings such as private child care centers and Head Start (Barnett et al., 2006). Head start is a 

federally funded early education program for children from low-income families and for children 

with developmental delays (Magnuson et al., 2004). Head start programming is unique in that it 

focuses on health and nutrition as part of its educational programming. Because head start 

programs are federally funded, centers must continue to meet performance guidelines to maintain 

federal funding and support. Magnuson et al., (2004) suggest that nearly $6.3 billon was 

provided for head start programming in 2002, and more than 12% of the nation‟s children 

participated in head start programming. 

The primary difference between preschool/nursery schools and pre-kindergarten 

programs is that nursery school/daycare programs are typically privately funded enterprises 

based on a fee.  Magnuson et al., (2004) suggests center-based nursery/daycare programs are 

generally available 9-10 hours per day, 5 days per week and provide early education experiences 

to 3 and 4 year olds. While head start programs receive federal funds, the federal government 

does not directly fund, support or regulate privately funded preschool programs or childcare 

centers. 

Schweinhart (2008) suggests that state-funded preschool programs have increased 

significantly in recent years. As the number of publically funded preschool programs increase, 

policy debates continue to focus on teacher degree and qualifications in determining the level of 

investment in early childhood education efforts (Bogard, et al., 2008).  For the purpose of this 
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study, the researcher will examine data collected from a state-funded (pre-kindergarten) 

preschool program in one Colorado public school district. 

In 1988, the Colorado General Assembly declared that a substantial number of students 

entering kindergarten were not adequately prepared to learn in an academic setting based on 

limited background knowledge and experiences. According to the Colorado Preschool Program‟s 

2009 Legislative Report, the General Assembly created the Colorado Preschool Program (CPP) 

to serve the children of Colorado most vulnerable to starting kindergarten unprepared. 

Legislators believed that “providing quality early childhood education would ultimately curb 

dropout rates, help children achieve their full potential, reduce dependence on public assistance 

and decrease susceptibility to criminal activities”(p.2). 

While state educators may recognize the importance of a child‟s need for quality 

preschool programming, as indicated earlier, little oversight exists at the national level. Access to 

preschool programming ranges from universal availability to no availability; quality standards 

vary from excellent to poor and funding varies from state to state (Barnett et al., 2006). Many 

preschool programs offer services that are poor or mediocre in quality. By establishing standards 

in state-level policy, states can require that programs provide children with a high quality 

education (Barnett et al., 2006). One call for increased accountability and the development of 

early learning state standards may be the result of examining teacher licensure and credentials 

related to quality instruction. If educators are to close and/or eliminate the academic achievement 

gaps in schools, equitable opportunities for instruction at an even earlier age than kindergarten 

must exist.  

Significance of the Study 

An academic achievement gap continues to exist among ethnically/racially diverse 

(including second language learners) and white students. Consequently, educators are 

continuously charged with closing the achievement gap in schools and increasing academic 

performance for all students. As state and federal dollars are continually scrutinized by the 

general public, policy makers must ensure that resources are allotted in a manner which 

continually realizes the greatest impact on student learning. Matthews and Ewen (2004) report 

that it is the quality of a program that is most important to a young child‟s development. These 

researchers further suggest that resources are needed to ensure that all preschool programs have 
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qualified staff members with appropriate training in child development and who are well 

compensated. 

By requiring preschool teachers to obtain a four-year degree, similar to that of K-12 

education instructors, school districts would be required to compensate preschool teachers in the 

same manner as other licensed teachers. Currently, many preschool teachers are not compensated 

as licensed teachers with regard to benefits and salary. Barnett (2003) argues that preschool 

teachers in America are paid less than half of a kindergarten teacher‟s salary resulting in poor 

pay and benefits, which prevent preschool programs from hiring and retaining highly effective 

teachers. 

Implementing mandates regarding greater preschool teacher licensure requirements may 

have significant impact on district resources. Increased licensure requirements may also have 

significant financial impact on district spending for curriculum and instruction. Formal 

curriculum adoption procedures may be required and more closely scrutinized by public school 

officials with increases in preschool program accountability. Also, increases in administrative 

support personnel may be necessary to assist with supervising and evaluating the increased 

numbers of state-licensed preschool teachers at the district level. However, despite the possibility 

of the increases in spending, few may argue if the educational impact on student learning leads to 

the elimination of gaps in academic achievement for all PK-12 students. 

Delimitation of the Study 

           This study will include 407 students who participate in a large urban Colorado public 

school‟s preschool program. Preschool teachers will hold either a four-year degree or two-year 

degree from a college or university, and be full-time employees. Each student identified for 

participation in the study will have varying language and cognitive abilities. All students 

identified are considered at-risk for academic failure according to the Colorado Department of 

Education‟s preschool program participation requirements. In order for students to be eligible for 

participation in the preschool program, students must be 3 or 4 years of age, on or before 

October, 1st of the current academic school year. The following risk factors are used to determine 

eligibility for participation in the Colorado Preschool Program as outlines in the Colorado‟s 

Department of Education, Colorado Preschool Program‟s 2009 Legislative Report: 
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 Child is eligible to receive free or reduced-cost lunch 

 Child is in need of language development including learning English as a second 

language 

 Child has been identified with poor social skills 

 Child‟s parent has not successfully completed high school 

 Either parent was less than 18 and unmarried at the time of the child‟s birth 

 Child‟s family frequently relocates 

 Child is receiving assistance from Department of Human Services as neglected or 

dependent child 

 Drug or alcohol abuse is present in family 

 Child‟s family is homeless 

 An abusive adult resides in the home 

The public school program identified for this study, serves children who lack overall learning 

readiness skills due to individual or family risk factors.  Screening for enrollment is held 

annually in order to identify students eligible for program participation.  Children who are three 

years of age must have at least three or more identified risk factors to participate in the district‟s 

preschool programming.  However, children who are four years of age are only required to have 

one identified risk factor.   

All risk factors identified above are weighted equally with regard to determining program 

eligibility. Eligible students are selected for program participation based on the total number of 

risk factors identified at the end of the district‟s screening process.  Each academic school year, 

students are screened monthly to assess program eligibility. Student risk factor information is 

confidentially maintained by staff members from the Early Childhood Education Department.  

At the end of the screening period each year, students are randomly assigned to preschool 

classrooms for the following year based on the total number of risk factors identified and 

classroom availability. Students identified with the highest number if risk factors are given 
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priority for program participation and placement. Students selected for preschool programming 

at 3 years of age must be re-screened to determine program eligibility the following year. For the 

purpose of this study, only data collected from four year old program participants will be 

analyzed. The time frame for the study will be during the 2009-2010 academic school year. 

Limitations of the Study 

 Several limitations of the study may exist throughout the course of my research. 

Currently, I am the director of the Early Childhood Education Department for the selected school 

district and have hired some of the individuals identified for participation in the study, which 

may influence whether or not they choose to participate in the study. Although I have hired some 

of the participants as director of the Early Childhood Education Department, site 

administrators/principals at each elementary building and preschool location are directly 

responsible for employee supervision, and evaluation.  

  Prior to my current position in Aurora Public Schools, I served as a building 

administrator for a large neighboring metro area school district in an elementary school. During 

my tenure with that school district, preschool teachers were licensed and compensated on the 

licensed teacher salary schedule.  In Aurora Public Schools, preschool teachers are not 

compensated on the licensed teacher salary schedule. As a result, licensed preschool teachers not 

only leave preschool classrooms annually for higher compensated work within the district, but 

may also leave to work in neighboring school districts where compensation at the preschool level 

is equal to K-12 teachers. Currently in Aurora Public Schools the beginning salary for preschool 

teachers is approximately $29,000 per year, as opposed to more than $37,000 annually for K-12 

teachers (APS Webpage, 2009). While I may interject my personal opinion related to data 

analysis due to my prior work experiences, efforts will be made to control researcher bias during 

data collection by examining existing student data and using a facilitator when interviewing 

teachers. 

Second, interim assessments of oral language surveys administered to students by new 

and experienced staff members over the course of the academic school year may not be 

consistent due to varying degrees of familiarity with the assessment. Because many preschool 

teachers in Aurora Public Schools hold state issued licensure credentials, some teachers leave the 

preschool classroom each year for opportunities to teach kindergarten and first grade. Although 

preschool teachers who gain K-12 positions are then compensated on the licensed teacher salary 
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schedule, the continuity of preschool instruction is impacted as a result of annual preschool 

teacher turnover. Finally, an analysis of the effect teacher licensure has on the oral language 

development of preschool students has never been conducted.  

Assumptions 

For the purpose of this study, the following assumptions were made: 

1. All instructional staff members who participate in this study will have performed at or 

above district standard related to their most recent performance evaluation. 

2. Instructional staff members who conduct interim and readiness assessments are 

competent and nonbiased with regard to data reporting and assessment procedures. 

3. The participants are familiar with program expectations and curriculum requirements. 

Definitions 

 Achievement gap refers to the academic disparities among student of color and students 

of noncolor. 

 Ethnic-minority refers to groups identified by race other than white or Anglo-Saxon. 

 Teacher licensure refers to a state issued teaching credential held by Pre-K through12 

instructors. 

 Socioeconomic status refers to the total household income.  

 Early childhood education refers to curriculum and development for children birth to 8 

years of age. 

 No Child left Behind (NCLB) Act refers to a Federal law implemented to ensure higher 

accountability in education for all students. 

 Oral language development refers to the acquisition of language in children related to 

self expression using words and sentences; experiences that focus on gestural expression, 

verbal expression, vocabulary development and listening to others talk to enhance 

understanding. 
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   Summary 

Failure to start kindergarten ready to learn may have negative consequences for preschool 

students over time. According to the Colorado Preschool Program‟s 2009 Legislative Report, 

“Students who start out behind are more likely to stay behind and eventually drop out of school, 

get into trouble with the law, or have emotional difficulties” (p.4). While significant research is 

available supporting the correlation between teacher effectiveness and student achievement, 

limited research is available on the relationship between preschool teacher licensure and oral 

language development of preschool students. As a result, a need for additional research in this 

area exists, particularly in the area of early childhood oral language development.  

Oral language is an important aspect in a child‟s literacy development. Since oral 

language is an important key to development in early learning, an examination of a teacher‟s 

ability to effect that development is warranted. Children learn word meanings through 

conversations with teachers and adults. As they engage in these conversations, children may hear 

adults use new and interesting words. The more oral language experiences children have, the 

more words they encounter and word meanings they learn (Ambruster, Lehr, & Osborn, 2003). 

My research focus is to determine the effect teacher qualifications have on the teacher‟s ability to 

facilitate oral language development in preschool students through an analysis of student data. 

Specifically, I will examine whether or not teacher licensure ensures quality instruction for 

preschool students and assess whether teacher licensure has a positive effect on oral language. 
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CHAPTER TWO 

 REVIEW OF RELATED LITERATURE 

 

 An excellent preschool experience may level the playing field socially and educationally 

for all children who enter school academically behind for any reason. In this literature review, I 

lay the foundation for the importance of quality preschool programming and examine the 

instructional effect licensed and non-licensed teachers have on the oral language development of 

preschool students. I also provide a discussion regarding the impact recent increases to the 

nation‟s ethnic minority and low socioeconomic populations may have on schools related to 

programming, resources, and gaps in student achievement.  

The importance of quality preschool programming is clear from both an educational and 

economic perspective. Preschool environments that have high quality programming and sound 

instructional practices may ultimately impact student achievement and the economy. 

Schweinhart, Barnes, and Weikart, (1993) suggest that preschool programming that improves the 

educational performance of children increases the efficiency of the educational process from an 

economic perspective. This increase in efficiency may be observed as an increase in educational 

output or a reduction in the cost of schooling, suggest Schweinhart et al., (1993).  

Societal returns from investing in preschool are not limited directly to those benefiting 

children (Barnett & Akerman 2006). Researchers examining data from one study found that for 

every dollar spent on children who attended preschool, as much as $10 is returned by age 25 

either in benefits to society, such as savings on school remediation, or to the participant in the 

form of higher earnings (Jacobson, 2006). In general, the public benefits economically when 

fewer children are retained at grade level, placed into special education classes, and fail to 

graduate from high school (Barnett & Akerman, 2006). 

It is interesting to note the link between preschool and the economic workforce as educators 

examine the importance of quality preschool programming. According to the Colorado Preschool 

Program‟s 2009 Legislative Report, the ability to regulate social, emotional, and cognitive 

behaviors is a critical school readiness skill for preschool learners and may often transfer to the 

workplace. “Today‟s business leaders are placing a premium on „soft skills‟ as they seek to build 
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their 21st century workplace” (p.9). However, without an increased national focus on preschool 

from an economic perspective, educators may be unlikely to impact the allocation of fiscal 

resources for preschool programming. While studies indicate that children benefit from quality 

preschool programming, additional research to support the belief that preschool is a significant 

educational benefit to the economy may be needed. 

In recent years, a considerable amount of research has been dedicated to assessing the 

relationship between preschool quality and children‟s learning (Sheridan, 2007). Researchers 

have demonstrated that there are a number of positive benefits a high-quality preschool program 

may have on a child‟s overall development (Robin, Frede, & Barnett, 2006). The High/Scope 

Perry Preschool Project is a study conducted in the 1960s which assessed whether or not high-

quality, active learning preschool programs can provide significant benefits to children at high 

risk for failing in school (Schweinhart et al., 1993). The study followed at-risk children who 

participated in a high-quality preschool program and tracked their progress over several years 

regarding success in school, career, and overall family life (Schulman, 2005). Schweinhart et al., 

(1993) report that the study followed the lives of 123 low socioeconomic children and found that 

they benefited significantly from participation in the study. Not only did children benefit, in 

relation to others who did not participate in the study, but society benefited as a whole. 

Schweinhart et al., (1993) report that over the lifetimes of the participants of the High/Scope 

Perry Preschool Project, the preschool program returned to the public an estimated $7 for every 

dollar invested in a child. 

Participation in early education programs not only provides academic, but social, benefits to 

preschoolers that last far beyond their kindergarten year (Espinosa, 2002). Ferrandino (2005) 

explains that missed learning opportunities can put children behind academically when they start 

school and create barriers to achievement that can last through high school. According to 

Ferrandino, (2005) “a high-quality early education is more than an admirable goal; it is 

fundamental to making sure all children have the opportunity to succeed” (p. 5).   

In this literature review, I address the broad question of whether or not quality instruction 

in preschool is the foundation needed to increase the oral language development among 

preschool students. Furthermore, I specifically examine teacher licensure requirements and 

educational preparedness as they relate to the delivery of instruction and the oral language 
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development in early learners. By examining the specific aspects of licensing credentials for 

preschool teachers and student learning, I will address the potential impact that increases in 

licensure requirements may have on state funding, district programming, and human resources. 

Impact of Quality Preschool Programming 

Examining the impact of a quality preschool program is critical in addressing oral 

language development and student achievement. In the United States, children are enrolled in 

preschool during a period critical to the acquisition of oral language, particularly when their 

language is expanding syntactically and semantically (Harlin, 2008). As school leaders work to 

ensure that all children demonstrate academic proficiency, officials must continue to include 

preschool education in their academic focus (Espinosa, 2002). Espinosa (2002) suggests it is 

important that school leaders continue to foster an understanding concerning what criteria is 

needed for students to become academically ready to enter school as kindergarteners. Because 

program standards are critical to meeting raised goals and expectations, an examination of 

criteria is necessary to better determine what skills may be critical to ensuring a child‟s academic 

success in kindergarten and beyond (Cesarone, 2007).  

For children to benefit from preschool, the delivery of instruction must be effective. The 

curriculum provided and the instruction delivered in the classroom must both be of high quality 

(Espinosa, 2002). It may not be enough to offer one or the other if we are to eliminate the 

achievement gap among preschool students. Wenglinski (2004) explains that because teachers 

employ a variety of instructional practices, the instructional practice selected by a teacher is 

directly related to the academic performance of students. As a result, the achievement gap may 

be a function of the policies and instructional practices of schools related to the instructional and 

curriculum interaction that occurs between teachers and students in the classroom (Wenglinski, 

2004). To eliminate the achievement gap, educators and school officials should focus more 

intently on quality classroom instruction.  

Seefeldt and Galper (1998) indicate that too many poor and minority children are in 

environments that are “inadequate, harmful and clearly not good enough” (p.99). By targeting 

instructional practices that increase the overall academic achievement of students, educators may 

then improve the overall quality of classroom instruction which occurs in the preschool class. 

Unfortunately, criteria associated with determining high quality in preschool focuses on 
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programming, as opposed to qualities associated with instruction, because they are often easier 

to consistently measure.  

 Generally, preschool programs are rated on two dimensions of quality--process and 

structure (Espinosa, 2002). The interactions, activities, materials, learning opportunities, health, 

and safety routines are observed and rated as a measure of process quality…whereas, structural 

quality includes measures related to the size of each group of children, the adult-child ratio and 

the education and training of teachers and staff (Espinosa, 2002).The Early Childhood 

Environment Rating Scale (ECERS) is widely used by licensing agencies to measure process 

quality for the childcare of children 2.5 through 5 years of age. ECERS consists of 37 items used 

to define various levels of quality in typical early childhood education environments (Sheridan, 

2007). The areas generally assessed include “personal care routines, space and furnishings, 

language-reasoning, interaction, activities, program structure, parents and staff interaction,” and 

each item “has detailed descriptors and can be rated from 1-7 using four categories, with (1) 

inadequate, (3) minimal, (5) good, and (7) excellent” (Espinosa, 2002, p.2). Sheridan (2007) 

suggests that the lower levels of quality are characterized by a focus on rules and material 

resources, while the excellent level is characterized by focusing on interplay to promote student 

learning. When the activities and interactions are highly rated, preschoolers develop more 

advanced language abilities. “High-quality childcare experiences, in terms of both classroom 

practices and teacher-child relationships, enhance children‟s abilities to take advantage of 

educational opportunities in school” (Espinosa, 2002, p.3). 

Espinosa (2002) explains that both sets of indicators, process and structure, may be 

related. Furthermore, these indicators directly influence the quality of a preschooler‟s 

educational experience. 

Warm and nurturing interactions are directly linked to 

children‟s social competence and future academic success, 

and such interactions are essential to high quality. Early 

childhood teachers who are more highly qualified and have 

smaller groups can more effectively provide individualized, 

responsive learning opportunities…high ECERS scores are 

more likely in programs with lower child-teacher ratios 

(Espinosa, 2002 p.2) 
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Espinosa (2002) further explains that while the ECERS has been used as a “valid measure of 

the global quality of group care for preschool aged children for more than 20 years, it does 

not address the more academic and intellectual development” (p.6 ) that is increasingly 

expected of young children.  

Developmental Theories. High-quality programs must address all aspects of a child‟s 

development: social, emotional, physical, and cognitive (Espinosa, 2002). Children may 

learn to become inquisitive, lifelong learners if the instructional setting is developmentally 

sound. Because children enter school at a variety of developmental stages, it is important that 

educators understand developmental theories to address student learning. High-quality, 

developmentally appropriate, instruction may help build a child‟s capacity to form 

meaningful relationships with others and develop the educational skills needed to be 

successful in school. Ferrandino (2002) suggests that “people learn by making 

connections…the objective of high-quality teaching is to make learning meaningful for the 

individual child, using practices that reflect both the age and the needs of a student” (p.7).  

The successful education of a child requires collaborative efforts among educators, 

community members and families. Niemiec, Sikorski and Walberg (1999) suggest that the 

greater the family and community involvement in schools, the greater the students‟ academic 

success. A child‟s development is often determined by a combination of overall experiences 

in these collective settings. To further understand the importance of the social, emotional, 

physical and cognitive development of children, a theoretical framework examining the 

principles of child development is offered. 

Psychologist Urie Bronfenbrenner and co-founder of the federal Head Start program, is 

renowned for his work in developmental psychology and human ecology. Bronfenbrenner 

has been considered one of the foremost theoreticians of human development for the past 

several decades. His model of the ecology of human development acknowledges that human 

beings do not develop in isolation, but rather in relation to home, school, and community 

(Bronfenbrenner & Morris, 1998). Bronfenbrenner‟s Ecological Systems Theory examines 

the development of a child within the context of the system of relationships that form his or 

her own environment through various environmental structures (Bronfenbrenner, 1979). As 

educators look to examine strategies designed to increase student learning, greater 
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examination of factors which impact and influence the overall development of preschool 

learners is warranted. 

The microsystem describes one of Bronfenbrenner‟s environmental structures. The 

structure of the microsystem encompasses the relationships and interactions of a child with 

individuals in his or her immediate surroundings (Berk, 2000), thus impacting the 

background knowledge and experiences he or she may bring to a classroom setting. Berk 

(2000) suggests that structures in the microsystem include family, school, or childcare 

environments and are the strongest influence on a child and offer the greatest impact. 

  The mesosystem and exosystem as outlined in Bronfenbrenner‟s Ecological Systems 

Theory are described as environmental structures which offer less direct influence on a 

child‟s development than that of the microsystem (Berk, 2000). The mesosystem 

encompasses connections between the child‟s school and family; whereas, the exosystem 

offers child development research as it relates to parental workplace schedules and access to 

community resources (Berk, 2000). In both systems, the child is not directly involved with 

these structural interactions, but often experiences both the positive and negative impacts of 

involvement.  

  The outermost layer in a child‟s environment is described as the macrosystem. Berk 

(2000) suggests that this layer is comprised of the cultural values and customs of the child‟s 

parents and family. As a result, the effects of the macrosystem may have profound influences 

on all other layers in a child‟s development, and must remain an educational focus when 

addressing student achievement.  

 Ogbu and Simmons (1994) suggest that Ogbu‟s cultural-ecological theory examines the 

academic performance of students of color as it relates to culture. In his research, he devotes 

much of his time to understanding the variability in educational performance among different 

ethnic minority groups (Luciak, 2004). Ogbu‟s research suggests that an ethnic minority 

student‟s motivation to achieve in school is affected by cultural perceptions of what he or she 

believes to be important and whether or not academic achievement actually leads to 

advancement rather than barriers (Luciak, 2004). Ogbu examines the value attached to 

education, its links to future economic advancement and the measurable outcomes in terms of 

„success‟ as experienced by students of color (Bhatti, 2006). 
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Examining a child‟s culture and understanding cultural beliefs may have significant 

influence in affecting Bronfenbrenner‟s systems. Seifert (1999) suggests that because cultural 

beliefs are held so deeply, they become a basis for a child‟s sense of self. Culture dictates 

beliefs concerning family and school. As a result, children may be affected by their culture 

through communication of beliefs and customs by parents and family.  

While the macrosystem is described as the outermost layer in a child‟s environment, the 

chronosystem encompasses the dimension of time as it relates to that child‟s environment 

(Berk, 2000). Berk (2000) reports that elements comprised in this system may be identified 

as either external or internal factors in development. One example of an external factor may 

include the death of a child‟s parent and how that occurrence impacts the child‟s 

development. Berk (2000) further indicates that an internal factor may be described as the 

physiological changes associated with how a child ages over time. Regardless of whether 

these factors are considered internal or external, as children age, they may react differently to 

environmental changes over time as a result of their exposure and development. 

Children bring prior knowledge of learning to the classroom which impacts their learning 

(Hattie, 2009). Prior knowledge and experiences derived from culture, television and home help 

to define students as they enter the academic setting. It is important that educators understand 

and build frameworks that are effective for helping children build strong social, emotional, 

academic and literacy foundations (Venn & Jahn, 2004). It may be equally important that 

educators become intimately familiar with theorists, like Bronferbrenner and Jean Piaget, who 

have had tremendous impact on child development theories and pedagogy for years.  

Venn and Jahn (2004) suggest that Piaget‟s “ages and stages” philosophy has been a 

foundation of child development theory and further suggests that children operate within their 

own environment to construct knowledge about their world. Hattie (2009) suggests that as a 

result of this philosophy, educators must demonstrate a better understanding of how children 

think as it relates to learning, because a child‟s thinking may be constrained by their stages of 

development. Hattie (2009) further suggests that a child is born into a word of expectations 

imposed on them by parents, siblings, teachers, and peers. It is this collective set of expectations, 

along with philosophies of child development, which often act as either enhancers or inhibitors 

to student success and learning. As a result, it is critical that teachers demonstrate high 

expectations for student learning and an understanding of child development. Hattie (2009) 
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explains there is power in teachers setting challenging academic goals for students, engaging 

students in learning, and giving them the confidence to succeed in school. To that end, 

instruction within a classroom environment must be nurturing and engaging, as well as, 

stimulating and centered on Piaget‟s philosophical beliefs.  

Access to programming. Three-fourths of young children in the United States 

participate in a preschool program, ranging from private organizations to public schools (Barnett 

& Hustedt, 2003). These researchers suggest that early childhood education in America has 

recently experienced tremendous growth over the past few years. As a result, most children are 

able to gain some level of access to early education programming. Unfortunately, preschool 

education in America may be generally viewed by most educators as mediocre and inconsistent 

with regard to instructional programming. 

As a result of longitudinal studies showing positive outcomes for children into adulthood, 

a strong consensus has emerged supporting early learning investments for children (Matthews & 

Ewen, 2004). Unfortunately, with regard to consensus, some state officials have focused more 

broadly, while others have focused more narrowly on investments for early education initiatives 

in their states. As reported in the 2006 The State of Preschool report, access to programming 

across the nation ranges from universal availability to no availability. According to the report‟s 

cross-state comparison, programming standards ranged from excellent to poor and funding varies 

from state to state. 

Teacher Qualifications 

Most state licensing for preschool pertains to safety and health conditions, as opposed to 

teacher quality and instruction (Espinosa, 2002). Many preschool settings are regulated by state 

licensing agencies and are generally subject to basic health and safety standards, as opposed to 

instructional standards (Miller, 1995). As stated earlier, determining the value of licensing for 

preschool staff members may have far reaching effects on academic achievement for preschool 

students. Children who are exposed to quality programming but ineffective instructors may 

perform at lower academic levels. Research on teacher quality in early childhood and its effect 

on student achievement suggest that teacher quality has a significant impact on academic success 

(Chard, 2004). While the specific relationship between the level of teacher education and 

classroom quality remain unclear, educators should continue to focus on improving classroom 
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quality through improving the educational levels of preschool teachers in the workplace 

(Cassidy, Buell, Pugh-Hoese & Russell, 1995). 

  Hirsh and Killion (2008) indicate that efforts to raise student achievement have primarily 

focused on curriculum and instruction with regard to improving academic standards. A large 

concentration on standards has made it difficult for teachers to ensure academic success by 

focusing reform efforts in such a narrow way (Hirsh & Killion, 2008). These researchers 

contend that “ensuring that educators have the necessary skills, knowledge, and tools to help 

all students achieve has not been approached with the same urgency” (p. 24) as curriculum 

reform efforts. While an examination of curriculum and standards are critical to determining 

preschool effectiveness, an examination of teacher qualities and qualifications may be 

essential to assessing program effectiveness as well. 

  Gelfer, Xu, and Perkins (2004) suggest teacher performance is closely related to student 

performance and may impact programming. As standards across the United States have 

increased regarding student learning, greater attention has been given to the role that teacher 

quality plays in increasing student achievement (Darling-Hammond, 2000). An increase in 

the number of schools offering pre-kindergarten, coupled with a wave of research deploring 

the lack of age-appropriate training for early childhood teachers, has many states taking a 

look at the way  preschool programming is delivered (Miller, 1995). 

 Studies indicate that children may learn more from teachers with certain instructional 

characteristics (Xu & Guloino, 2002), and who use particular instructional practices. A 

teacher‟s work is influenced by the philosophy the teacher has regarding teaching and 

learning (Gelfer, et al., 2004). Darling-Hammond (2000) explains that studies have found a 

strong and positive influence regarding education coursework and a teacher‟s effectiveness in 

the classroom. Recent findings suggest that by strengthening a teacher‟s credentialing 

requirements, schools may enhance the qualifications and capacities teachers bring to their 

work (Darling-Hammond, 2000).  

Venn and Jahn (2004) indicate that employing early childhood teachers with 

sophisticated knowledge about instructional strategies and appropriate preschool environment is 

critical. Teachers provide the tools and environment for their students to develop into responsible 

adults (US Department of Labor, 2008). Enhancing teachers‟ effectiveness in the classroom has 
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been the subject of interest and speculation (Chard, 2004). Although there are many components 

of a teacher‟s background which may impact instructional performance, most advocates for early 

childhood teacher reform initiatives are focusing on improved educational requirements (Cassidy 

et al, 1995). States are beginning to recognize that effective professional development must 

include an evaluation component so that teachers‟ learning needs are better determined and 

instruction adjusted (Hirsh, 2008). 

Examining teacher preparation, training, and licensure may be one way to assess 

competence and readiness to educate young and diverse populations of students. Specifically, 

determining whether or not the training teachers received from a four-year degree preschool 

program is more impactful than that which is offered at a two-year degree program is a question 

that may need to be examined at both the state and national levels.  

Licensed vs. Non-Licensed Teachers 

Recent debates about the utility of teacher education have raised questions regarding 

whether or not certified teachers are more effective than teachers who are not certified (Darling-

Hammond, Holtzman, Gatlin, & Heilig, 2005). Saracho and Spodek (2007) suggest that the 

educational requirements for early childhood educators have been a concern to those in the 

educational field. The education of early childhood teachers affects the quality of early childhood 

programs (Saracho & Spodek, 2007). Unfortunately, preschool teacher licensing does not carry 

the same requirements as K-12 teachers, and often varies from state to state. What constitutes an 

early childhood education credential and whether a state requires preschool teachers to hold such 

a credential are two different issues (Stein, 1991). Many early childhood education teachers are 

not required to obtain a college degree to work in early childhood education (Saracho & Spodek, 

2007).  

According to the US Department of Labor (2008) each state has its own licensing 

requirements that regulate caregiver training. In some instances, licensure requirements may 

range from a high school diploma, to community college courses, to a college degree in early 

childhood education. The US Department of Labor‟s findings noted that some states require 

continuing education for workers in this field. However, most state requirements are minimal. 

Coffman and Lopez (2003) report that despite the existence of research evidence linking 

teacher education and child outcomes, substantial numbers of preschool teachers lack the 

qualifications needed to provide high quality learning experiences for young children. Only one-
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half of teachers of three and four-year-old children have a four-year degree. Whereas, public 

elementary school teachers must have a four-year college education in order to teach young 

children (Coffman & Lopez, 2003).  

Cassidy et al. (1995) suggest that teachers with 4-year college degrees demonstrated 

more positive behaviors, such as sensitivity to children and encouragement. For preschool 

teachers, the specialized training in early childhood education was not as strong a predictor of 

quality as was a 4-year degree (Cassidy et al, 1995). Teacher effectiveness in the classroom 

appears to be strongly related to the preparation they have received for teaching (Darling-

Hammond et al, 2005). In short, teachers with at least a bachelor‟s degree in early childhood 

education provided more developmentally appropriate instruction than teachers with less 

formalized training.  

College and University Program Preparation 

Traditionally, early childhood education teachers who teach in a public school district are 

prepared in schools and colleges of education (Sluss & Minner, 1999). However, the need for 

better prepared, more highly-skilled early childhood teachers may be increasing throughout the 

United States if student learning and teacher performance are directly linked. However, from a 

state and federal perspective, higher preschool teacher qualifications will not be effective as long 

as they remain unfunded mandates (Coffman & Lopez, 2003). These researchers further suggest 

that if teachers are to receive higher education credentials, they must receive support to help 

them be successful.  

Students in pursuit of higher degrees may need greater access to quality early childhood 

teacher preparation programs. Teachers may also need greater access to scholarships and other 

forms of financial and academic support in order to continue academic pursuits in higher 

education. Early childhood programs should offer compensation packages that both attract and 

retain teachers in early childhood programs once they have obtained those higher education 

credentials (Coffman & Lopez, 2003).  

Early childhood teachers with higher educational levels 

used easy-to-follow directions and innovative activities to 

motivate children. In addition, it was also found that the 

children in these teachers classroom had better social, 
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language and cognitive abilities associated with learning. 

(Saracho & Spodek, 2007) 

 However, what may not be clear is whether or not teacher preparation and higher 

educational levels have similar meanings. It may be important to examine what, if any, 

correlations exist between preschool teacher preparation in a two-year degree program versus 

preschool teacher preparation in a four-year degree program related to student learning. 

Specifically, it may be important to determine whether there is any correlation regarding the 

language and cognitive development of preschool students and degree program preparation.  

Four-year degree requirement. Licensed K-12 teachers who work in public school 

districts are required to have state issued certification (Saracho & Spodek, 2007). The traditional 

path for becoming a public school elementary teacher involves completing a 4-year bachelor‟s 

degree program and obtaining a state license. While research suggests quality preschool 

instruction and programming may be essential in improving oral language development and 

student achievement, teacher preparedness may also play a significant role. Both venues are 

believed to be important and must be equally addressed.  

Saracho and Spodek (2007) suggest that a bachelor‟s degree and specialization in early 

childhood education training is the determining factor in assessing the quality of an early 

childhood program.  

Teachers with a bachelor‟s degree were more responsive to 

children‟s academic needs and provided more activities that 

promoted language and emergent literacy than did teachers 

without a bachelor‟s degree. Early childhood teachers who 

attend an early childhood teacher program were those who 

possessed a strong knowledge base in appropriate teaching 

practices and child development, as well as, had a 

knowledge and ability to implement developmentally 

appropriate practices designed to help young children build 

upon their emerging understandings and skills. (Saracho & 

Spodek, 2007) 

Most kindergarten and elementary teachers are required to hold a bachelor‟s degree, 

including course work and experience as student teachers (US Department of Labor, 2008). As a 
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general rule, Stein (1991) suggests that teachers must hold a state certification or license to work 

in a public school system and further suggests that some districts may require master‟s degrees 

for employment. However, for many preschool programs, research indicates that teacher 

requirements do not carry the same level of teacher preparation and oversight. “Some states 

require a bachelor‟s degree in early childhood education, while others require an associate‟s 

degree, and still others require certification by a nationally recognized authority” to become 

certified to teach preschool (US Department of Labor, 2008, p.19). 

Two-year degree requirements. In many instances, community college students who 

pursue preschool teaching positions must obtain an Associates of Arts degree in early childhood 

education. Cavanagh (2002) suggests that while many community colleges already offer 

associate degrees in early childhood education, four-year degree institutions need to provide 

additional opportunities as well. One challenge facing early childhood education preparation 

programs is the difficulty of credit articulation between 2- and 4-year colleges and universities 

(Early & Winton, 2001). Early and Winton (2001) suggest that students who complete an 

Associate‟s degree in early childhood education and later decide to continue their education at a 

4-year institution may find that only a small number of credits are accepted by the 4-year 

institution.  Additional four-year degree opportunities would allow aspiring teachers the 

opportunity to advance professionally, rather than to view early childhood positions as dead-end 

jobs (Cavanagh, 2002). 

Professional Development Opportunities 

Preschool teachers may often influence what children learn and experience. According to 

Coffman and Lopez (2003) preschool teachers may shape how children feel during their early 

years. A preschool teacher‟s influence can be so significant it can shape a child‟s perception of 

his/her success or failure in school (Coffman & Lopez, 2003). Therefore, ensuring that the most 

competent and qualified educators are placed before our youngest students may be vital. 

Cochran-Smith (2001) explains that questions regarding the impact of teacher education 

on student learning have huge implications for how states invest in schools, how higher 

education institutions invest in teacher education programs and how school districts invest in 

professional development. Early childhood educators need staff development opportunities that 

focus on appropriate teacher-students interaction, language development, and individually 

appropriate practice (Venn & Jahn, 2004). Coffman and Lopez (2003) indicate that high quality 
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early education supports children‟s school readiness and continues to affect their performance in 

school and beyond. “Professional preparation is a crucial component of quality early care and 

education…Well-educated teachers, with specialized training in early childhood education, have 

the knowledge and skills to positively affect child outcomes” (Coffman & Lopez, 2003 p.12). 

 According to the National Association for the Education of Young Children (NAEYC, 

2001) knowledge of subject matter is relevant when measuring teacher competency. Workshops 

and professional development are recommended so that teachers have an opportunity to 

incorporate their new learning into their teaching practice (Venn & Jahn, 2004). However, it is 

through field experiences and on-site embedded training that candidates are best able to translate 

knowledge into deep understanding and professional skills. As a result, NAEYC suggested a 

closer partnership must exist between institutions of higher education and community colleges.  

Preschool Teacher Compensation 

One reason licensure requirements may be more lax for preschool teachers may have 

financial implications. As a result of the lax requirements, state and private employers may not 

be required to pay preschool teachers at the same rate as that of their elementary counterparts. 

Early and Winton (2001) report that state and national education officials are aware of the wide 

discrepancy between what research says regarding the important role early educators and the 

existing policies that promote an inequitably compensated workforce. Swanson (2008) points out 

that many preschool teachers are compensated far below that of their kindergarten colleagues.  

Teacher compensation has emerged as a major issue in 

efforts to strengthen the teaching profession and boost 

student learning. Experts have argued that relatively low 

earnings pose an impediment to recruiting top-notch 

candidates and retaining talented veterans. (Swanson, 2008 

p.6) 

Elert (2006) reports that the 2004 median salary of preschool teachers was $20,980 per 

year, while the median salary of kindergarten and elementary salaries ranged from $41,400 to 

$45,920. Elert (2006) further reports the most experienced public school teachers may earn more 

than $70,000 per year. In addition to the differences in pay, elementary school teachers receive 

benefits such as paid holidays, health insurance, and pension plans, while compensation 

packages and benefits for most preschool teachers are minimal.  
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Public perception regarding job duties and responsibilities may be one reason for the 

lower compensation for preschool teachers. Lack of professional recognition among the 

educational community prevails through perceptions that teaching young children is “women‟s 

work” and continues to perpetuate the belief that preschool teachers are not “real” teachers 

(Sumsion, 2007). Sumsion (2007) suggests the more preschool teachers are able to “reconstitute 

themselves as professionals with high public, professional, and political visibility,” (p. 12) the 

more likely these misconceptions will be diminished and public perceptions regarding the 

qualifications needed to teach preschool students will be respected. 

  While research may show that the qualifications necessary for preschool employment and 

the pay provided to individuals who teach young children is not equitable, researchers are 

beginning to find that preschool teacher education and compensation may have direct impact on 

the quality of preschool programming. Another problem may be that the most qualified and 

experienced early childhood teachers do not seek positions within preschool programs because of 

the low compensation and benefits. Venn and Jahn (2004) explain that as a result, the neediest 

children in America, who deserve the most qualified and experienced teachers, often have 

teachers who are grossly underpaid and inadequately trained to meet their academic needs. 

Sumsion (2007) indicates that by ensuring teachers are well educated and fairly compensated 

officials may help make preschool programs more beneficial for children.  

Academic Considerations for Early Learners 

Examining the existence of achievement gaps among students has been a subject of 

concern for educators and school administrators for years (Berlak, 2001). Berlak (2001) points 

out the fact that an achievement gap exists at all is not necessarily news. Some educators have 

focused their efforts on determining ways to “close” the gap between students of color and white 

students, while others have focused their efforts on determining a cause. A review of literature 

may now suggest that by ensuring quality preschool experiences for students of color, there may 

no longer be a need to close an achievement gap because the gap may cease to exist among 

students.  

The literature documents that by attending a quality preschool program, students of color 

may gain an academic edge as they enter kindergarten. Evidence suggests that students who 

begin kindergarten academically behind, remain behind throughout their elementary school 
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experience (Yue, 2008). Yue (2008) further reports that the children who may benefit the most 

from quality preschool programming are the children who are least likely to receive it.  

Instructional Challenges 

Recent Latino immigration continues to pose significant challenges for educators with 

regard to addressing early learning, language and education needs (Collins & Ribero, 2004). 

Collins and Ribero (2004) explain that evidence exists that not only supports the fact that there is 

an educational gap between Latinos and Whites, but African Americans as well. For many 

Latino children, the lack of language skills acquired and necessary for success in school is 

sometimes an insurmountable obstacle to learning (Little & Contreras, 1987). Research suggests 

that proper investments in preschool education may have an enormous impact on student 

achievement and help to eliminate the gap which currently exists between Latino and non-Latino 

students. 

Research has demonstrated that high quality child care and 

other early education programs can contribute to later 

educational attainment and life success…Early education 

research also suggests that those children in greatest need 

tend to make the greatest gains. (Collins & Riberio, 2004 p. 

8) 

Recent growth patterns of the Latino population have made it necessary for educators to 

alter the way instruction is delivered in the classroom. As the school age Latino population 

increases in the U.S., the issue of language and language development will become an 

increasingly important educational and social issue (Little & Contreras, 1987). Latinos are the 

fastest growing ethnic group in the United States and increased by 4.6 million to 39.9 million, 

surpassing African Americans, who numbered 38.7 million in 2003 (U.S. Census, 2004). 

The age distribution and growth of the Latino population 

have critical implications for the present and future of 

social and economic policy, with particular emphasis on 

early care and education…the number of Latino children as 

a proportion of all children has been increasing more 

rapidly than the number of non-Latino White and Black 

children for all ages. Census projections for the youngest 
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children suggest that by 2050 minorities of all racial/ethnic 

groups will become the majority in the United States. 

(Collins & Riberio, 2004, p. 4) 

 Young Latino children, like other children of color, often experience instructional 

challenges related to low levels of school readiness and academic achievement in elementary 

schools. Latino students begin kindergarten considerably disadvantaged educationally relative to 

white students and the educational disadvantage continues to increase during the first two years 

of school (Rumberger & Anguiano, 2004). Not only do gaps persist academically, but 

socioeconomically as well. A large percentage of young Latino children live in families that have 

incomes that fall below the federal poverty line.  

As reported by Garcia, Jensen, Miller and Huerta (2005) Latino children are the fastest 

growing segment of the American population. In 2000, “there were about 33.4 million children 

in the United States in the 0-8 age segment…20% of the total, about 6.8 million, were Latino. 

The Latino share of the 0-8 age group is expected to grow rapidly for some time to come…by 

2030, young Latino Children could constitute 26% of this age segment” (U.S. Census Bureau 

Populations, 2004,). Approximately 80 % of all Latino children live in nine states in the U.S.: 

California, Texas, New York, Florida, Illinois, Arizona, New Jersey, Colorado, and New Mexico 

(Garcia et al., 2005). While the majority of Latinos live in just nine states, Latinos have an 

increasingly expanding presence across the United States. 

According to the March 2002 Current Population Survey (CPS), Latinos experienced 

higher rates of unemployment and were more likely to live in poverty than  Whites. Generally, 

research has shown that economic conditions tend to be less favorable than those of other ethnic 

groups (Collins & Riberio, 2004). Latino families may face similar challenges to those of non-

Latino families with similar socioeconomic characteristics regarding the inability to locate and 

secure high-quality child care. Furthermore, Collins and Riberio (2004) reported “Latino families 

struggle to find child care that is linguistically and culturally compatible” (p. 4).  

Teachers who work with students of varied ethnic backgrounds may need to demonstrate 

increased understandings and instructional knowledge. A national survey of state administrators 

in early childhood education found that “the lack of Latino or bilingual professionals and the 

lack of sufficient staff preparation and training as the most urgent challenges in serving the 

Latino population” (Buysse, Castro, West, & Skinner, 2004, p.2). As ethnic minority populations 
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become majority populations in the US, it may be important for preschool teachers to become 

more aware and sensitive to diverse student needs. 

English language learners. One issue which may be facing preschool educators in 

Colorado is the question of how to provide quality care and instruction to English language 

learners. Little and Contreras (1987) suggest that students with English language deficiencies can 

benefit from instruction that emphasizes language development, regardless of whether or not the 

deficiency is a result of nationality, socio-economic status, or a combination of both. The growth 

patterns of Latino students in recent years are changing the demographics of American 

classrooms and altering the landscape of state and policy makers.  

Latino children from birth to age 5 constitute a significant and growing number of 

English language learners in the United States (Collins & Riberio, 2004). Educators must gain 

greater knowledge about the oral language development of second language learners due to the 

increases in population gains. With greater opportunities for instructing second language learners 

as more Latino children enter public school classrooms, it will be essential that educators 

demonstrate a clearer instructional understanding of the impact of educating children with varied 

language backgrounds. “[Latino] children represent an enormous variety of home language and 

often constitute the majority of children in a single classroom…it is essential to interpret the 

performance of these children in school and assess their development…to understand the impact 

these languages (have) on children‟s cognitive and educational futures” (Bialystok, 2006, p 8). 

According to research conducted by the National Child Care Information Center (2004), 

“the child entering kindergarten most at risk for academic failure and school dropout is the child 

not able to speak English...English language fluency serves as a strong predictor of later school 

performance” (p.7). Latino students, like other ethnic-minority groups, are often affected by a 

combination of factors associated with risk for academic failure in school (Little & Contreras, 

1987). As a result, the ability of educational administrators to address the changing face of public 

school classrooms is critical for ensuring an equitable opportunity of instruction for all students 

(Collins, 2004), and decreasing the number of students of color at risk for academic failure in 

years to come.  

Socio-economic considerations. Many of America‟s young children may not be 

attending high-quality preschool programs. Recent studies have shown that children from the 

lowest socioeconomic income families are found more likely to attend lower-quality programs 
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(Epinosa, 2002). Hattie (2009) defines socioeconomic status as a family‟s relative position in the 

social hierarchy as it relates directly to the resources in the home. Such resources may include 

parental income, education and/or occupation, and employment. African Americans and Latinos 

are disproportionately represented among families living below the poverty line and are 

disproportionately represented as having low socioeconomic status. Lavin-Louck (2006) 

suggests that the quality of early childhood education differs by race and ethnicity and the effect 

of poverty on preschool enrollment differentially impacts ethnic-minority families.  

 Unfortunately, children who are at risk for school failure benefit most from good early 

education, but they are the least likely to get it (Espinosa, 2002 ). Ferrandino, (2005) explains that 

children from low socioeconomic backgrounds would benefit greatly from high-quality 

preschool programs. Studies have determined that children from low-income families who attend 

high-quality pre-K programs are more likely to graduate from high school and attend college. 

With the current inadequate preschool system, less than half of children in poverty attend 

preschool (Green, 2006). Many children from low socioeconomic backgrounds enter primary 

school with no preschool education thus producing unprepared students already disadvantaged 

and at risk for academic failure.  

Social inequalities which exist prior to a child‟s ability to 

access school can be addressed in one of two ways: through 

improving the home environment or providing quality 

childcare, neither of which is the responsibility of the 

school system. Social inequalities that create demographic 

inequalities between schools can only be remedied through 

actions outside the purview of the school (Wenglinski, 

2004 p.4) 

Lavin-Loucks (2006) suggests that the achievement gap is more than a mere gap in 

achievement, but a larger gap in access to positive life outcomes across multiple dimensions. To 

eradicate the academic achievement gap, educators and policy makers need to equalize access to 

equitable opportunities in education and ensure positive life outcomes for traditionally 

disadvantaged groups (Lavin-Loucks, 2006). 

Literacy resources. The academic achievement levels and high school graduation rates 

of English language learners remain markedly below that of their white, English speaking peers 
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(Espinosa, 2006). However, preschool education can assist English language learners in 

increasing their English proficiency, and enhancing their cognitive and social and emotional 

development to increase graduation and achievement rates (Collins & Ribeiro, 2004). One 

finding related to early education research that is particularly alarming relates to literacy 

development of Latino leearners: Latino students were less likely than non-Latino whites to be 

read to or to visit a public library (Collins & Riberio, 2004). Collins and Riberio (2004) reported 

Latino students are more limited in their opportunities for authentic exposure to text. Therefore, 

educators must ensure that opportunities exist in the classroom to compensate missed literacy 

opportunities at home.  

The classroom library is an important component in developing oral language for early 

learners (Collins & Riberio, 2004).High-interest picture books and books with predictable 

patterns are particularly beneficial in helping second-language learners learn English (Morrow & 

Gambrell, 2004). Also, to further ensure a print-rich experience for second language learners, 

preschool classroom libraries should include books in their native language as well. For young 

children, reading and writing are oral language activities (Matteson & Freeman, 2005). Pictures 

in books may be a primary source of information for an emergent reader. Oral language 

development is “essential for success in beginning literacy development…the better children‟s 

oral language and their attention to detail in pictures, the stronger the foundation the build for 

reading and writing” (Matteson & Freeman,  2005, p.45 ). 

Evaluation tools. For second language learners, oral language development results from 

using language in context. Students in even the earliest stages of acquiring English can identify 

and understand many forms of environmental print. Therefore, teachers may need to build upon 

the student‟s ability to recognize words in context by integrating print into the preschool 

classroom environment. Sutton (1989) explains that in the process of acquiring a second 

language, children develop competence by using the language for real communication. 

“Exposure to whole language activities that integrate listening, speaking, reading, and writing 

and involve students in interactive communication and experiential learning promotes purposeful 

language that leads to language acquisition” (p. 29). 

Research has shown over the past several years that a strong influence on second 

language teaching and learning may be the result of the belief that a child‟s first and second 

language acquisition are closely linked and that the two best ways of developing a child‟s 
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language could be through both acquisition and learning. According to Steven Krashen, a 

researcher in the area of bi-lingual education and second language acquisition (1981), acquisition 

is the natural, subconscious process of gaining language. Krashen believes learning is a formal, 

conscious process often involving learning, grammar, and vocabulary, a foundational 

understanding  may be critical to instructing second language learners. Researchers contend 

although acquisition is overwhelmingly the most important process in developing second 

language ability, classroom teachers with second language learners, should provide rich, hands-

on language experiences to facilitate this natural process (Grognet, Jamerson, Franco & Derrick-

Mescua, 2000, p.5). 

Teacher Impact on Student Development 

Ferrandino (2005) writes one of the most important indicators of quality [programming] 

is the nature of interaction between teacher and child. Teachers should facilitate interactions 

among children to provide opportunities for social and intellectual growth and development 

(Ferrandino, 2005). A teacher‟s interaction with a child is believed to have lasting effects on that 

child‟s development. Teachers‟ ways of interacting with young children differ from that of 

parents and familiar adults (Harlin, 2008). Harlin (2008) further suggests that preschool 

environments afford unique experiences to interact with adults that differ from the child‟s home 

environment.  

Ferrandino (2005) suggests a preschool program‟s approach should include a variety of 

areas of a child‟s learning and development and that high-quality programs provide learning 

experiences that are grounded in children‟s interests and that are developed around learning in 

several disciplines. “High-quality teaching reflects the knowledge that young children are active 

learners, drawing on direct physical and social experience as well as culturally transmitted 

knowledge to construct the world around them” (p. 7). Research has indicated the essential role 

that teachers play in developing children‟s linguistic, cognitive, and social competence (Harlin, 

2008). As a result of teacher modeling, children learn how to use language for a variety of 

purposes. 

Not only is it important to examine the impact of a teacher-child interaction, but it may 

also be necessary to examine the impact that a teacher-parent interaction may have on preschool 

programming. Research suggests that teacher-parent interactions have significant impact on 
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student performance (Xu & Gulosino, 2006). Xu and Gulinoso (2006) suggest assessing which 

indicators are necessary to determine program effectiveness may be linked to the evaluation of a 

teacher‟s ability to build rapport with a parent.  

Parent Involvement 

Studies suggest that parental involvement is a key factor in determining the outcome of a 

child‟s educational experience (Xu & Gulosino, 2006). Hattie (2009) suggests that a child‟s 

home can be a nurturing place which supports student achievement through parental support 

and high expectation for learning. Studies have shown parental involvement and teacher 

attributes contribute to effective parent-teacher partnerships which may jointly enhance 

positive educational outcomes for students (Xu & Gulosino, 2006). Therefore, parents and 

teachers must work together to ensure every possible assistance to children in terms of 

developing a child‟s learning and in creating the highest possible shared expectation for 

learning (Hattie, 2009). 

This type of partnership goes beyond establishing effective 

communication strategies for stronger relationships 

between teachers and families; engaging teachers in the 

process of developing a teacher-parent partnership could 

provide the necessary buy-in for involving parents, and, 

with greater than expected results, boost actual student 

achievement. (Xu & Gulosino, 2006, p. 16) 

 Children learn the language of their parent, caregivers and playmates (Clay, 1991). Clay 

(1991) suggested for the first five years of life, a child‟s language growth is “entirely dependent 

upon what people say to him…on how much they speak to him, about what things, in what 

dialect or language, and in what manner (p 5). Recognizing parents‟ importance in a child‟s 

development is critical to early learning. A high-quality preschool program involves parents and 

remains sensitive at all times to parental needs (Schweinhart, 1988). 

High/Scope Perry Preschool Project 

During the 1960s a study was conducted by the University of North Carolina. This study, 

now referred to as the High/Scope Perry Preschool Study examined the effects of early childhood 

education for children from low income families. It is believed that researchers may have been 

determining if preschool offers any significant impact on student achievement and cognitive 
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development. Children who participated in the High/Scope Perry Preschool Study received full-

time, high-quality educational intervention in a childcare setting from infancy through age five 

(Green, 2006). Green further reports that in the study, their progress was monitored over time 

with follow-up studies conducted at ages 12, 15, and 21. “The [High/Scope] results provided 

overwhelming support for the benefits of early childhood education. The preschool educated 

children had higher cognitive test scores than children who did not participate in the program” 

(Greene, 2006, p.4).  

Educators know that as a result of the High/Scope study and many other studies assessing 

the value of early learning opportunities, that preschool offers significant benefits to children. 

Educators also know that talking to and with children in particular is as essential to both 

cognitive and language development (Roskos et al. 2004). “Everyday conversation is children‟s 

richest source of information about words, their meaning and the rules of social 

engagement…preschool teachers need to engage children in substantive conversations regularly 

and frequently” (Roskos et al. 2004, p.35).  

 However, children cannot learn the full complement of language skills for school 

readiness through everyday conversation alone (Roskos et al. 2004). A preschooler‟s language 

development is vital to his progress in reading (Clay, 1991). Roskos et al. (2004) suggested 

ensuring the oral language development and literacy proficiency of children may be a complex 

process. 

To master the less obvious skills of oral language and 

literacy, such as how to listen for the number of words in a 

sentence (phonological awareness) or how to spell your 

own name, children must be taught…If children are to 

properly practice and acquire more difficult skills, they 

need to be clearly shown what it is they need to pay 

attention to and how. (Roskos et al., 2004, p. 36) 

Clay, Gill, Glynn, McNaughton, and Salmon (1983) suggested that particular attention be 

given to oral language in circumstances where the language in the home differs from the one the 

teacher uses in the classroom. Clay et al., (1983) further suggested that teachers needed to know 

the structure of English language and how this structure is acquired in order to better instruct 

young learners. Determining whether or not obtaining a preschool teacher license is the 
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contributing factor in a teacher‟s ability to demonstrate these instructional capabilities may be 

essential in determining future licensure mandates in early childhood education. 

State and Federal Educational Considerations 

In recent years, Americans have seen increased emphasis on improving instruction and 

increasing funding for education. Barnett and Hustedt (2003) suggest that as state initiatives for 

early childhood education have grown, researchers are beginning to explore the idea of 

integrating existing preschool programs into more uniform state programs. As a result, some 

states are instituting programs to improve early education, such as offering full day kindergarten 

and universal preschool (US Department of Labor, 2008). Unfortunately, there is little 

uniformity with regard to the emphasis each state places on the importance of preschool (Greene, 

2006). According to Greene (2006) some preschool proponents advocate for state funding that is 

supported by federal funding, suggesting one may not effectively exist without the other. 

In order for the United States to establish a productive, 

high quality preschool system, several factors are 

necessary…states must commit to the funding of a public 

preschool program [and] federal funding must be used to 

bolster and encourage state funding. (Greene, 2006, p.6) 

Preschool advocates propose that the federal government require states to spend money 

on quality preschool programs and then oversee compliance through the use of monetary 

incentives (Greene, 2006). Greene (2006) reports that in 2005, The National Education 

Association recommended that the federal government increase its investment in pre-

kindergarten by offering to match individual state government spending. 

By meeting these requirements, federal funding can be used 

to enroll more children in accredited facilities, hire better 

teachers, and target modest-income families…federal 

funding should be used to allow states and local 

communities flexibility to use money in diverse ways as 

long as it is used to improve preschool systems. (Greene, 

2006, p.6) 

The ability to ensure quality preschool programming will require both state and federal 

cooperation (Greene, 2006). Greene (2006) suggests with unilateral support at both the state and 
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federal levels, we can begin to see improved processes for ensuring quality programming. While 

adequate funding alone may not be the answer to providing quality educational experiences, it 

may ensure that resources will be available as educators and lawmakers come together to discuss 

a programming plan (Greene, 2006). High-quality preschool for all children may only be realized 

once education and state officials implement higher standards, increased funding, and greater 

instructional accountability for teachers (Barnett & Hustedt, 2003). 

Summary 

Educators generally support the notion that children who attend preschool are more likely to 

experience greater academic success than those who do not (Espinosa, 2002). The educational 

community has long determined the value of preschool. However, a lack of professional 

recognition for preschool teachers among the educational community may lead to decreases in 

funding support and instructional continuity for students. Educators agree that in order for 

children to be successful academically, they must learn to become inquisitive, lifelong learners in 

an instructional setting that is developmentally sound. As a result, educators continue to suggest 

that high-quality instruction may help build a child‟s capacity to form meaningful relationships 

with others and develop appropriately.  

Researchers have been able to determine that in order for children of low, socioeconomic 

backgrounds to benefit from a preschool experience, it must be of high quality (Espinosa, 2002). 

Exposure to just “any” preschool experience may no longer be enough to address the academic 

achievement gap between minority and non-minority students. Ferrandino (2005) suggests that 

strong early learning leads to better educated individuals, as well as less remediation throughout 

the education system. Therefore, 4-year degreed teachers in preschool may be essential in 

improving oral language development and student achievement. Given the impact a preschool 

education has on learning and the economic considerations on society as a whole, it is important 

that school leaders become actively involved in their communities‟ early learning programs to 

ensure student success and adequate opportunities for academic learning (Ferrandino, 2005). 

Because high-quality preschool programs must address all aspects of a child‟s social, 

emotional, physical, and cognitive development, greater emphasis must be placed on 

understanding frameworks that include important aspects for educating the whole child. 

Hattie (2009) suggests that a child brings prior knowledge of learning to their classroom. A 

child‟s development is often determined by a combination of overall experiences in a variety 
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of collective settings. As a result, increased examination of the importance of 

family/community involvement and schools may be needed as educators look to ensure the 

academic success of all students. 

The quality of a preschool program and the measure of teacher effectiveness are critical 

in determining its educational value. Establishing standards at the state level may be one way 

to determine program effectiveness (Espinosa, 2002). However, because there are currently 

limited uniform policies among states regarding legislation, ongoing assessment of 

programming may help to ensure that preschool programs continue to improve. Espinosa 

(2002) recommends that work be done at the federal, state, and local levels to establish a 

coordinated system of high-quality education for early learners. Research continues to 

demonstrate that teacher preparation impacts student achievement (Darling-Hammond, 

2000). However, questions remain regarding the correlation between teacher preparation and 

licensure as they relate to the development of oral language in children. As the ability to meet 

preschool students‟ needs becomes more challenging, teacher preparation and training may 

need to be more closely examined. 

On each of about 220 days, and for approximately 13 years, 

children spend five to six hours in school, nine to ten hours 

at home and in their community, and eight to nine hours 

asleep. When this time is combined with weekend and 

vacation time, students spend approximately 15,000 hours 

in school over a lifetime: or about 30 percent of their 

waking time is spent in the hands of individuals legislated 

to teach them (Hattie, 2009). 

 Because children have an innate desire to learn, the desire to learn may be supported or 

undermined by early instructional experiences by those very individuals charged with their 

educational care, given the amount of time students spend in school. An excellent preschool 

experience may level the playing field for all children who enter school academically behind for 

any reason. Successful preschool environments have high quality programming and sound 

instructional practices. As a result, a preschooler‟s ability to acquire oral language skills and 
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demonstrate comprehension, vocabulary, and literacy proficiency may be more closely linked to 

teacher competency than school officials know (Saracho & Spodek, 2007). 
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CHAPTER THREE 

 METHODOLOGY 

 

                                                  Focus of Inquiry 

 Participation in a quality preschool program is vital to all children, particularly children 

identified as at risk for academic failure. One researcher suggests that preschool teachers play an 

important role in fostering the growth and development of children in their formative years. 

Schulman (2005) contends that children who finish high-quality preschool programs are less 

likely to need special education services in later elementary grades. The educational 

opportunities that teachers provide to students play an important role in determining their future 

outcomes (Coffman and Lopez, 2003). These researchers suggest that better educated teachers 

not only benefit young students, but society as a whole. Coffman and Lopez (2003) further stress 

that, “society benefits when well educated teachers work with young children…children develop 

social and emotional competence, and schools and communities avoid the high costs of remedial, 

and special education services” (p.5).  

While studies indicate the education and background of early childhood teachers affect 

the quality of their early childhood programs (Saracho & Spodek, 2007), limited research is 

available to determine whether or not education effects the oral language development in 

preschool students. Roskos et al., (2004) suggest that children, who do not develop strong oral 

language skills in the early years, may encounter difficulty in achieving academic success in 

school. 

In the early years, all children need to learn to use language 

a lot. They need to learn how to carry on a good 

conversation with adults and peers. From age 3 onward, 

children should build a vocabulary store of at least 2,500 

words per year. They should encounter and explore at least 

2 words per day …For children with too little language, 

learning to read and write is very hard (p.1). 

In this study, I examined the effect teacher preparation and licensure had on the oral 

language development of at-risk preschool students in one public school district‟s preschool 
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program. Through an analysis of student data collected over the course of one preschool 

academic school year and data collected the next year at the beginning of kindergarten, I 

assessed growth trends in the area of oral language development and correlations of student data 

to teacher instruction. I examined the kindergarten oral language assessment scores of current 5 

year old students who participated in the district‟s preschool program as 4 year old students the 

previous school year. In chapter three, I reviewed the research questions, the design for the 

study, as well as the data collection and analysis procedures that were used in this study. 

Research Questions and Related Inquiries 

In this study, I answered the following question: Does a licensed early childhood teacher, 

with a four-year degree have a greater likelihood of increasing the oral language development of 

preschool learners than a non-degreed early childhood teachers?  Hence, this general question led 

to additional inquiries relative to my investigation which guided my research. Specifically, I 

explored these subordinate questions: 

1. What effect does teacher licensure have on the oral language development of preschool 

students? 

2. What are teacher perceptions about licensure versus non-licensure and academic/ 

professional training as they relate to the oral language development in early learners? 

3. What is the instructional/academic effectiveness of a public school district‟s preschool 

program employing both licensed and non-licensed teachers? 

Table 3.1 illustrates the research questions examined in this study and the methodology which 

was used to address the questions. 
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 Table 3.1: Research Questions and Methodology 

 

General Research Question: Is a licensed four-year degreed staff member better able to increase the oral 

language development than a two-year degreed staff member? 

 

Related research question 

guiding the inquiry 

 

Data Source 

 

Data Collected 

 

Analysis 

1. 

 

What effect do 

teacher licensure 

requirements have 

on the oral 

language 

development of 

preschool students? 

Creative Curriculum 

Developmental 

Continuum for 

preschool students and 

the Mondo kindergarten 

assessment 

 

Interim scores recording the 

development of oral language 

in preschool learners and 

kindergarten entrance oral 

language score on the Mondo 

assessment 

 

Using descriptive 

statistical analysis 

determine student 

gains in oral 

language over the 

course of one 

academic school 

year and the next  

2. What are teacher 

perceptions about 

academic and 

professional 

training as it relates 

to oral language? 

 Interviews with 

instructional staff 

 

Field notes recording 

instructional staff comments 

about professional training 

Using qualitative 

data content 

analysis 

techniques, code 

and sort by 

themes. 

 

     

3. What is the 

instructional 

effectiveness of a 

preschool program 

employing licensed 

and non-licensed 

teachers 

Instructional staff  

interviews regarding 

perceptions 

 

Instructional staff interview 

responses on selected 

questions related to: 

 Curriculum implementation 

and instruction 

 Oral language development 

 Student achievement 

 

Using descriptive 

statistics compare 

frequency counts, 

means, and 

percentages for 

each response to 

determine if there 

are significant 

differences in 

teachers‟ 

responses to each 

item. 
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Shavelson (1988) defines research as a systematic approach to finding answers to 

particular questions. Given the complexities of the achievement gap, questions regarding 

whether or not teachers in particular are responsible for student deficits in learning, require 

further investigation. The Equality of Educational Opportunity Study (EEOS), also known as the 

"Coleman Study," was commissioned by the United States Department of Health, Education, and 

Welfare in 1966 to assess the availability of equal educational opportunities to children of 

different ethnic origins (Coleman, 1966). In this study, data on teachers related to salary, 

educational preparation, teaching experience, and attitudes toward race and ethnicity were 

examined (Coleman, 1966). While this study was conducted in response to provisions of the 

Civil Rights Act of 1964, Shavelson (1988) reports that some researchers feel the outcomes of 

the study were unexpected. Many contend that findings from the Coleman study suggest that 

schools and teachers have little impact on student achievement since the study determined that 

achievement was a byproduct of culture and poverty. For the purpose of this study, the research 

questions were designed to answer questions related to the effect teacher preparation and 

licensure has on oral language development. 

Research Design 

A research design may be likened most similarly to an architectural blueprint (Merriam, 

1988). Merriam (1988) suggests that a research design is a plan for assembling, organizing, and 

interpreting information (data) that result in a specific end product (findings). In applied areas 

such as education and administration, research may be viewed as a means for understanding, 

informing, and improving practice (Merriam, 1988). Yin (1994) describes a research design as 

“the logical sequence that connects empirical data to a study‟s initial research questions and 

ultimately, to its conclusions (p.19). This researcher further suggests that a research design is 

more than a mere work plan, and that its primary purpose is to ensure that the evidence collected 

addresses the initial research questions. 

While in the field of education research may be viewed as a means for improving 

practice, action research or “practitioner research” has been defined by scholars as research 

which is conducted for the purpose of solving a local problem (Ravid, 2000). 

Action research is undertaken to solve a problem by 

studying it, proposing solutions for the problem, 

implementing the solutions and assessing the effectiveness 
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of these solutions. “The process of action research is 

cyclical; the researcher continues to identify a problem, 

propose a solution, implement the solution and assess the 

outcomes” (Ravid 2000, p. 2) 

Because this study attempted to assess the effect teacher preparation and licensure had on 

the oral language development of preschool students, the researcher remained cognizant of both 

research design methods as this study was conducted. Furthermore, for the purpose of the study, 

a mixed methods approach, analyzing both qualitative and quantitative data, was used. 

Examination of teacher preparation and licensure requirements allowed the researcher to assess 

the overall effectiveness of one public school‟s preschool program employing both licensed and 

non-licensed staff members as teachers. The mixed-methods research design consisted of an 

analysis of quantitative data of  teacher-administered student assessments, as well as analysis of 

responses gained through teachers interviews which included both open ended and Likert scaled 

responses. While I used interviews for qualitative analysis of teacher perceptions regarding 

educational preparation, the primary source of the quantitative data consisted of analysis of 

existing oral language assessment data from the Creative Curriculum for Preschool and Mondo 

Kindergarten Oral Language screening instruments.  

Case Study Research 

 As a research design, the case study of a targeted population contributes to society‟s 

knowledge of individual, organizational, social, and political phenomena (Yin, 1994). In this 

study of one school district‟s preschool program, an examination of the hiring structure within an 

organization was examined as it related to student achievement. Merriam (1988) describes the 

case study as a basic design that can accommodate a variety of disciplinary perspectives and can 

include both quantitative and qualitative data analysis. While a current debate exists among 

researchers as to the extent to which traditional methods of data collection may be used with 

qualitative methods of research, Guba (1987) explains that researchers can use both techniques in 

combination with one another. 

 In actuality, utilizing both methods of research is considered a form of triangulation that 

enhances the validity and reliability of a researcher‟s study (Merriam, 1988). In the past, 

researchers identified themselves as solely „qualitative researchers‟ or „quantitative researchers‟ 

and the two paradigms were viewed as completely different (Ravid, 2000). While recognizing 
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the differences between the two paradigms, researchers now see the two as complementary and 

support utilizing both in research studies. 

Allport (1937) defines case study as a collection of methods that approach each case as a 

distinct and unique entity. In this research, the primary goal of the researcher was to gain 

understanding about the case itself. In general, case studies tend to exhibit several common 

factors: (a) considerable time is spent with the case, (b) the researcher attempts to understand the 

case in context, (c) verification checks directed at convergent validity are included by asking the 

same question in different ways, (d) the focus is on the internal meaningfulness of the 

information, and (e) the quality of the results depends on the researchers and the quality of the 

relationship established between researcher and respondents (Carroll & Johnson, 1990).  

The quality of case study research may largely depend on the perceptiveness and 

thoughtfulness of the researcher. Yin (1994) suggests that case study research allows the 

investigator to retain the holistic and meaningful characteristics of real life events like 

organizational and managerial processes. Yin further suggests that the distinct need for case 

studies arise out of a desire to understand complex social phenomena. For the purpose of this 

study, the researcher was interested in gaining a greater understanding of the oral language 

development in preschool students by examining the licensure and degree credentials of 

preschool staff. 

Mixed Methodology 

 Quantitative research is defined as research which focuses on explaining cause and effect 

relationships, studies a small number of variables and uses numerical data (Ravid, 2000) and a 

quantitative research approach generally begins with a hypothesis in which the quantitative study 

is designed to test. Ravid (2000) explains that quantitative researchers believe that findings may 

be generalized from one setting to another and researchers often look for patterns and similarities 

based on the findings in order to draw conclusions about the data.  

Qualitative research however, is defined as research which seeks to understand and 

describe social or educational phenomena (Ravid, 2000). In qualitative studies, the researcher 

focuses on one or two cases which are to be studied, utilizing multiple data sources such as 

interviews, observations, and field notes. Qualitative research is often context-based and 

recognizes the uniqueness of an individual and setting. 
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Ravid (2000) reports “In many textbooks, quantitative 

research is equated with experimental designs which use 

numerical data, whereas, qualitative research is equated 

with descriptive research and not the use of narrative 

data…qualitative research is not the same as experimental 

research, although a great deal of quantitative research is 

experimental” (p.4) 

Strauss and Corbin (1990) refer to qualitative evaluation as procedures that produce 

words to explain a phenomenon and help evaluators better understand a program, participants‟ 

relation to a program, or recognize different aspects of a program setting. Rabiee (2004) suggests 

that the process of qualitative analysis is designed to gain meaning by studying a particular 

situation rather than to search for truth gained by quantitative research. While qualitative 

evaluation of data is important, it widely held that the most effective researchers use both 

qualitative and quantitative or a mixed methods approach (Reichardt & Rallis, 1994). Many 

practitioner research studies use a small sample size, qualitative data and employ a case study 

approach (Ravid, 2000). Ravid (2000) suggests that practitioners not limit themselves to utilizing 

only one research paradigm and data collection approach. Hence, this design will incorporate 

both methods of data collection and allow me to best understand the case study. 

  Qualitative and quantitative research procedures involve the use of observations to 

address research questions often associated with practitioner research studies (Onwuegbuzie & 

Leech, 2005). Sechrest and Sidani (1995) report that both research methods describe and 

construct explanatory arguments from data, as well as, speculate about why the outcomes occur. 

By using staff interviews, the researcher gained a better understanding of staff perceptions 

related to education preparation, licensure, and training. Qualitative evaluators seek to develop 

an understanding of how a program operates through observation of the program (Posavac & 

Carey, 1997). These researchers suggest that qualitative interviewing is more than simply orally 

administering a written survey; it involves the use of open-ended, unstructured survey questions 

designed to learn detailed information about a particular program or phenomena. Therefore, an 

examination of qualitative data was critical to assessing the overall effectiveness of a district‟s 

preschool program with regard to teacher effectiveness in the classroom. 
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 While qualitative methods are typically associated with observations and case studies, 

quantitative methods are known to be associated with systematic measurement and experimental 

methods (Lin & Erickson, 1986). Although relatively different in nature, the two methods of 

research are often linked. Light (1973) suggests that the researcher who relies on qualitative data 

often finds certain quantitative summaries, classifications, and analyses as useful aspects of the 

research. Both qualitative and quantitative researchers often attempt to triangulate their data 

utilizing multiple methods of qualitative and quantitative data (Denzin, 1978). A quantitative 

researcher might triangulate several measures of achievement, whereas a qualitative researcher 

might triangulate interview data with observational data (Onwuegbuzie & Leech, 2005). 

Primarily, both researchers utilize techniques to verify their data and seek to make interpretive, 

narrative conclusions pertaining to the implications of their findings (Dzurec & Abraham, 1993). 

Participants and Setting 

 Aurora Public Schools (APS) is the sixth largest school district in the state of Colorado. 

Located in the Denver metropolitan area, Aurora is home to a diverse population of students 

representing approximately 96 countries around the world. The district‟s vision is to graduate 

every student with the choice to attend college without remediation (Aurora Public Schools 

Webpage, 2009). The demographic of Aurora‟s more than 35,000 students is represented as 

follows: 50.6% Latino, 24.1% White, 20.1% African American, 4.3% Asian and .08% Native 

American. Thirty-eight percent of the students in Aurora Public Schools are second language 

learners. Of this population, nearly 89% of students are Spanish speakers. 

 Aurora Public Schools uses a multi-dimensional approach to meeting the needs of 

students whose first language is one other than English. Students are assessed to determine 

individual levels of English proficiency through use of the English Language Developmental 

Continuum. The Continuum assists instructors in identifying students‟ strengths and next steps 

with regard to listening, speaking, reading and writing skills. Instructional models are then used 

to modify standards based instruction by providing various multi-sensory approaches to learning 

(Aurora Public Schools Webpage, 2009). 

In APS, the preschool program is a component of the Department of Early Childhood 

Education within the Division of Instruction. As Director of the Early Childhood Education 

Department, I am one of several administrators housed at the district‟s administrative office 

complex who oversees a department within the Division of Instruction. Although I am the 
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director of the Early Childhood Education Department and have hired some of the individuals 

identified for participation in the study, I am not the direct evaluating supervisor of the preschool 

teachers in the district. There are 54 schools in the school district: 2 preschool centers, 29 

elementary schools, 3 K-8 schools, 7 middle schools, 4 comprehensive high schools, 1 

vocational/technical college, 1 gifted and talented K-8 school and 6 charter schools (Aurora 

Public Schools Webpage, 2009). Preschool instruction occurs in 20 elementary schools 

throughout the district, as well as in two preschool child development centers and in one high 

school.  

Principals collaborate with Division of Instruction directors to support programming 

needs in their buildings each year. Some elementary and K-8 schools do not support preschool 

instruction due to limited classroom space availability. Each year assessment of classroom space 

availability is made based on student enrollment or programming needs in special education. As 

a result, students are randomly assigned to preschool classrooms based on classroom availability 

at each school.  Because preschool instruction does not exist in every primary school within the 

district, many students are enrolled in preschool classrooms other than their home school. School 

officials are now beginning to utilize more strategic methods for determining district 

programming needs within schools to ensure equitable access to preschool instruction for all 

students. 

The mission of the Aurora Public School‟s Department of Early Childhood Education is 

to “ensure that all preschool students transition into kindergarten with the experiences, and skills 

necessary to reach high levels of learning throughout their academic career” (Aurora Public 

Schools Webpage, 2009). The Early Childhood Education Department‟s mission aligns with the 

district‟s mission to teach every student the knowledge, skills, and values necessary to enter 

college or a career and become a contributing member of society who flourishes in a diverse, 

dynamic world (Aurora Public Schools Webpage, 2009). 

Aurora Public Schools has provided instruction for preschool students for nearly 60 

years. The 2010-2011 school-year will mark Aurora‟s 60th year of preschool instruction for 

student ages 3-5 years. The Aurora Public Schools‟ Early Childhood Education Department uses 

a comprehensive, scientifically-based early childhood curriculum for young children. The 

curriculum, entitled The Creative Curriculum for Preschool responds to new requirements for 

addressing academic content standards in early childhood education and has been aligned with 
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the National Association for the Education of Young Children guidelines and the National 

Association of Early childhood Specialist in the State Department of Education (Aurora Public 

Schools Webpage, 2009). Educators in Aurora utilize The Creative Curriculum Developmental 

Continuum for Ages 3-5 which is designed to assess a child‟s progress in four areas of early 

development: social/emotional, physical, cognitive, and (oral) language. 

Aurora Public Schools‟ preschool program has been historically funded using both tuition 

and grant based funding. Currently, instructional programming is only supported through the 

Colorado Preschool Program (CPP) grant, state and federal special education, and Title 1 funds. 

In Aurora Public Schools preschool program children attend preschool four days per week, 

Tuesday through Friday. Instruction occurs twice daily for 2 hours and 45 minutes, during a 

morning and afternoon session. Aurora Public Schools requires all early childhood education 

teachers (facilitators) to have, at a minimum, an associate‟s degree in early childhood education. 

Currently, the program employs 51 facilitators, 24 of whom are licensed teachers with a 

bachelor‟s degree in elementary education or early childhood education endorsement. Due to a 

lack of programming regulations at the state level, each Colorado school district may determine 

specific preschool employment criteria on an individual basis. 

Data Collection and Analysis 

 The study of the Aurora Public School‟s preschool program employing licensed and 

non-licensed teachers incorporated a mixed-methods design. In this study, I analyzed existing 

student data collected during the 2008-2009 and 2009-2010 school years. Specifically, I 

examined oral language assessment data recorded during one preschool academic year and then 

again at the beginning of students‟ kindergarten school year. By examining existing preschool 

and kindergarten data, I determined whether or not preschool students enter kindergarten 

demonstrating proficiency in oral language. I was further able to determine if trends existed 

between student assessment data and preschool teacher licensure. By examining data in 

relationship to teacher licensure, I determined what effect licensing played in the oral language 

development of preschool students as they transitioned into kindergarten. I was further able to 

make programming decisions and recommendations based on current data trends. For the 

purpose of this study, using existing data controlled for teacher bias as staff became aware of the 

possible implications of the study related to impact on future state and local programming. 
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Yin, (1994) suggests that the primary purpose of using multiple sources of evidence is 

associated with the researcher‟s ability to triangulate the data and use multiple sources of 

evidence. Therefore, triangulation allowed the investigator to address a broader range of 

historical, attitudinal and behavioral issues associated with the research study. As a result, 

multiple aspects of data were analyzed in this study. The following table outlines the data 

collection strategies that I used. 

 

Table 3.2 Data Collection Strategies 

DATA 

COLLECTION 

METHOD 

ITEM PARTICIPANT TOTAL 

PARTICIPANTS 

 

 Developmental 

Continuum 

 

 Mondo 

Assessment 

 

 

Teacher 

Interviews 

 

 

30 Min. 

Assessment 

 

25 Minute 

Survey 

 

 

45 Minute 

Interview 

45 Minute 

Interview 

 

Students 

 

 

 Students 

 

 

 

Licensed 

Teachers 

Non-licensed 

Teachers 

 

         501 

 

              

          501 

 

 

 

           6 

 

           6 

 

 

When analyzing qualitative and quantitative data, a number of approaches may be used. 

Unlike quantitative analysis, qualitative analysis occurs concurrently with data collection 

(Rabiee, 2004). Data analysis does not occur in a linear form and aspects of the process often 

overlap one another. The process of analyzing qualitative data should begin during the data 

collection period. Yin (1989) explains that qualitative data analysis consists of “examining, 

categorizing, tabulating, or otherwise recombining the evidence to address the initial 

propositions of a study” (p.102). 

 In this study, I analyzed a sample size of 501 early childhood education students district-

wide. By selecting a student sample size of 501 students and 12 teachers identified in the study, 
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information derived from the study was assessed to determine future programming.  Although 

analysis of teacher-administered, oral language student assessment data was made, the primary 

source of data collected was from staff interviews. To ensure an accurate representation of the 

research findings, I controlled for researcher bias by using an interviewer to conduct teacher 

interviews. While I have hired some of the participants in the study as director of the Early 

Childhood Education Department, principals and/or site administrators at each elementary 

building or preschool location are directly responsible for supervising and evaluating employees. 

I further controlled for researcher bias by using a triangulation approach to analysis. With 

triangulation, the potential for problems associated with the validity of the study may be 

minimized because the multiple sources of evidence essentially provide multiple measures of the 

same phenomenon (Yin, 1994).  

Assessment Tools 

 Assessment is integral to teaching and student learning. Roskos et al., (2004) suggest that 

assessment is the basis of continuous improvement for students and a data gathering process to 

determine what children can and cannot do. Because assessment should be ongoing and occur 

regularly to determine the needs of preschool learners, various assessments tools are available to 

screen monitor and evaluate the developmental progress of students (Roskos, et al., (2004). 

The preschool curriculum used for instruction in Aurora Public Schools provides a 

systematic approach to assessing preschool students. The Creative Curriculum for Preschool was 

selected as a result of the Colorado Department of Education‟s (CDE) Results Matter initiative. 

Results Matter is a Colorado initiative designed to inform early childhood practice and policy 

through ongoing child assessment and program quality evaluation. The data obtained through 

Results Matter is used to describe child progress across specific developmental and educational 

domains as well as through global outcomes developed by the National Early Childhood 

Outcomes Center and The U.S. Department of Education (Colorado Department of Education 

Website, 2009).  Each participating school district is required to choose one of three CDE 

approved preschool assessment systems for programming use. Child assessment results are 

analyzed over time to study the long term benefits early care and early education opportunities. 

Aurora Public Schools selected The Creative Curriculum for Preschool in November 2007 

because the curriculum more closely aligns with and integrates into current K-5 Mondo literacy 

program and instructional models. 
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The Mondo literacy program is used as an instructional support in Aurora Public Schools 

classrooms. The literacy program provides insights into instructional starting points for teaching 

and learning for all students (Aurora Public Schools Webpage, 2009). The information obtained 

through assessment helps teachers assess whether instruction has resulted in meeting targeted 

student outcomes in the following areas: oral language, oral reading fluency, print concepts, 

phonemic awareness, letter/sound recognition, letter/sound correspondence, and work 

knowledge. The Mondo Oral Language Assessment provides information identifying strengths 

and weaknesses regarding a student‟s ability to listen to and understand the complex structures of 

spoken English (Mondo Publishing, 2008). It is a test of the student‟s receptive language because 

many students may have difficulty mastering the structures of oral English, which inhibits their 

ability to speak, read, read, and write effectively. Both the Mondo literacy program and The 

Creative Curriculum for Preschool instructional models support student learning in Aurora 

Public Schools. 

The Creative Curriculum for Preschool offers on-line assessment tools which may be 

administered for gathering data to measure language development in preschool learners. The on-

line curriculum based system integrates the assessment results of the child‟s development with 

program planning. The Creative Curriculum for Preschool is a comprehensive early childhood 

educational system designed to promote the cognitive, language, social/emotional, and physical 

development of a child (Lambert, 2003). 

Many school districts throughout the country may be adopting The Creative Curriculum 

for Preschool curriculum for their preschool classrooms because of its comprehensive approach 

to teaching and student learning. Lambert (2003) suggests that the curriculum offers teachers a 

wide range of instructional approaches designed to extend children‟s language development and 

guide student learning. When fully implemented by a trained teacher, the curriculum may be one 

of the most comprehensive ways to encourage children‟s developmental progress towards the 

mastery of their content knowledge and skills (Lambert, 2003). 

The curriculum includes a developmental continuum for ages 3-5 designed to address 

four areas of development: social/emotional, physical, cognitive, and language. The Creative 

Curriculum Developmental Continuum is a teacher assessment tool used for program planning 

and analyzing, and recording student progress (Dodge, Colker & Heroman, 2001). The 

continuum outlines the progression development of students in each of the four areas using 10 
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goals and provides a sequence of development for 50 learning objectives derived from these 

goals (Lambert, 2003). While several learning objectives may be examined in the area of 

Listening and Speaking within developmental continuum, the primary source of data collection 

will focus on oral expression of words and sentences. 

The Creative Curriculum Developmental Continuum outlines the developmental steps for 

each curriculum objective. The sequence of steps identifies what educators may expect preschool 

children to demonstrate as they progress towards mastering an objective (Dodge et al., 2001). 

Teachers record student behaviors documenting the developmental progress of each child three 

times during the academic school year. Teachers are encouraged to maintain student work 

portfolios, in conjunction with anecdotal notes, to accumulate multiple sources of evidence to 

inform their ratings (Lambert, 2003). Dodge, et al., (2001) suggest that by using a curriculum 

based on child development research, educators will be able to determine what to expect of 

children at any given stage of development.  

In Aurora Public Schools, the Mondo assessment battery is administered to children in 

kindergarten and first grade.  The assessment provides an indication of the challenges language 

deficient students may be facing in their early years. If students do not meet targeted outcomes 

by the end of first grade, they are considered significantly “at risk” for reading difficulties in 

school (APS Webpage, 2009). The Mondo Oral Language Assessment includes a series of 15 

sentences that represent a sampling of various syntactical/grammatical structures of the oral 

English language in order of complexity (Mondo Publishing, 2008). The teacher reads each 

sentence aloud for the student to repeat to provide insight into how students master the different 

structure found in English sentences. Students scoring below 5 have acquired only limited 

control over the structures of oral English, are considered at-risk, and may need intensive oral-

language development support (Mondo Publishing, 2008). 

The Mondo Oral Language Assessment is relevant for all learners who are new to the 

English language. However, not all students in Aurora Public Schools who are challenged by the 

structures of oral English come from a non-English-Language background. Research indicates 

that a significant number of disadvantaged, native-English speaking students are challenged by 

the structures of oral English (Mondo Publishing, 2008). Because children who participate in 

Aurora Public School‟s preschool program are already identified as at risk for academic failure 

according to Colorado Department of Education‟s CPP requirements, examination of oral 
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language development becomes essential in assessing the quality of current preschool 

programming as children transition from preschool into kindergarten. For the purpose of this 

study, both assessment tools used focused on oral language. 

Validity and Reliability 

 Joppe (2000) suggests validity in quantitative research determines whether the research 

measures that which it was intended to measure, whereas, reliability is referred to the extent to 

which results are consistent over time. The definitions of reliability and validity in quantitative 

research determine whether the results are replicable and whether the means of measurement are 

accurate (Golafshani, 2003). However, the concepts of reliability and validity may be viewed 

differently by qualitative researchers. Golafshani (2003) suggests that qualitative researchers 

consider the aforementioned definitions as defined in quantitative terms as inadequate and 

inapplicable to the qualitative research paradigm. 

 Patton (2002) suggests that in quantitative research methods, credibility of the research 

study is largely dependent upon the construction of the instrument, whereas, in qualitative 

research, the researcher is the instrument. When quantitative researchers address issues of 

validity and reliability in quantitative studies, they are usually referring to research that is 

credible, while the credibility of a qualitative research study is dependent upon the ability of the 

researcher (Golafshani, 2003). Patton (2002) suggests that reliability is a consequence of validity 

in reference to the researcher‟s ability and skill in any qualitative study. 

 The validity or effectiveness of The Creative Curriculum for Preschool was examined in 

a research study conducted by the U.S. Department of Defense Education Activity (Abbott-

Shim, 2000). The study provides evidence that the curriculum is a valid model that ensures 

positive student outcomes. Abbott-Shim (2000) reports that the curriculum ensures effective 

teaching practice when it is implemented as intended and supported by on-going professional 

development. Lambert (2003) suggests that The Creative Curriculum for Preschool meets the 

assessment standards of the National Association for the Education of Young Children 

(NAECY). 

Staff Perception Interviews 

 Interviews to assess staff perceptions of training and preparation were administered as a 

method of data collection within the study. Perception of professional preparation and training 

opportunities were analyzed to determine if a relationship existed between staff perceptions and 
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the oral language development results of students. For the purpose of this research study, it was 

important to interview staff and assess their understandings of professional preparation and 

training as they related to student achievement.  

 Staff perceptions are critical due to possible funding implications on future professional 

development opportunities offered by the schools district. Staff perceptions may also have 

potential impact on future early childhood education collegiate course offerings at 4-year 

institutions related to degree program opportunities. It was important for the researcher to 

understand whether or not teachers believed that the training they receive at a 2-year institution, 

versus the training they may have received from a 4-year institution impacted the oral language 

development of preschool students more than the other. The researcher also needed to determine 

how (if at all) college and/or university academic preparation compares to on-sight district  

training and whether or not employees believed it was essential to student learning. 

 Posavac and Carey (1997) suggest that interview surveys are important with regard to 

the researcher‟s ability to obtain the cooperation of a respondent, analyzing responses, and 

interpreting findings. Longford (1995) suggests that surveys are one of the most important 

sources of inference about an educational system and that conclusions drawn from educational 

surveys are used to support and justify policies that affect the educational system. The purpose of 

a survey is to use questionnaires or interviews to collect data from participants in a sample about 

their experiences or opinions in order to generalize the findings to a population that the sample is 

intended to represent (Gall et.al, 1996). Because monitoring and evaluating the quality of 

education is important, educational surveys are important. 

In surveys of large populations, such as national surveys, the inaccessibility of the 

sampled subjects make simple random sampling infeasible (Longford, 1995). In general, the 

design and execution of a survey can be a complex process. Gall et.al, suggests that the purpose 

of the survey is to supplement data that have been collected by the researcher using other 

methods. Many survey designs include questions that elicit either a structured answer or an open-

ended one. When the range of reactions to a program is unknown, or when the respondents‟ 

written words may be of value to a particular study, open-ended questions are often used 

(Posazac & Carey, 1997). For the purposes of this study, both a structured answer format and 

open-ended questions were utilized as a means of quantitative analysis for the responses 

provided by 12 selected preschool instructors. 
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       Table 3.3 Mixed Methodology Data Sources 

DATA COLLECTION SOURCE METHODOLOGY 

 

DATA ANALYSIS 

Developmental Continuum 

 Oral Language analysis using 

existing student data 

 Listening and Speaking 

 

 

 

 

Mondo Kindergarten Assessment  

 

 Oral Language analysis using 

existing student data 

 Listening and Speaking 

 

 

 

Staff Perception Interview 

 Teacher responses to questions 

about  job-embedded 

professional development  and 

college/university training  

 

 

 

 Teacher narrative comments 

regarding teacher training, 

student achievement and 

whether or not they are linked 

to oral language development 

in preschool students. 

  

Quantitative 

 

 

 

 

 

 

 

Quantitative 

 

 

 

 

 

 

 

Quantitative 

 

 

 

 

 

 

 

 

Qualitative 

 

Descriptive Statistics 

  Analysis of 

existing student 

data over one 

academic school 

year to assess 

end of year gain  

Descriptive Statistics 

 Analysis of 

existing student 

data at the 

beginning of one 

academic school 

year to assess 

readiness 

Descriptive Statistics 

 Compare 

frequency counts 

to determine if 

significant 

differences exist 

among teacher 

responses            

Content Analysis 

 Code and sort 

data content by 

themes. 
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Informed Consent of Human Subjects 

 Researchers are mindful of legal requirements for human-subjects protection, particularly 

in an educational setting. Gall, Walter, & Gall, (1996) suggest that professional organizations 

have responded to increasing public and governmental concerns by formulating guidelines to 

address research on human subjects. Many universities have established Institutional Review 

boards (IRB) which are responsible for investigating the ethics of any research proposed by 

researchers affiliated with the university. Prior to participation in this research study, all 

participants were asked to sign an informal letter of consent. The consent forms utilized in this 

study followed guidelines established by the Florida State University and the Institutional 

Review Board.  

 Gall et al., (1996) explains that researchers must inform each individual about the 

intended use of the research data to be collected and the information to be disclosed to the 

researcher. To that end, the participants in this study were provided an informed consent letter 

describing the research project and explaining the purpose of the focus groups. The letter also 

acknowledged that while I am not the participants‟ immediate supervisor, as director of the Early 

Childhood Education Department, participants may have felt uncomfortable providing 

information that was to be reviewed by me. As a result, I minimized all risks to interviewees and 

reduced the appearance of researcher bias by utilizing a facilitator whose primary role was to 

collect information in a non-biased neutral setting. 

Summary 

The study outlined in chapter three provided a foundation for gaining a clearer 

understanding of the effect teacher licensure has on the oral language development of preschool 

students. Dodge et al., (2001) suggest that a solid foundation in language development provides 

preschool students the skills they need to become successful learners. These researchers further 

suggest that children who have rich literacy experiences in preschool are more likely to develop 

strong language skills. The mixed-methods design incorporating both qualitative and quantitative 

methods enables the researcher to determine the perspective of the teachers related to their ability 

to increase oral language in early learners, potentially impacting gaps in student achievement. 

 Conclusions are often drawn from both qualitative and quantitative research methods, 

including educational surveys, to support and justify policies that affect the educational system 

(Longford, 1995). The Coleman study of 1966 may serve as one of this nation‟s first examples of 
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how the use of a social survey as a national policy-making instrument can impact educational 

programming. The information gained from the data collection and analyses of this research 

study was instrumental in determining the effectiveness of one public school district‟s practice of 

employing licensed and non-licensed staff as preschool teachers and what impact said 

programming decisions have on future licensure requirements, funding, and resources at both the 

state and district levels. 
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CHAPTER FOUR 

 RESULTS 

 

  The purpose of this chapter is to report the findings of the research conducted in this 

study. Specifically, I sought to examine whether or not licensed four-year degree preschool 

teachers were better able to increase the oral language development of preschool students than 

non-licensed teachers.  As reported in Chapter Three, a mixed methods research design was used 

in this study to analyze data. Analysis of both qualitative and quantitative data included an 

examination of oral language scores of preschool students and an analysis of teacher licensure 

credentials and professional learning. While both qualitative and quantitative data are presented 

in the research findings, I primarily used a qualitative perspective to present data results. 

 The general question that I attempted to answer is stated as follows: Is a licensed, four-

year degree staff member better able to increase the oral language development of preschool 

learners, as opposed to a non-licensed, two-year degree employee? This general question 

encompassed additional inquiries relative to my investigation which guided my research as well.  

The questions are listed below as follows: 

1. What effect does teacher licensure have on the oral language development of 

preschool students? 

2. What are teacher perceptions about licensure versus non-licensure credentials and 

academic/professional training related to the oral language development in early 

learners? 

3. What is the instructional/academic effectiveness of a public school preschool program 

employing both licensed and non-licensed preschool teachers? 

Limited research is available on the effect of teacher licensure on the oral language 

development of preschool students.  Therefore, the purpose of this study was to assess the 

effectiveness of a preschool program employing both licensed and non-licensed preschool 

teachers in one public school district.  In this study, I report the findings of existing oral language 

development student data collected during the 2008-2009 and 2009-2010 school years, 
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respectively.  The student population selected for examination was limited to 501 students who 

participated in a public school district‟s preschool program during the 2008-2009 school-year. 

The students selected for participation in this study not only participated in preschool during the 

2008-2009 school year, but were promoted to kindergarten the following year.  

 The primary source of qualitative data derived from teachers was gained from an 

analysis of interview questions obtained from 12 preschool teachers. Additionally, oral language 

data utilized in this study was derived from analyzing existing student scores recorded in 

preschool at the end of the 2008-2009 school-year. Of the 12 teachers interviewed, 6 teachers 

were licensed and 6 teachers were not licensed for the purpose of this investigation. This chapter 

begins with a presentation of data analysis results and concludes with a discussion of the 

research questions presented in this study. 

Study Background  

In a public school district employing both licensed and non-licensed preschool teachers, 

it is important to assess program effectiveness for a variety of reasons. Various programming and 

educational assumptions may be made regarding student outcomes, based on teacher licensure in 

a program setting of this nature.  In this study, 12 teachers were interviewed regarding their 

licensure/academic preparation and asked to share their perceptions about preschool 

programming and instruction.  Six of the staff members received a Bachelor or Master degree in 

Elementary Education or English, while the other 6 staff members received an Associate of Arts 

degree in Early Childhood Education or Child Development. Effective July 1, 2008, all 

preschool teachers in Aurora Public Schools were required to obtain, at a minimum, an Associate 

of Arts degree in Early Childhood Education or Child Development to maintain employment. 

 The teachers were chosen to provide insight for the study and were selected from 

existing staff members employed with Aurora Public Schools. Teacher participants were selected 

based on existing oral language development scores of the preschool students in their 

classrooms. Both licensed and non-licensed teachers were also selected based on teacher 

performance evaluations to ensure instructional competency.  All teachers selected for 

participation in this study either met or exceeded minimum job performance expectations as 

indicated on their most recent performance evaluation. As stated previously in Chapter Three, 

only staff members who submitted a signed consent form were eligible for participation, 
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regardless of student results. Teachers who did not meet minimum performance expectations 

were not considered, nor selected by the researcher. 

  Of the 51 teachers working in the preschool program, 9 teachers chose not to return the 

consent form. No inquiry was made by the researcher as to the reason why teachers elected not to 

sign the consent form and become eligible for participation. This decision was made to prohibit 

staff members from feeling intimidated by the researcher.  All staff members were informed, as 

outlined on the consent form, that participation in the study was strictly voluntary and would 

have no effect on their relationship with the researcher, or employment with Aurora Public 

Schools.  All teachers selected to be interviewed submitted signed consent forms and have 

worked as a preschool teacher in the school district for at least two years. 

It is essential to have an account of multiple perspectives from program participants to 

understand the effectiveness of this program‟s design. In this study, teachers were interviewed by 

an independent interviewer, and provided candid feedback regarding preschool programming. 

Teachers also offered individual perceptions related to their professional training and 

college/academic coursework.  The interviewer used for this study is an experienced researcher 

and administrator in the field of education.  The interviewer holds a PhD in Educational 

Leadership from the University of Colorado at Denver and has more than 18 years of experience 

as an educator. Her roles in the educational field have included teacher, principal, district level 

administrator and adjunct professor in the College of Education for the University of Colorado at 

Denver. Currently, she is a district level administrator for the Aurora Public Schools. However, 

she has no direct administrative or supervisory responsibilities of staff members affiliated with 

the Early Childhood Education Department. 

Teacher responses to the interviewer provided a clearer picture of the school district‟s 

preschool program and their perceptions of the effectiveness of the existing employment 

structure.   An analysis of interview responses offered similar attitudinal themes about 

instruction, assessment, expectations and the evaluation of students.  Most interviewees offered 

similar responses to many questions, regardless of their academic/licensure preparation.  An 

analysis of student data made later in this chapter will present the findings obtained regarding 

student performance among the 12 identified teachers. A presentation of the finding of the study 

is presented below. 
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Research Discussion-Question One 

 The following research question will guide the discussion in this section of Chapter Four: 

What effect does teacher licensure have on the oral language development of preschool students? 

Licensure Effect on Oral Language 

 The general research question stated above prompted inquiries related to my 

investigation. I collected degree, licensure and demographic information from each teacher, 

analyzed demographic data results of preschool students, and analyzed student oral language 

scores recorded from each teacher‟s classroom data to address the research question above. 

Teacher Participant Profiles 

 Table 4.1 below offers an account of the academic and licensure credentials held by the 

twelve teachers selected to participate in this study.  Teacher information is presented randomly, 

without rank and in no particular order.   No assumptions were made regarding teacher 

placement within Table 4.1 based on teacher experience, licensure or degree credentials. 

Teachers were selected based on student data and performance evaluations.  Similarities in 

findings related to teacher ethnicity and gender are strictly coincidental. 

 

    Table 4.1 Teacher Participants 

Participant Ethnicity Gender College 

Course of 

Study 

Yrs. With 

District 

Degree Years in 

Education 

Licensed 

Teacher 

White Female History, 

Library & 

Elementary 

Education 

2 BA in History  

MA in  

Elementary 

Educ. /MA in 

Library 

10 

Licensed 

Teacher 

White Female Human 

Development 

and Family 

Studies 

3 BA in Human 

Development 

and Family 

Studies/ECE 

5 

Licensed 

Teacher 

White Female English & 

Early 

Childhood 

13 BA in English 

& AA in 

Early 

Childhood 

Education 

19 

Licensed 

Teacher 

White Female Elem & 

SPED 

6 BAs in Elem 

& SPED 

8 
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Table 4.1 – continued. Teacher Participants 

Participant Ethnicity Gender College 

Course of 

Study 

Yrs. With 

District 

Degree Years in 

Education 

Licensed 

Teacher 

White Female Business 

Management 

& Elementary 

Education 

2 BA in 

Business 

Management 

MA in Elem. 

Education 

2 

Licensed 

Teacher 

White Female Elementary 

Education 

2 BA in Elem. 

Education 

13 

Non-

Licensed 

Teacher 

 

White Female Early 

Childhood 

Education 

10 AA in Early 

Childhood 

25 

Non-

Licensed 

Teacher 

 

White Female Early 

Childhood 

Education 

20 AA in Early 

Childhood 

26 

Non-

Licensed 

Teacher 

White Female Psychology & 

Early 

Childhood 

Education 

 

3 BA in 

Psychology  

AA in Early 

Childhood 

5 

Non-

Licensed 

Teacher 

White Female Early 

Childhood 

Education 

24 AA in Early 

Childhood 

Education 

24 

Non-

Licensed 

Teacher 

White Female Child 

Development 

5 AA in Child 

Development 

10 

Non-

Licensed 

Teacher 

White Female Early 

Childhood 

Education 

5 AA in Early 

Childhood 

Education 

12 

 

 

 Table 4.1‟s depiction of ethnic and gender representations of preschool teachers selected 

in this study are consistent with the demographic trends of employees in Aurora Public Schools. 

According to the Aurora Public Schools‟ Division of Human Resource 2008-2009 Annual 

Report, 74.7% of the employee population in APS is White.  Nine percent of the total staff 
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population is African American and 13.3% of the total staff population is Latino.  While more 

than 90% of the total preschool teacher population in the school district is White, Table 4.1 

indicates that 100% of the teachers participating in this study are identified as White.   

Further analysis of teacher demographic data results in similar findings are presented 

below. According to the 2008-2009 Annual Human Resource Report, 78% of Aurora‟s licensed 

teachers are female. However, more than 98% of the preschool teacher population is female.  

The preschool teacher ethnic and gender demographic data represented in Table 4.1 is consistent 

with similar demographic data from the total employee population working in the school district. 

Table 4.1 also depicts degree and licensure information consistent with the total preschool 

teacher population working in the district.   

I chose to examine the effectiveness of this public school district‟s preschool program 

based on the large percentage of preschool teachers who held licensure credentials in elementary 

education versus the large number of preschool teachers who did not. Approximately 50% of the 

total preschool teaching workforce held a teaching license issued from the Colorado Department 

of Education at the time of this study. The teachers interviewed for the purpose of this study 

represented a wide range of experience both in the field of education and in years of employment 

with Aurora Public Schools.  Table 4.2 below provides a detailed description of the number and 

percentages of teachers who fell within the various ranges of experience in the field. 

 

       4.2 Teacher Experience in Education 

  Years In Education   Years In District  

Years of 

Teaching 

Experience  

No. 

teachers  

% 

teachers   

No. 

teachers  

% 

teachers   

0 – 5  3  25%  7  58%  

6 – 10  3  25%  2  17%  

11 – 15  2  17%  1  8%  

16 – 20  1  8%  1  8%  

21-25  2  17%  1  8%  

>25  1  8%  0  0%  

Total   N = 12   100%   N = 12   100%   
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As depicted in Table 4.2, the number of preschool teachers representing the largest group 

in this study is teachers with less than 6 years of experience as a preschool teacher with Aurora 

Public Schools.   More than 50% of preschool teachers selected for participation in this study 

have less than 6 years of experience working as a teacher in the school district. The data 

represented in Table 4.2 further depicts that less than 25% of preschool teachers have more than 

10 years of teaching experience with Aurora Public Schools. These data suggest that nearly 75% 

of preschool teachers working in the district were hired into preschool teaching positions vacated 

within the past 10 years. 

When examining the career work experiences of both licensed and non-licensed teachers 

identified in Table 4.2, the research reports that only 34% of preschool teachers have more than 

15 years of teaching experience in the field of education, because the majority of the teachers 

working in Aurora have been employed with the district for less than 11 years. These data 

suggest that the majority of preschool teachers reflected in this data are new hires to the district.   

Less than 25% of preschool teachers represented in Table 4.2 have 10 or more years of 

experience working in Aurora Public Schools. Therefore, the 34% of preschool teachers 

identified above as having more than 15 years of experience in the field, had to have obtained 

their work experience elsewhere.  The data represented in Table 4.2 further indicates that only 

8% of preschool teachers in this study have between 21-25 years of experience working with the 

district, and none have more than 25 years of teaching experience as an employee of Aurora 

Public Schools.   

The employment data represented in Table 4.2 appears to be consistent with the overall 

preschool teacher workforce represented throughout the district.  Nearly 50% of the preschool 

teaching staff holds a K-6 licensure credentials in Elementary Education. As a result, the 

preschool teacher turnover rate each year remains high.  Many of the licensed, elementary 

education endorsed teachers view preschool positions as opportunities to gain entry into the 

school district.  Because preschool teachers in Aurora Public Schools are compensated on a 

classified employee salary schedule, as opposed to a licensed teacher salary schedule, many 

preschool teachers look for K-2 employment opportunities, shortly after hire to obtain higher 

compensation. 
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Student Participant Profiles  

The researcher sought to determine the effect teacher licensure had on the oral language 

development of preschool students.  Assessing the academic strength of preschool students prior 

to program participation was essential in determining baseline data.  All of the students who 

qualified for program participation were identified as “at risk for academic failure” according to 

Colorado Preschool Program (CPP) guidelines. As a result, few students would have entered the 

preschool program with exposure to strong academic experiences, based upon the qualifying risk 

factors outlined below. 

 An analysis of student profile data (See Appendix H) was made to assess demographic 

data related to gender, special needs identification and associated risk factors of student 

participants. Of the students identified for participation, 43.33% were female and 56.53% were 

male. While all of the students were categorized as “at risk for academic failure” according to the 

Colorado Preschool Program participation guidelines, only 19.46 % of the students were 

identified as having Special Education needs warranting placement on an Individual Education 

Plan (IEP) during the time of the study.  

Table 4.3 below lists risk factor eligibility criteria required for CPP program 

participation, as outlined by the Colorado Department of Education.  Parents and families are 

screened using the identified risk factors (See Appendix I) to assess student eligibility each year. 

The risk factor information below is offered to support Research Question One, suggesting that 

all teachers, regardless of licensure, had similar student demographics represented in their 

classrooms for the purpose of this study. 
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Table 4.3 Student Risk Factors 

Child is eligible to receive free or reduced-cost 

lunch 

Child is in need of language development 

including English as a second language 

Child has been identified with poor social 

skills 

Child‟s parents did not successfully complete 

high school 

Either parent was less than 18 and unmarried at 

the time of the child‟s birth 

Child is receiving assistance from the 

Department of Human Services  

Child‟s family frequently relocates Drug or alcohol abuse is present in the family 

Child‟s family is homeless An abusive parent resides in the home 

Health Concerns Birth related concerns 

Child receives Medicaid Foster child 

 

 

Upon the completion of each family‟s screening process, students were placed in a 

database and ranked according to the number of identified risk factors present at the time of the 

screening. Students and families with the most risk factors identified at the time of screening 

were place at the top of the waiting list in the spring. Once the preschool screening window 

closed, students were selected for program participation based on the number of identified risk 

factors, regardless of their screening date.  Students with the highest number of identified risk 

factors were given priority for program participation.  Students not selected at the time of 

enrollment, were placed on a secondary waiting list for possible program participation, pending 

future classroom availability.  

 Preschool Student Data Results 

The oral language assessment scores of 501 students recorded in preschool were analyzed 

for the purpose of this study. The students assessed represented similar demographic information 

regarding oral language development.  As reported previously in Chapter Three, more than 40% 

of preschool students in Aurora Public School are second language learners. For most students in 

preschool, English is not their native language.   As further described in Chapter Three, Aurora 

Public Schools is a diverse student community with students representing over 96 countries and 

spoken languages. All of the student data assessed for the purpose of this study was derived from 
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students representing demographic data similar to that of other students in Aurora Public 

Schools.   

By examining existing preschool student data, I was able to determine the percentage of 

preschool students who exited preschool demonstrating a developmentally appropriate command 

of the oral English language, prior to receiving instruction in kindergarten. I was further able to 

identify the teachers who instructed these students while in preschool and determine what 

relationships, if any, existed between teacher licensure and the oral language development scores 

of students. 

  The data collection tool used to assess the oral language development of the students in 

preschool was based on the Creative Curriculum Developmental Continuum. This tool provided 

findings which measured the language development of preschool students at the end of their 

preschool year. The Creative Curriculum Developmental Continuum’s listening and speaking 

goal used for the purpose of this study enabled the teacher to make assessments of each student‟s 

spoken language.  Student behaviors monitored over the course of the year, measured a student‟s 

ability to understand the oral speech of the preschool teacher and his/her ability to participate in 

conversation and/or express ideas. At the end of preschool, a determination was made regarding 

the oral language development of each student and his/her academic progress over the course of 

the year.  

For the purpose of this study, a curriculum objective specifically addressing oral 

language from the Creative Curriculum Developmental Continuum was utilized to assess each 

student‟s development in oral language.  As stated earlier, the preschool teacher collected and 

recorded monitoring notes derived from direct observations of student behavior in preschool. 

The objective, which assessed the use of sentences and words to express meaning and effectively 

communicate with others, closely aligned with the performance indicators used to assess oral 

language in kindergarten the following year. 

  The following analysis is based on student data collected from the Creative Curriculum 

Developmental Continuum. For the purpose of this study, each performance area was given a 

data reporting number ranging from one through six. A student score of one (1) represented that 

the students fell within the Forerunner 1 performance area, as outlined on the Creative 

Curriculum Developmental Continuum. A student score of six (6) represented the student fell 

within Developmental Step III, at the opposite end of the continuum assessing oral language.   
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Table 4.4 below identifies each of the performance behaviors children demonstrated 

within the Creative Curriculum Developmental Continuum at the end of the 2008-2009 

preschool school-year. Table 4.4 further depicts the overall percentages of 501 preschool 

students scoring within each performance indicator (1-6) based on the oral language assessment 

administered by his/her teacher. 

 

Table 4.4 Preschool Oral Language Assessment Data (PSOL) 

Score  % of students scoring in each performance area 

1.Forerunner 1- Uses gestures or sounds to communicate 0% 

2. Forerunner 2- Uses single word or approximations to 

communicate 

0.8% 

3. Forerunner 3 – Uses two-word phrases 1.2% 

4. Developmental Step I- Uses simple sentences (3-4 

words) to express individual wants and needs 

14.4% 

5. Developmental Step II- Uses longer sentences (5-6 

words) to communicate with others 

33.1% 

6. Developmental Step III- Uses more complex 

sentences to express individual ideas and feeling 

50.5% 

Total  Students -501 100% 

 

 

  According to preschool teachers who assessed student performances using the Creative 

Curriculum Developmental Continuum, no students assessed scored in  the Forerunner 1  area for 

oral language development at the end of his/her preschool year. As indicated above in Table 4.4, 

none of the students assessed were identified as being “limited in communication through only 

the use of gestures or sounds” as outlined in the Forerunner 1 performance area.  All preschool 

teachers determined that students, at a minimum, could use single words or approximations to 

communicate by the end of his/her preschool year.   

According to preschool teachers who administered the assessment, 33.1% of students 

exiting preschool in 2008-2009 were able to use longer sentences (5-6 words) to communicate 

with others when assessed at the end of the year, and 50.5% were using more complex sentences 

to express ideas and feeling. The data in Table 4.4 reflects that 98% of the 501 preschool 
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students exiting preschool and promoted to kindergarten, at a minimum, could use simple 

sentences (3-5 words) to express individual wants and needs.  

Assessment of student development in oral language using the Creative Curriculum 

Developmental Continuum was recorded three times over the course of one academic school 

year.  Teachers recorded student performances in late October, January and May using an on-line 

assessment tool. Since data are not collected for pre/posttest purposes, it is unclear where 

students scored along the continuum in August when preschool began.  However, given the high 

percentage of second language learners in preschool, coupled with identified risk factors, 

preschool students are believed to have demonstrated a similar limited command of the oral 

English language at the beginning of the year. 

Student Oral Language Results by Teacher 

 In order to determine if trends existed among preschool and kindergarten oral language 

data, scores of preschool students promoted to kindergarten, were analyzed the following year.   

Student data recorded by preschool teachers in May, and student data recorded by kindergarten 

teachers in August, were analyzed by the researcher and reported by teacher.  The data outlined 

in Table 4.5 represents the number of kindergarten students each preschool teacher instructed the 

previous year. The preschool oral language (PSOL) score for each teacher represents the average 

score of all of her identified students, based on individual student scores ranging from 1-6. Each 

score represents an average student score, as reported earlier in Table 4.4, based on the end of the 

year oral language score documented in preschool.  As indicated in Table 4.4, all preschool 

teachers, including the 12 teachers selected for participation in this study, reported data that 

suggested students demonstrated a strong command of the oral English language when exiting 

preschool.  

The kindergarten oral language (KOL) scores are reported by student average using the 

Mondo Oral Language Assessment‟s scale of 1-15. According to the Aurora Public Schools‟ 

Division of Instruction, students are expected to obtain a minimum score of 7, out of a possible 

15 points, by the end of his/her kindergarten school year. The KOL scores represented in Table 

4.5 are the Mondo Oral Language Assessment results for each student at the beginning of his/her 

Kindergarten school year. All KOL student scores represent beginning of the year averages for 

student performance identified by preschool teacher.   
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The data presented below indicates that none of the kindergarten oral language scores 

reflect averages greater than 7 at the beginning of the year.  The KOL scores reported in Table 

4.5 represent the average score for students, based on a range of 1 to 7.  Students are not 

expected to obtain a score of 15 until the mid-year of first grade. The student scores outlined in 

Table 4.5 specifically represent the end of the year preschool oral language data and the 

beginning of the year kindergarten oral language data for the same group of students. Table 4.5 

presents the student data result by teacher from both the Creative Curriculum and Mondo 

assessments below: 

 

           Table 4.5 Correlations between Preschool and Kindergarten Assessments 

Preschool Teacher Correlation 

(* stat. sig) 

Number 

of 

students 

Avg. 

Preschool 

Oral 

Language 

Avg. 

Kindergarten 

Oral 

Language 

BA Degree 0.195 16 4.9 1.4 

BA Degree 0.371 18 5.8 2.7 

AA Degree 0.492 16 6.0 2.5 

AA Degree 0.651* 19 5.3 4.6 

BA Degree 0.605* 17 6.0 5.0 

BA Degree 0.167 19 5.1 3.1 

AA Degree 0.386 16 5.0 2.8 

AA Degree 0.536* 14 5.6 2.7 

BA Degree 0.303 11 5.9 3.7 

AA Degree 0.447 18 5.5 5.1 

AA  Degree 0.567* 22 5.0 4.3 

AA Degree 0.111 18 5.4 3.1 

BA Degree 0.444 13 4.5 1.5 

 

 

Analysis of student oral language results, when categorized by preschool teacher, indicate 

that preschool students who were instructed by teachers holding two-year degrees in Early 
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Childhood Education demonstrated higher placement on the Creative Curriculum Developmental 

Continuum at the end of the year. The assessment data shown further indicates that the preschool 

students of the non-licensed teachers demonstrated similar results in oral language once tested in 

kindergarten the following year.  Since a score of 7 on the Mondo Oral Language Assessment is 

reflective of an end of the year kindergarten score, students obtaining a score greater than 5 are 

believed to be demonstrating developmentally appropriate oral language performance in 

kindergarten at the beginning of the school year. 

Of the teachers participating in the study, those with specialized training in early 

childhood, regardless of degree/credentials, produced students with a more developmentally 

appropriate command of the oral English language as measured by both oral language 

assessments. Further analysis of teacher demographic data outlined in Table 4.1, indicates that 

8.3% of teachers who held a Bachelor degree in Elementary Education, and whose students also 

demonstrated a strong command of the oral English Language, also held a two-year Associate of 

Arts degree in Early Childhood Education.  

Although kindergarten oral language assessments were administered by kindergarten 

teachers, student data was reported in Table 4.5 by the preschool teachers who instructed 

students the previous school year. Kindergarten oral language scores as a whole appeared to 

indicate weaker performances in oral language from one grade to the next. Despite the overall 

decline in student data, Table 4.5 further depicts that the Associate of Arts degree teachers have 

stronger correlations in student oral language data from one year to the next.  

A correlation analysis was made of the scores for each teacher using the Pearson product-

moment to determine the degree of relationship between the preschool oral language (PSOL) and 

the kindergarten oral language (KOL) scores. On average, the student scores of the 6 teachers 

holding Associate Arts degrees demonstrated a medium positive (r=0.447) to strong (r=0.651) 

correlation when compared year to year.   Specifically, when analyzed by teacher, correlation of 

the degree of the relationship between PSOL and KOL student scores are statistically more 

significant for teachers holding Associate of Arts degrees in Early Childhood Education.  

Research Discussion-Question Two 

 The second research question addressed for the purpose of this study will guide the 

discussion in this section: What are teacher perceptions about licensure verses non-licensure and 

academic training related to the oral language development in early learners? 
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Teacher Perceptions 

 The general research question stated above prompted inquiries related to my 

investigation. To address this question, I analyzed narrative comments and Likert response items 

obtained from teachers during an interview, as well as, coded and sorted qualitative information 

by themes based on teacher perceptions responses. 

 Teacher Data Results 

To gain a greater understanding of how teacher perceptions of licensure and training relate to 

the oral language development of students, interviews were conducted with 12 licensed and non-

licensed teachers. A sample of the interview questions (See appendix E) posed to teachers is 

presented below:  

 Do you believe that your college training has been important in increasing the oral 

language development of preschool students in Aurora?  

 Which do you feel is more important for increasing the oral language development of 

preschool students: teacher training at work or teacher training in college?  

 Do you feel that a Colorado Department of Education license is important to have a 

preschool teacher?  

 Which do you feel is more important to have in order to be considered an effective 

preschool teacher: a teacher license from Colorado Department of Education or 

professional training from Aurora Public Schools?  

A review of the interviewees‟ narrative comments was made using a qualitative analysis 

method to identify themes and patterns associated with recorded responses. As a result, many 

themes were identified among teacher responses regardless of licensure and/or degree 

credentials. I was then able to identify and sort qualitative responses by the themes that emerged. 

I was further able to specifically extract data obtained and code teacher responses based on the 

survey items used during the interview. 

Teacher Perceptions on Training 

  Based on the narrative comments made at the time of the interview, few teachers agreed 

that college training was important in helping them increase the oral language development of 

students within their classrooms.  In fact, only 8.33% of teachers interviewed believed college 
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training was important in helping them increase oral language development as indicated through 

narrative comments. However, nearly half of all teachers interviewed (49.98%) agreed that 

professional development training obtained through work is important in enhancing their ability 

to increase the oral language development of preschool students.   As one teacher stated:   

It [college training] gave me a lot of strategies I could use before I actually entered the 

classroom. However, teacher training at work is geared towards the kids you are working with. 

It’s more focused and not so broad. 

Most interviewees offered similar accounts regarding their perceptions of the importance 

of professional training at work.   Another teacher affirmed:  

I can’t discount college training, but it’s been several years.  The training at work is 

hands on and gives you the ability to actually do the work; particularly, if you are reflective and 

have an openness to implement new practices.  

 Several interviewees seemed to expound upon the notion that the training they received 

in college was geared towards a “different” group of students than the students they instruct 

daily. One teacher indicated in her interview:   

[My] degree in elementary education helped me to learn the basics of teaching.  The 

professional development training I received at work is hands on and has been a great asset to 

learning, because the students are so different. 

 Nearly 42% of interviewees stated that they did not believe one particular type of 

training was significantly more beneficial to have than the other. As one teacher explained:  

I think both [types of training] are equally important.  College training is about learning 

and knowing the field.  The training received at work allows you to reflect upon your knowledge.   

Similar thoughts and opinions emerged during the interviews. As another teacher stated:  

The teacher training in college gave me my foundation, and the teacher training at work 

gives me my experience in the workplace. 

Most teachers interviewed for the purpose of this study believe that they are effective 

preschool teachers.  When asked to rate themselves on a scale of 1-10, 1 considered to be low in 

terms of effectiveness, and 10 considered the highest, 74.97% rated themselves as an 8.  Only 

16.66 % and 8.33% of the teachers surveyed rated themselves as a 9 and 10 respectively, 

suggesting they have little room for instructional improvement.  Regardless of licensure 

credential and/or degree, all but 8% indicated that they have a need for additional growth to be 
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considered effective in the classroom. While all of the teachers who participated in the study 

believed that both professional development obtained at work and college training have some 

importance in oral language development, 33.32% believed that their years of experience as a 

teacher was the single most important factor leading to their instructional effectiveness as a 

teacher. 

Teacher Perceptions on Licensure Requirements  

 While half of the teachers interviewed for this study did not hold teaching licenses, all but 

two of the teachers believed that obtaining a license from the Colorado Department of Education 

is important as a preschool teacher.   Many teachers did not believe it was necessary to hold a 

state issued license to be able to deliver instruction effectively.  Rather, they believed it is a 

necessary requirement for obtaining respect from other educational colleagues in the field. As 

one teacher indicated:  

We [Colorado] should move in that direction, most definitely. The [early childhood] field 

is not respected. I was embarrassed by some of the people trying to get a degree in ECE when I 

was in school.  

Another teacher stated: It [Colorado Department of Education License] will absolutely 

help; we should have the same credentials, the same training and the same requirements as 

everyone else.  

Teacher Perceptions on Degree Preparation 

Based on the 12 teachers interviewed for this study, I was able to analyze whether or not 

there were significant differences in teachers‟ responses in each Likert item presented to the 

staff. I was further able to compare the percentages for each teacher response on the survey items 

provided. The results of the response items are represented below: 

 

Table 4.6 Degree Program Preparation 

 My College or University degree program has prepared me to be successful as a preschool 

teacher. 

Strongly 

Disagree 

Disagree Neutral Agree Strongly Agree 

0% 0% 0% 74.97% 24.99% 
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 Data represented above in Table 4.6 suggests that teachers interviewed for the purpose of 

this study agreed that their degree program preparation was instrumental in preparing them as a 

“successful” preschool teacher.  However, when asked if they believed that a teacher holding a 

four -year degree was better able to increase student learning than a two-year degree teacher, 

their responses below were varied.  

 

Table 4.7 Degree Preparation and Student Learning 

 In Aurora Public Schools, a four-year degree preschool teacher is better able to increase student 

learning than a two year-degree preschool teacher. 

Strongly 

Disagree 

Disagree Neutral Agree Strongly Agree 

0% 33.32% 24.99% 24.99% 16.66% 

 

 

As indicated above in Table 4.7, 41% of the teachers interviewed agree or strongly agree 

with the statement above regarding degree credentials. Yet, 50% of teachers participating in this 

study held four-year degrees or higher at the time of the survey, suggesting teachers holding 

four-year degrees do not feel more qualified to increase student learning than teachers holding 

two-year degrees. While it is unclear whether or not the 41% response data reflect the beliefs of 

teachers who actually hold four-year degrees, it is interesting to note that only 33.2% of the 

teachers interviewed disagreed with the statement in its entirety.  

 

Table 4.8 Teacher Effectiveness and Student Learning 

 I believe teacher effectiveness is directly linked to student learning. 

Strongly 

Disagree 

Disagree Neutral Agree Strongly Agree 

0% 0% 0% 41.65% 58.31% 

 

 

 While data represented previously in Table 4.7 regarding degree preparation and student 

learning reflected little agreement among staff, few teachers differed in opinion when questioned 
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about links between teacher effectiveness and student learning.  As indicated above in Table 4.8, 

all staff members (100%) either agreed or strongly agreed when asked if teacher effectiveness is 

directly linked to student learning. While all teachers, as reported earlier in Table 4.6, indicated 

that degree preparation was important to their success as preschool teachers, these data appear to 

suggest that teachers view “teacher effectiveness,” not degree credentials, as being more 

impactful on student learning.  

 

Table 4.9 College Training verses Professional Development at Work 

The professional training I receive from the school district better prepares me to be successful in 

my classroom than my college or university training. 

Strongly 

Disagree 

Disagree Neutral Agree Strongly Agree 

0% 16.66% 0% 58.31% 24.99% 

 

 

 Data results represented in both Table 4.9 and Table 4.10 appear to indicate that teachers 

place more emphasis on the importance of teacher effectiveness and training related to student 

learning.  More than 83% of the teachers interviewed indicated that the professional development 

received at work better prepares them for success in the classroom.  Similarly, Table 4.10 below 

indicates that 83% of the teachers interviewed believed that the oral language development of 

preschool students is directly linked to teacher instruction and disagree that oral language will 

increase in students regardless of teacher instruction. 

 

Table 4.10 Classroom Instructions and Oral Language Development 

 I believe the oral language development of preschool students will increase regardless of teacher 

instruction.  

Strongly 

Disagree 

Disagree Neutral Agree Strongly Agree 

0% 83.30% 0% 8.33% 8.33% 
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Teacher comments of both narrative and Likert response items indicated a belief that 

their overall effectiveness as a teacher had little to do with their degree credential.  Most 

interviewees point to the professional development training they received at work as being an 

important component of teacher effectiveness.  As indicated earlier, 83.30% either agreed or 

strongly agreed that the professional training received from the school district better prepared 

them for success in the classroom, than their college training. However, when asked specifically 

whether or not a four-year degree preschool teacher is better able to increase student learning 

than that of a two year degree preschool teacher, 25% of the teachers indicated a neutral response 

and did not have an opinion one way or the other regarding that statement. 

Research Discussion-Question Three 

 The final research question will guide the discussion in this section of Chapter Four: 

What is the instructional/academic effectiveness of a public school preschool program 

employing both licensed and non-licensed preschool teachers? 

Preschool Program Effectiveness 

 The general research question stated above prompted additional inquiries related to my 

investigation. To address this question, I analyzed kindergarten oral language data from students 

attending preschool the previous school year and assessed the relationship of the data collected 

over the course of two academic school years. 

Kindergarten Oral Language Results 

The oral language assessment scores of 501 students recorded in preschool and again in 

kindergarten, were analyzed to assist in determining the effectiveness of one preschool program 

and the instructional effect both licensed and non-licensed teachers have on oral language 

development. By analyzing existing preschool and kindergarten data, I was able to examine the 

percentage of preschool students who entered kindergarten demonstrating a developmentally 

appropriate command of the oral English language, prior to receiving instruction in kindergarten.   

 For the purpose of this study, the Mondo Oral Language Student Assessment was used to 

collect data from 501 preschool students, upon entering kindergarten the following academic 

school year. While the Creative Curriculum oral language preschool data was monitored and 

collected over the course of one preschool academic school-year, the Mondo Oral Language 

Assessment data is collected by teachers during one test administration at the beginning of the 

kindergarten school year. The assessment is designed to enable kindergarten teachers to gain 
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knowledge regarding the structures of the oral English language that each student knows and 

understands at the beginning of the year.  It is an assessment designed to measure a student‟s 

receptive language and is administered in a one on one setting during the first few weeks of 

school. Students repeat 15 sentences of increasing structural difficulty, while the teacher 

documents any omissions and/or substitutions of words or phrases. The teacher records the 

student‟s repetition of each spoken sentence directly on a scoring sheet. Students are awarded 

one point for each of the 15 sentences repeated correctly in every detail. These observations then 

become the basis for identifying the need for oral language instruction for kindergarten students 

and provide insight into how students master different structures of the English language. 

In general, students whose first language is English, should be able to repeat all 15 

sentences by 6 years of age, or the middle of first grade. As stated earlier in this chapter, students 

in Aurora Public Schools are expected to reach, at a minimum, a score of 7 out of 15 on the 

Mondo Oral Language Assessment by the end of kindergarten. The following results are based 

on student data collected from the Mondo Oral Language Assessment tool. The Mondo 

assessment tool offered findings which measured each student‟s ability to listen to and 

understand structures of oral language. Table 4.11 identifies the overall the percentage of 

students scoring at each performance level at the beginning kindergarten, at the beginning of the 

2009-1010 school-year. 

 

Table 4.11 Kindergarten Oral Language Assessment Data (Mondo Publishing) 

Score % students 

0 33.7% 

1- The puppy‟s tail is curly. 10.6% 

2 -Mommy is baking a cake. 9.4% 

3 -The teacher told them a story. 10.7% 

4-There are the children. 7.7% 

5-She‟s eating her lunch. 5.4% 

6- That red bike over there used to be my uncle‟s. 4.4% 

7- The girl in the car is waving her hand 3.5% 

8- Over the weekend Jane brought us some cookies. 3.7% 

9- Here comes the Machine that digs the big holes. 2.7% 

10- The bird built a nest high in the tree. 1.7% 

11- Be ready to come inside when the bell rings. 3.0% 
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Table 4.11 – continued. Kindergarten Oral Language Assessment Data (Mondo Publishing) 

 

Score % students 

12- The car and truck were carrying some large boxes 1.8% 

13- The brave fireman showed our class the big red 

truck. 

0.3% 

14- There go the men who clean the playground at our 

school. 

0.7% 

15- My friend likes to eat ice cream when it‟s very hot 

out. 

0.7% 

Total Student Scores 100% 

 

 

The data results outlined in Table 4.11 represents 15 sentences which comprise the 

Mondo Oral Language Assessment on which students were measured at the beginning of 

kindergarten.  Students entering kindergarten with a score of 5 or below are believed to have 

acquired a limited understanding of the structures of oral English language. As stated earlier, 

students are expected to obtain a score of least 7 out of 15 by the time they exit kindergarten.  

According to the student data analyzed in Table 4.11, 33.7% of students entering 

kindergarten from preschool demonstrated an inability to comprehend the structures of oral 

English language, as evidenced by a score of zero. This data appears to be in direct conflict with 

the oral language data reported by preschool teachers. While preschool exit data in Table 4.4 

indicates that nearly 51% of students exiting preschool use more complex sentences to express 

ideas and feelings, nearly 34% of students received a score of zero on the Mondo Oral Language 

assessment once they entered kindergarten. 

A correlation analysis was made of the scores for each student using the Pearson product-

moment to determine the degree of relationship between the preschool oral language (PSOL) and 

the kindergarten oral language (KOL) scores. Overall, an interpretation of the correlation 

coefficient determined that there was a medium positive correlation (r=0.406) between the 

preschool oral language and the kindergarten oral language scores, despite the number of zeros 

recorded by kindergarten teachers using the Mondo Oral Language Assessment. These data seem 

to suggest that the correlation of student scores would have had a strong positive correlation had 

there not been 163 zeros recorded on the kindergarten assessment. Table 4.12 below outlines the 
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number of students with a kindergarten oral language score (KOL) and their corresponding 

preschool oral language score (PSOL).  

 

Table 4.12 Kindergarten and Preschool OL Cross Tabulation by Student 

Mondo 

score 

Creative Curriculum PSOL 

Total 

Fore-

runner 2 

Fore-

runner 3 

Dev. 

Step I 

Dev. 

Step II 

Dev. 

Step III 

KOL 0 4 6 46 65 42 163 

1 0 0 8 26 20 54 

2 0 0 6 21 21 48 

3 0 0 4 18 32 54 

4 0 0 2 10 28 40 

5 0 0 1 8 20 29 

6 0 0 1 4 16 21 

7 0 0 0 4 14 18 

8 0 0 3 4 12 19 

9 0 0 0 2 11 13 

10 0 0 1 2 7 10 

11 0 0 0 1 15 16 

12 0 0 0 1 7 8 

13 0 0 0 0 2 2 

14 0 0 0 0 3 3 

15 0 0 0 0 3 3 

Total 4 6 72 166 253 501 

 

 

Table 4.12 indicates that 42 of the students who received a zero score were within the 

highest range on the Creative Curriculum Developmental Continuum at the end of preschool. 

The researcher speculates that the assessment may not have been administered by kindergarten 

teachers or students were unwilling to respond to the new teacher, given the strong oral language 

performance of students when the exited preschool. Furthermore, 107 students who scored a zero 
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on the Mondo Oral Language assessment were identified as being able to use long and/or 

complex sentences to communicate with others when assessed months earlier by a preschool 

teachers. Test administration errors and/or lack of experience in test administration of 

kindergarten students may be the result of the medium positive data correlation reported above. 

As a result, the degree to which the kindergarten teachers were familiar with the test instrument 

at the time of assessment and test examination conditions should be examined. 

It is unclear to the researcher why nearly 34% of kindergarten students received a score 

of zero score upon entering kindergarten when assessed using Mondo. Interview data from 

kindergarten teachers were not collected or obtained by the researcher for the purpose of this 

study. Despite these data results, analysis indicated a medium positive correlation between both 

data sets, and would appear to have been even higher, if not for the large number of zeros 

recorded as indicated earlier in Chapter Four. 

Summary 

In the general question of this study, I attempted to answer the following question: Is a 

licensed, four-year degree staff member better able to increase the oral language development of 

preschool learners, as opposed to a non-licensed, two-year degree employee? I chose to examine 

the effectiveness of this public school district‟s preschool program based on the percentage of 

preschool teachers holding K-6 teaching credentials working in preschool classrooms. 

Approximately 50% of the total population of preschool teachers held an elementary education 

teaching license at the time of this study, yet most teachers pointed to professional development 

training as being an important component of teacher effectiveness.  As a result, the purpose of 

this study was to assess the effectiveness of a preschool program employing both licensed and 

non-licensed preschool teachers in one public school district‟s preschool program.  

 In a public school district employing both licensed and non-licensed preschool teachers, 

it is important to assess program effectiveness for a variety of reasons. Multiple programming 

and educational assumptions may be made regarding student outcomes, based on teacher 

licensure in a program model of this nature.  Teacher responses and student data analysis 

provided a clearer picture of the program‟s effectiveness, utilizing an employment model with 

this structure.  An analysis of interview responses offered similar attitudinal themes about 

instruction, assessment, expectations and the evaluation of students.  Most preschool teachers 

offered similar responses to many questions, regardless of their academic/licensure preparation.  
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Many teachers agreed that the professional training they received from the school district, better 

prepared them for work in the classrooms. This may largely be in part to the fact that the 

professional training received at the district level is specifically designed to address early 

childhood curriculum and developmentally appropriate instructional practices.  

Teachers received professional development each Monday either at the direction of 

district staff developers or building principals. Teachers were required to plan each Monday with 

preschool teammates for classroom instruction that will be delivered each week. When asked 

specifically if a four-year degree preschool teacher is better able to increase student learning than 

a two-year degree preschool teachers, teachers indicated that “teacher effectiveness,” not 

credentials, are more impactful on student learning. The job-embedded professional development 

received at work clearly enhanced teachers‟ feelings regarding “effectiveness” in the classroom. 

While Aurora Public Schools employs teachers with both Bachelor and Associate of Arts 

degrees for preschool positions, teachers view their effectiveness in the classroom as having a 

greater impact on student learning; suggesting neither the District‟s hiring structure, nor  training 

receive in teacher preparation programs, had little impact on student learning in their classrooms. 

Analysis of student oral language results indicate that preschool students instructed by 

teachers holding two-year degrees in Early Childhood Education, demonstrated higher placement 

on the Creative Curriculum Developmental Continuum at the end of the year. Data analyzed in 

this study further indicated that the preschool students of the non-licensed teachers demonstrated 

similar results in oral language once tested in kindergarten the following year.  Although 

kindergarten oral language assessments were administered by kindergarten teachers, student data 

indicated that the teachers holding Associate of Arts degrees had stronger correlations in student 

oral language data results from one year to the next.  
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CHAPTER FIVE 

 SUMMARY, DISCUSSION, AND RECCOMMENDATIONS 

 

 Chapter Five of this dissertation contains a summary of the research study. In this study, 

I examined the effectiveness of teacher licensure on the oral language development of preschool 

students.  I will review the major research questions and related inquiries, the design for the 

study, as well as the data collection and analysis procedures that were used in this study. Chapter 

Five also includes a discussion of the research findings and limitations of the study. This final 

chapter concludes with a discussion of the implications for future programming and 

recommendations for practice and additional research in the field. 

Summary 

Educators and researchers continue to debate which variables influence student 

achievement (Darling-Hammond, 2000). Barnett (2004) reports that a child‟s learning and 

development are directly related to the educational qualifications of his or her teacher. Some 

school officials believe that the most effective preschool teachers are those who have at least a 

four-year college degree and specialized training in early childhood education.  In Aurora Public 

Schools, that belief was not widely held by all school officials at the time of this study.  

When I began to examine the programming aspects of a school district that employs both 

licensed and non-licensed teachers to work in preschool classrooms, questions regarding 

equitable access to quality instruction and teacher compensation surfaced quickly.  The 

implications of adequate teacher preparation and appropriate student development in relation to 

oral language in this study are critical.  Particularly, given the nation‟s increasing focus on early 

childhood education and school reform. Children who do not acquire rich background 

knowledge and who are not exposed to multiple learning experiences in the first few years of life 

are likely to start kindergarten approximately two or more years behind their classmates in 

typical learning environments. The ramifications can be enormous in cases like these because the 

achievement gap presents itself very early on and without intervention, widens over time. Barnett 

(2004) suggests that while teacher qualifications are important, many questions remain regarding 

the extent to which teacher qualifications impact a preschooler‟s educational experience related 
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to oral language development. Prior to the start of this research study, some school officials in 

Aurora had similar questions. 

As reported in Chapter Two‟s review of the current literature, educators have long 

acknowledged the importance of a high-quality, early education (Mathews & Ewen, 2008). 

Studies indicate that children exposed to high-quality preschool learning opportunities have 

improved socioeconomic outcomes, and higher academic results in elementary and secondary 

schools (Schweinhart, 2008). While state educators recognize the importance of a child‟s need 

for quality preschool instruction, many preschool programs offer services that are poor or 

mediocre in quality (Barnett et al., 2006). Examining licensing credentials, relevant to 

instructional preparedness, according to some school officials, is the key to addressing this 

concern. However, some school officials in Aurora Public Schools questioned whether or not 

degree credentials mattered at all in preschool.  

A review of the literature further indicated strong support for the positive impact a quality 

preschool experience has on improving the academic achievement of students. However, limited 

research remains available on the effect of teacher licensure on the oral language development of 

preschool students. Lavin-Loucks (2006) suggests that the quality of schools and teachers can 

influence student success and engagement. Once children begin kindergarten, they are taught by 

certified professionals with a four-year degree (Barnett, 2004). Prior to kindergarten, teachers are 

often far less prepared. As indicated earlier, early childhood educators must be prepared to 

address the needs of all students once they enter public schools. Therefore, it is important that 

educators remain knowledgeable of current instructional strategies designed to increase student 

achievement; specifically in the area of oral language development. 

In Aurora Public Schools, school officials are beginning to examine the relationship 

between preschool teacher licensure and the oral language development of early learners to 

assess student learning. Instead of focusing all educational efforts on “closing” academic 

achievement gaps among students, school officials are beginning to redirect professional teacher 

resources by creating instructional environments which eliminate academic disparities from the 

start.  School officials in Aurora Public Schools are examining the preparedness of preschool 

teachers for work in the classroom. Currently, little time is allotted in elementary education 

teacher preparation programs to focus specifically on the oral language development of early 

learners. In general, only teacher preparation program in Colorado designed to support specific 
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content area endorsements in reading or child development would provide comprehensive 

instruction in this area. As indicated earlier, school officials in Aurora Public Schools are 

beginning to assess and redirect resources designed to increase student learning through a more 

targeted approach to focus more intently on oral language development in preschool.  As a result, 

examining licensing credentials, relevant to instructional preparedness in the classroom, is 

important in assessing effective preschool programming, classroom instruction and ultimately, 

student learning. Bogard, Traylor, and Takanishi (2008) report the connections between 

educational preparation and professional qualifications of early childhood workers are linked. 

However, the extent to which the connection effects preschool oral language development is 

unclear. In this study, I assessed the effect teacher licensure had on the oral language 

development of preschool students in one public school district‟s program. 

  Research Questions and Related Inquiry 

As defined in Chapter One, the general question I attempted to answer in this study is 

stated as follows: Is a licensed, four-year degree staff member better able to increase the oral 

language development of preschool learners as opposed to a non-licensed, two-year degree 

employee?   More specifically, this general question encompassed additional inquiries relative to 

my investigation which guided my research: 

1. What effect does teacher licensure have on the oral language development of 

preschool students? 

2. What are teacher perceptions about licensure versus non-licensure and 

academic/professional training as they relate to the oral language development in 

early learners? 

3. What is the instructional/academic effectiveness of a public school preschool 

program employing both licensed and non-licensed preschool teachers? 

Data Collection and Methodology Review 

Through an analysis of student data collected over the course of one preschool academic 

school year and data collected the next year at the beginning of Kindergarten, I assessed growth 

trends in the area of oral language development and correlations of that student data to teacher 

instruction. I further examined the kindergarten oral language assessment scores of current 5 year 

old students who participated in the school district‟s preschool program, as 4 year old students 

the previous school year.  
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As outlined in Chapter Three, I analyzed existing student data collected during the 2008-

2009 and 2009-2010 school years. Specifically, I examined oral language assessment data 

recorded during one preschool academic year and then again at the beginning of the students‟ 

kindergarten school year. By examining existing preschool and kindergarten data, I assessed 

whether or not preschool students who entered kindergarten demonstrated a strong command of 

the oral English language. I was further able to assess whether or not trends existed between 

student assessment data and preschool teachers by credentials. By examining data in relation to 

teacher licensure credentials, I was able to examine the effect licensing played in relation to the 

oral language development of preschool students as they transitioned into kindergarten and 

assess the effectiveness of a preschool program utilizing an employment structure of this nature 

with dual hiring requirement. 

Because this study assessed the effect teacher preparation and licensure had on the oral 

language development of preschool students, I remained cognizant of both research design 

methods utilized as this study was conducted. Specifically, for the purpose of the study, I used a 

mixed methods approach, analyzing both qualitative and quantitative methods to report data. As 

explained in Chapter Three, examination of teacher preparation and licensure requirements 

allowed me to assess the overall effectiveness of one public school district‟s preschool program 

employing both licensed and non-licensed teachers to support the oral language development of 

students. The mixed-methods research design consisted of an analysis of teacher-administered 

student assessments, as well as analysis of information gained through teacher interviews, which 

included both open ended and Likert scaled responses.  

Discussion of Research Findings 

The discussion presented below related to the research findings of this study, should not 

be generalized to larger populations.  Due to the limited number of teachers surveyed, coupled 

with the district‟s unique preschool employment structure, the information obtained from the 

teachers interviewed limit the scope of these findings. Further research is needed, using a larger 

teacher population, if generalizations are to be made regarding research results.  It is interesting 

to note that student results however, offer pertinent information in reference to teacher 

correlations of student data, because a larger data sample was used. 
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  Student Oral Language Development 

The oral language assessment scores of 501 students recorded in preschool and in 

kindergarten were analyzed for the purpose of this study. Teacher assessment of oral language 

development of preschool students showed stronger developmental gains, than teacher 

assessments of oral language development in kindergarten the following year. After a year of 

instruction with students, preschool teachers were able to report data indicating that students 

demonstrated a strong command of the oral English language at the end of their preschool year.  

However, when kindergarten teachers assessed the same students a few months later, assessment 

data indicated that most students demonstrated a limited command of the oral English language. 

It should be noted that the results of the Mondo assessment administered by kindergarten 

teachers presented findings that could have been derived by teacher error before and/or during 

test administration. Furthermore, an examination may be warranted by school officials to assess 

the degree to which kindergarten teachers were familiar with the test instrument at the time of 

administration, and/or the level of student discomfort present during the testing session.   It may 

be concluded that kindergarten teachers were not familiar enough with the test instrument to 

administer the test accurately or failed to administer the oral language assessment, based on the 

student results presented in this study.  It may also be concluded that teachers develop the 

necessary the rapport needed to elicit responses from students so early in the kindergarten school 

year. As a result, students may have remained silent and/or nonresponsive during the 

administration of the assessment. 

The research findings presented in Chapter Four indicated that 163 kindergarten students 

received a score of zero for oral language development, although preschool teachers indicated 

that students demonstrated a stronger command of the oral English language the previous year. 

Further analysis of the data results is warranted in order to disaggregate the results by individual 

school or teacher to accurately assess trends. As presented in Chapter Four, teacher correlations 

of student data analyzed one year to the next showed medium positive results.   It is believed that 

correlations in student data would have been significantly higher had there not been such a 

significant number of zero test scores reported.   

Teacher Perceptions of Training 

Perceptions of professional training opportunities were analyzed to determine if a 

relationship existed between staff perceptions and the oral language development of students. It 
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was important to interview staff members to assess their level of understanding related to 

professional training and student achievement. Analysis of staff perceptions was critical due to 

potential funding implications for future district professional development. It was also important 

for me to understand whether or not teachers believed that the training they received at 2-year 

and 4-year institutions impacted the oral language development of preschool students as the 

director responsible for overseeing early childhood instruction.  

Results of the investigation indicated that few teachers agreed that college training was 

important in helping them increase the oral language development of students within their 

classrooms. In fact, only 8.33% of teachers interviewed believed college training was important 

in helping them increase oral language development.  Nearly half of all teachers interviewed 

agreed, however, that professional development obtained through work is important in enhancing 

their ability to increase the oral language development of preschool students.  

 As indicated in Chapter Four, most interviewees point to the professional development 

training they received at work as being an important component of teacher effectiveness.  

Specifically, 83.30% either agreed or strongly agreed that the professional training received from 

the school district better prepared them for success in the classroom, than their college training. 

It could be concluded that while degree preparation is important, preschool teachers believe that 

“teacher effectiveness” is more impactful on student learning and therefore, agree that teacher 

effectiveness is directly linked to achievement.  

Teacher Licensure Effect on Oral Language 

As stated previously in Chapter Four, the results of the study indicate that preschool 

teachers holding Associate of Arts degree had strong correlations in student oral language data 

than teachers holding bachelor degrees.  Specifically, analysis of student oral language results 

indicated that preschool students instructed by teachers holding two-year degrees in Early 

Childhood Education demonstrated higher results in oral language than teachers holding four-

year degree in areas other than early childhood. The assessment data in this study indicated that 

the preschool students of the non-licensed teachers also demonstrated similar kindergarten 

results in oral language the following school year.   

Studies indicate that children may learn more from teachers with certain specialized 

training (Xu & Guloino, 2002).   As indicated earlier in Chapter Two, Darling-Hammond (2000) 

explains that studies have found a strong and positive influence regarding education coursework 
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and a teacher‟s effectiveness in the classroom. Venn and Jahn (2004) indicate that employing 

early childhood teachers with sophisticated knowledge about instructional strategies and 

appropriate preschool environment is critical to a child‟s development. Therefore, findings from 

this investigation support other research studies regarding teacher effectiveness and specialized 

training. 

Of the teachers participating in the study, those with specialized training in early 

childhood, regardless of degree/credentials, produced students with a more developmentally 

appropriate command of the oral English language as measured by both oral language 

assessments. Furthermore, one teacher participating in the study who held a Bachelor degree in 

Elementary Education, and whose students also demonstrated a strong command of the oral 

English Language, also held a two-year Associate of Arts degree in Early Childhood Education. 

It could be concluded from this investigation that the training received specifically related to 

early childhood education was more impactful on preschool student learning, than training 

received in a Bachelor degree program for elementary education. It is also interesting to note that 

the teachers holding Associate of Arts degrees may have been better able to increase student 

learning as a result of their years of experience in the field, as opposed to licensure.  

As reported in Chapter Four, the majority of teachers holding Associate of Arts degrees 

had significantly greater numbers of years of experience in the field, than their Bachelor degreed 

counterparts.  Therefore, additional research is warranted to assess preschool student learning in 

oral language as it relates to teacher experience, to better assess its impact on student learning for 

the purpose of this study. 

Limitations 

As referenced earlier in Chapter Five, the overall findings in this study, and their ability 

to be generalized to a larger population, are limited due to the small teacher population surveyed 

and the school districts‟ unique programming structure.  While Aurora Public Schools has the 

second largest number of preschool students (1,387) in the State of Colorado who access 

preschool utilizing Colorado Preschool Program (CPP) funds, few districts offer a similar 

employment structure to teach preschool students. School officials in a large neighboring school 

district with similar student demographics, employ licensed teachers to instruct preschoolers in 

its elementary schools. As a result, the findings of this study cannot be generalized to other large 

urban school districts in Colorado based on the limitations of this unique hiring model. 
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This study is also limited because the existing student data was analyzed over the course 

of two programming years, and not several years. Although student data results presented in the 

study are striking, no long-term study was conducted to assess the oral language development of 

preschool students throughout the course of an entire academic career.  It should also be noted 

that while quantitative data was obtained for the purpose of this study, much of the qualitative 

data reported was based on interviews and my insight into teacher perceptions.  

While I am not the direct supervisor and/or evaluator of preschool teachers in the district, 

as Director of Early Childhood Education, I oversee all aspects of preschool programming. 

Therefore, teachers may not have shared complete and thorough perceptions of early childhood 

programming during the course of their interviews, even though I was not directly involved in 

obtaining interview responses.  

The intent of this investigation, however, was not to generalize its finding to other school 

districts; rather, it was to assist Aurora school officials in determining the effectiveness of its 

preschool program and to provide the district with recommendations for program improvement. 

Despite the number of limitation identified above, several recommendations can be made, and 

are offered below for educational practice and additional research in the field.  

Recommendations 

The information obtained over the course of this study is used to make recommendations 

to school officials regarding educational programming, to state officials regarding educational 

practice and reform initiatives and to future researcher in the field of early childhood education. 

As a former Principal and Director of Human Resources with the Aurora Public Schools, I am 

aware of the impact that limited state and district funding can have on instructional planning. The 

following recommendations are made with the understanding that school reform initiatives and 

budgetary constraints in Colorado may hinder full implementation of said recommendations. 

Recommendations for School District Officials 

Children are enrolled in preschool during a period critical to the acquisition of oral 

language. As district leaders work to ensure that all children demonstrate academic proficiency, 

school officials must continue to include preschool education in their academic focus. It is 

important that school leaders continue to foster an understanding about what is needed in order 

for students to become academically ready to enter school as kindergarteners. Because program 
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standards are critical to meeting raised goals and expectations, the following recommendations 

are necessary to ensure a child‟s academic success in kindergarten and beyond.  

 Require preschool teachers to obtain an early childhood education State license or 

added endorsement. The results of this study clearly indicate that specific training in 

early childhood education, not degree credentials, is critical to increasing preschool oral 

language development.  Aurora Public Schools officials should require all preschool 

teachers, regardless of degree and licensure credentials, to obtain an added endorsement 

in early childhood education. This added endorsement would assist in ensuring that 

students receive a solid foundation to learning and reduce deficits in student achievement 

in the later years. 

Align PK-12 curriculum and instructional strategies district-wide. To adequately 

address gaps in student achievement, cohesive alignment of PK-12 curriculum and 

instruction must be implemented. Currently, in Aurora Public Schools, Early Childhood 

Education is viewed solely as instruction for preschool students.  It is not yet embraced 

by school officials as instruction for P-3 learners. As a result, preschool teachers are 

unfamiliar with K-12 curriculum and/or instructional expectations and vice versa.  

Furthermore, principals offer little to no curriculum training at the building level to 

support early learning and little collaboration occurs among preschool and K-5 teachers.  

 In order for true instructional alignment to occur, early childhood education must 

be viewed as developmentally appropriate instructional practice for students in preschool 

through the third grade. Preschool teachers must be held to similar instructional 

expectations regarding professional responsibilities in the classroom. Preschool teachers 

must be required to work collaboratively with other teachers to support their ability to 

analyze data and plan for instruction.  Requiring preschool teachers who work in a K-12 

setting to analyze student data and discuss results with principals would enhance 

instructional accountability in the classroom. By aligning curriculum and instruction, 

specifically in preschool through the third grade, educators in Aurora Public Schools will 

be able to better support student learning and address student deficits early in a child‟s 

academic career. 

 Compensate licensed preschool teacher, who hold added early childhood 

endorsements, on the licensed teacher salary schedule. While this study clearly 
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indicated that teachers holding Associate of Arts degrees in early childhood produced 

better student results, teachers holding Bachelor degrees, regardless of endorsement, have 

little incentive to remain in preschool. By equitably compensating Bachelor degreed 

teachers on the licensed teacher salary schedule, teacher may be less willing to vacate 

preschool positions so readily. Furthermore, changes in compensation structures may 

incent preschool teachers to obtain added degrees or endorsements.  Currently, there is 

little incentive for preschool teachers to obtain Bachelor degrees because attaining a 

higher degree will not result in added compensation while employed as a preschool 

teacher.  Likewise, there is little incentive for Bachelor degree teachers to remain in 

preschool, once a kindergarten or first grade position becomes available. 

 Establish a preschool classroom in all elementary schools. In order to truly align 

curriculum and instructional practices throughout the school district, preschool 

instruction should occur in every elementary and K-8 school. Currently, preschool classes 

are offered at many schools within the district. However, true alignment of instruction 

may only occur with genuine opportunities for teachers to work collaboratively across all 

grade levels, and in all schools, with one another.   

Recommendations to Colorado Department of Education 

While Colorado officials recognize the importance of a child‟s need for quality early learning 

experiences, little oversight exists at the state level regarding academic programming in 

preschool classrooms. By adopting state standards in preschool, Colorado officials can better 

ensure that early childhood education programs provide children with high quality preschool 

instruction across the state.  

 Implement well defined performance standards state-wide for all preschool teachers 

employed in PK-12 District settings.  It is important that performance expectations for 

preschool teachers regarding student achievement and instruction be clearly 

communicated. One way of increasing accountability in teacher performance may be to 

align teacher performance standards in grades PK-12. It could be concluded from the 

finding of this study that preschool teachers desire to be held to a high standard of 

performance in the classroom. Much of the data indicate that preschool teachers seek a 
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certain amount of validation regarding their work and instruction. By implementing 

clearly defined performance expectations at the state level for preschool teacher, all 

teachers, regardless of grade-level instruction, will be viewed in a more equitable and 

professional manner among colleagues. 

 Create uniform criteria and expectations for course work requirements in early 

childhood education teacher preparation programs. Findings from this investigation 

indicate that college training in elementary education teacher programs is not effective in 

supporting student learning in preschool. Colleges and universities must evaluate all 

course requirements to ensure that teachers are better prepared for work in Colorado‟s 

schools. By examining all teacher preparation program requirements that support PK-3 

education, teachers will receive the quality training necessary to address the 

developmental and academic needs all early learners across the state. 

 Create professional development opportunities to enhance job performance in oral 

language development based on PK-12 academic State standards. Based on the 

research findings from this investigation, teachers benefit from district level professional 

development and training.  However, the content offered for preschool teachers is at the 

direction and discretion of district officials.  If school districts within the state of 

Colorado do not have strong support for the professional development of teachers, 

opportunities to enhanced teacher learning will not occur.  State officials should create 

increased opportunities for teacher development, regardless of the availability of district 

resources, to enhance teacher opportunities for professional growth.  

Recommendations for Future Research 

While significant research is available supporting the correlation between teacher 

effectiveness and student achievement, limited research is available on the relationship between 

preschool teacher licensure and oral language development of preschool students. As a result, 

additional research in this area exists, particularly in the area of early childhood oral language 

development is needed.  

 Create opportunities to obtain baseline data on the oral language development of 

preschool students at the beginning of the school year to determine the level of 

growth within the same academic school year. This research study may have been 
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stronger had baseline data on oral language development of preschool students been 

available at the time of the study.  Because the oral language development of preschool 

students in relation to teacher licensure had never been isolated for examination 

previously in Aurora Public Schools, limited data was available and/or collected by 

teachers for the purpose of analysis.  Additional research utilizing pre/post assessments of 

student development in oral language may have yielded a more comprehensive result 

regarding the effectiveness of teacher instruction in relation to teacher licensure. 

 Create opportunities for Kindergarten teachers to effectively assess the oral 

language development of students in Kindergarten. Oral language is an important 

aspect in a child‟s literacy development. Since oral language is an important factor in the 

development of early learners, an examination of a preschool teacher‟s ability to effect 

that development was warranted. Children learn word meanings through conversations 

with teachers and adults. As they engage in these conversations, children may hear adults 

use new and interesting words. Because  deficits may exists in early childhood training,  

administrators should ensure that kindergarten teachers have professional learning 

opportunities as well, to better develop the skills needed to enhance oral language 

instruction.  Furthermore, in the context of the assessments administered in the study, 

educators need time with students to develop a rapport in order to elicit student responses 

during test administration. Therefore, further examination of district-wide practices in 

kindergarten regarding recommended dates of test administration may be warranted. 

Summary 

Educational reform efforts are prevalent throughout the nation‟s communities.  Cries for 

educational reform resonate throughout all communities and among all school districts across the 

United States.  A school‟s inability to successfully educate all children and close ever-widening 

gaps in student achievement could potentially cripple our nation and economic future.   Failure to 

address the academic needs of students, specifically regarding oral language development, will 

ultimately have significant ramifications on educational reform efforts in our school districts.  

Due to the nation‟s changing student population, it is important that teachers are equipped 

with the instructional strategies needed to successfully educate all children in their classrooms, 

particularly regarding language development. Educators and policy makers continue to examine 
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the impact teacher preparedness has on schools and communities. The impact of failing schools, 

across the nation, will be felt by everyone if not adequately addressed.  As a result, many states 

are focusing their reform efforts on early childhood initiatives as a means of addressing our 

nation‟s failing schools and hopes of closing academic gaps in student achievement. Colorado‟s 

reform efforts are no exception.   

In 2007, Governor Bill Ritter created a P-20 council, designed to lead the state‟s 

educational reform efforts, preschool through post secondary education.  The following year, a 

P-3 subcommittee was formed to specifically address reform initiatives in preschool through the 

third grade.  As referenced earlier, early childhood initiatives are being increasingly examined as 

a means of addressing deficits in academic achievement.  The research conducted in this study 

was intended to support reform initiatives in Colorado by examining the effectiveness of a 

preschool program in one large urban school district.  

As a result of Colorado‟s call for school reform, school officials in Aurora Public Schools 

sought to examine the effectiveness of its preschool program employing both licensed and non-

licensed teachers in preschool. The primary goal was to determine whether or not teacher 

licensure, in preschool, was impactful enough on student achievement to necessitate changes in 

the current programming and employment structures. Educational reform initiatives often call for 

evaluations of teacher effectiveness in the classroom. As a result, I investigated the effectiveness 

of teachers working in a school district hired with different licensure credentials.  

As a researcher, employed to examine aspects of a program which I oversee, I was 

careful to control for researcher bias throughout the study. The initial implications associated 

with questions concerning equity surfaced quickly upon initial examination. Questions as to 

whether or not it was equitable to maintain an employment structure of this nature were critical 

to address, if it was determined that licensed teachers were better able to produce stronger 

student results. In the end, the initial research question of whether or not licensed teachers, as 

opposed to non-licensed teachers, are better able to increase the oral language development of 

preschool students, was worthy of investigation.  However, based on the results of the study, I 

now am able to determine, that there were additional investigations that could have been made 

which would have revealed greater insight into this study. 

 Instead of focusing this research study solely on degree and licensure credentials to 

determine program effectiveness, I could have included in my research questions regarding 
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content knowledge preparation and teacher experience. While some literature suggests that four 

year degreed licensed teachers produce stronger student results than two year degreed teachers, 

this study indicated that in preschool, this is not necessarily the case. Content preparation is 

shown to be more impactful on student learning, specifically in the area of oral language 

development. In fact, one may derive that degree and licensure credentials are not impactful at 

all on student learning in preschool. As stated earlier in Chapter Four, analyses of teacher 

perceptions produce similar findings.  

Overall, preschool programming in Aurora Public Schools is shown to be effective.  

Preschool teachers produce student results that indicate children exit preschool with a strong 

command of the oral English language.  However, aspects of equitable programming still exist. 

According to the research findings of this study, preschool teachers with Associate of Arts 

degrees in Early Childhood, produce stronger correlations of improved student results. As a 

result, perhaps all students should have access to instruction in these classrooms. While 

preliminary results indicate overall instructional effectiveness, to truly determine program 

effectiveness would require additional, longitudinal studies of student development over the 

course of several years.  Furthermore, additional research regarding the degree to which student 

risk factors impact preschool learning may also provide insight into a teacher ability to facilitate 

quality instruction. 

 The irony of the results derived from this study, indicating that Associate of Arts degree 

teachers are more effective in increasing the oral language development of students in an 

elementary school, is a fascinating element in the face of educational reform. School officials 

often equate effectiveness in the classrooms with degree credentials held and readily increase 

teacher compensation with each additional degree earned. The degree to which state and district 

officials align teacher learning will ultimately impact the instructional foundation needed to 

create opportunities for all students to learn and grow in the classroom. Until these aligned 

opportunities for learning occur at both the state and local levels, preschool children will 

continue to receive inconsistent classroom instruction, which impacts achievement over time.  

A teacher‟s ability to truly support student learning in preschool may lie with the 

specialized training he or she receives in early childhood education. The research findings of this 

study suggest that it is that specialized early childhood training, and not degree credential, which 
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is essential in the oral language development of all student in the Aurora Public Schools 

preschool program. 
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APPENDIX A 

HUMAN SUBJECTS COMMITTEE APPROVAL LETTER 

 
Office of the Vice President for Research 
Human Subjects Committee 

Tallahassee, Florida 32306-2742 
(850) 644-8673 · FAX (850) 644-4392 
 
APPROVAL MEMORANDUM 

 
Date: 11/3/2009 
 

To: Sheri Charles 
 
Dept.: EDUCATIONAL LEADERSHIP 
 

From: Thomas L. Jacobson, Chair 
 
Re: Use of Human Subjects in Research 

The Value of Licensing: Examining the effect of licensed and non-licensed teachers on the oral language 
development of preschool students on one public school district's program. 
 

The application that you submitted to this office in regard to the use of human subjects in the research 
proposal referenced above has been reviewed by the Human Subjects Committee at its meeting on 
10/14/2009.  Your project was approved by the Committee. 
 

The Human Subjects Committee has not evaluated your proposal for scientific merit, except to weigh the 
risk to the human participants and the aspects of the proposal related to potential risk and benefit. This 
approval does not replace any departmental or other approvals, which may be required. 

 
If you submitted a proposed consent form with your application, the approved stamped consent form is 
attached to this approval notice.  Only the stamped version of the consent form may be used in recruiting 
research subjects. 

 
If the project has not been completed by 10/13/2010 you must request a renewal of approval for 
continuation of the project. As a courtesy, a renewal notice will be sent to you prior to your expiration 

date; however, it is your responsibility as the Principal Investigator to timely request renewal of your 
approval from the Committee. 
 
You are advised that any change in protocol for this project must be reviewed and approved by the 

Committee prior to implementation of the proposed change in the protocol.  A protocol 
change/amendment form is required to be submitted for approval by the Committee.  In addition, federal 
regulations require that the Principal Investigator promptly report, in writing any unanticipated problems 

or adverse events involving risks to research subjects or others. 
 
By copy of this memorandum, the Chair of your department and/or your major professor is reminded that 

he/she is responsible for being informed concerning research projects involving human subjects in the 
department, and should review protocols as often as needed to insure that the project is being conducted 
in compliance with our institution and with DHHS regulations. 
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This institution has an Assurance on file with the Office for Human Research Protection. The Assurance 

Number is IRB00000446. 
 
Cc: Judith Irvin, Advisor 
HSC No. 2009.3393 
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APPENDIX B 

BEHAVIORAL CONSENT FORM 

 

 

 

Early Childhood Education Behavioral Consent Form: 

 

The Value of Licensing: Examining the Effect of Licensed and Non-Licensed Teachers on 

the Oral Language Development of Preschool Students in One Public School District’s 

Program 

 

Dear Early Childhood Education Teacher, 

 

You are invited to be in a research study of the oral language development of preschool students. 

I am conducting research as part of a degree requirement for Florida State University‟s College 

of Education, Department of Educational Leadership. You were selected as a possible participant 

because you hold either an Associates of Arts or Bachelors Degree in education, or its 

equivalent, and you are a preschool teacher. I am interested in assessing the growth of preschool 

learners in the area of oral language development. I ask that you read this form and ask questions 

you may have before agreeing to be involved in this study. 

 

Background Information: 

I have chosen to study preschool teachers in Aurora Public Schools because of the level of 

professional development training offered as a condition of employment. While there is a great 

deal of research linking teacher quality to student achievement, there is little research available 

examining the effect preschool teacher professional preparation impacts the oral language 
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development of preschool students. I am seeking volunteers for this study and hope that you will 

agree to participate in the study. Participation in this study requires the completion of a 25 

minute survey or focus group. 

 

Procedures: 

Should you decide to participate in this study, you may be required to meet one time with a 

research facilitator. At that time, you will complete a survey or answer interview questions in a 

small group setting. If you are selected for the focus group interview, your responses may be 

taped recorded and your comments transcribed for future analysis. However, no names will be 

utilized as part of the research findings. 

 

Risks and benefits of being in the study: 

There is no employment risk associated with participation in this research study. Regardless of 

the research findings, you are not at risk of losing your job based solely of the results of this 

survey. The benefits for participation are that you may provide information related to 

professional preparation and teacher training that may impact future early childhood education 

programming at the state and/or district levels. 

 

Compensation: 

There is no monetary or extrinsic compensation for participation in this research study. 

 

Confidentiality: 

The records of this study will be kept private and confidential to the extent permitted by law. 

Any report which may be published will not include any information that will make it possible to 

identify a subject. Research records will be stored securely and only the researcher will have 

access to the record.  

All data collected for this study, including written and audio, will become the property of the 

researcher and will be used for educational purposes. Any information obtained that can be 

connected with you will remain confidential and all possible safeguards will be used to protect 

your confidentiality. By participating in this study, you are contributing to primary research in 

the area of preschool teacher preparation related to the oral language development of students. 
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Voluntary Nature of the Study: 

Participation in this study is strictly voluntary. Whether or not you choose to participate will 

have no current or future effect on your relationship with me or the University. Furthermore, the 

results of this study will not affect your employment or status as an Aurora Public Schools 

employee. If you decide to participate at this time by signing the consent, and later change your 

mind, you may withdraw your consent and discontinue participation without penalty.  

 

Contacts and Questions: 

The researcher conducting this study is Sheri B. Charles. If you have any questions or concerns, 

please feel free to contact me. You may also contact Judith Irvin, Faculty Advisor for further 

information as well.  If you have questions or concerns regarding this study and would like to 

speak with someone other than the researcher or faculty advisor, you are encouraged to contact 

FSU IRB at 2010 Levy Street, Research Building B. suite 276, Tallahassee, FL 32306-2742, or 

850-644-8633. 

You will be given a copy of this information for your records. 

 

Statement of Consent: I have read the above information. I have asked questions and have 

received answers. I consent to participate in the study. 

___________________________________                     ____________________ 

Signature                                                                            Date 

__________________________________                     ____________________ 

Signature of Researcher                                                    Date 
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APPENDIX C 

RECRUITMENT NOTICE 

 

 

Recruitment Notice 

Voluntary research is currently being conducted that is designed to gain 

information from you regarding teacher preparation in the field of early childhood 

education related to student achievement. The survey data collected will be used 

by the researcher to examine the effect of preschool teacher preparation and its 

impact on the oral language development of preschool learners. The results of this 

study will help provide critical information needed as public school officials plan 

for future preschool funding and programming needs. 

I am particularly interested in hearing your thoughts and opinion because you 

have a variety of professional learning experiences from which to draw. The 

research conducted is designed to obtain necessary data while requiring only a 

minimal amount of your time.  

If you are interested in participating in this study, please contact the Aurora Public 

Schools Early Childhood Education Department. Your responses will only be 

used for the purposes of reporting research finding and will be held in the strictest 

of confidence. 
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APPENDIX D 

INTERVIEW INFORMATION LETTER 

 

 

Dear Preschool Teacher, 

 

The following interview questions are designed to gain information from 

you regarding teacher preparation in the field of early childhood education related 

to student achievement. The data collected will be used by the researcher to 

examine the effect of preschool teacher preparation and its impact on the oral 

language development of preschool learners. The results of this study will help 

provide critical information needed as public school officials plan for future 

preschool funding and programming needs. 

 

I am particularly interested in hearing your thoughts and opinion because 

you have a variety of professional learning experiences from which to draw. The 

following interview questions are designed to obtain necessary data while 

requiring only a minimal amount of your time. I would appreciate you answering 

the following questions for the interviewer. Your responses will only be used for 

the purposes of reporting research finding and will be held in the strictest of 

confidence. 

 

Informed consent procedures for this study have previously been 

communicated and already obtained. If you no longer wish to participate in the 

study, you may elect not to do so at this time. 
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Thank you in advance for your participation. Your commitment to 

learning and research is greatly appreciated. 

 

Sheri B. Charles, Researcher 
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APPENDIX E 

INTERVIEW QUESTIONS 

 

 

Hello. Thank you for agreeing to be interviewed today. I will begin by asking a series of 

questions.  I will record your responses to the questions I will ask using an audio recording 

devise.  Please do not indicate your identity to me at any time. Your responses are intended 

to remain confidential and you identity anonymous. If there are no questions, I will begin 

at this time. 

 

1. How many years have you taught in the field of education? 

2. How long have you taught preschool for Aurora Public Schools? 

3. Do you consider yourself to be an effective preschool teacher? 

4. On a scale of 1-10, 1 being the lowest and 10 being the highest, how would you rate your 

effectiveness as a preschool teacher? 

 Now, at this time, I would like for you to respond to each of the following questions by 

using one of the following categories: strongly agree, agree, neutral, disagree or strongly 

disagree. Please pick the one that best describe your answer. 

 

5. My College or University degree program has prepared me to be successful as a 

preschool teacher. 

 

6. In Aurora Public Schools, a four-year degree preschool teacher is better able to increase 

student learning than a two-year degree preschool teacher. 
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7. I believe teacher effectiveness is directly linked to preschool learning. 

 

8. The professional training I receive from the school district better prepares me to be 

successful in my classroom than my college or university training. 

 

 

9. I believe the oral language development of preschool students will increase regardless of 

teacher instruction. 

 

At this point in our interview, I will begin to ask you another series of open-ended 

questions.   

 

10. What do you think is the single most important factor that has led to your level of 

effectiveness as a preschool teacher? 

 

11. Why do you work as a preschool teacher for Aurora Public Schools?  

 

12. Is there a relationship between the two phrases “academic achievement gap” and “early 

childhood education”? If so, in what way are they related?  

 

13. What are your core beliefs about Early Childhood Education?  

 

14. Do you believe that your college training has been important in increasing the oral 

language development of preschool students in Aurora?  Why? Why not? 

 

15. Which do you feel is more important for increasing the oral language development of 

preschool students: teacher training at work or teacher training in college? Why? 
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16. Do you feel that a Colorado Department of Education license is important to have as a 

preschool teacher? 

 

17. Which do you feel is more important to have in order to be considered an effective 

preschool teacher: a teacher license from the Colorado Department of Education or 

professional training from Aurora Public Schools? 

 

18. What is the highest education degree you hold and what was your major?  

 

19. Do you hold a teaching license for the state of Colorado? If so, what is your content area 

or area of endorsement? 

 

20. What grade level would you like to teacher in the next 2-3 years? 

 

I have completed my questions at this time. Thank you for your interview participation 

today 
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APPENDIX F 

AURORA PUBLIC SCHOOLS ACCOUNTABILITY AND 

RESEARCH APPROVAL  

 
 
 
 
Division of Accountability & Research      Phone – 303-340-0861 

15751 East First Avenue            Fax – 303-326-2053 

Aurora, Colorado  80011           Web – www.aps.k12.co.us 

 
August 19, 2009 
 
 
Dear Sheri Charles: 
Thank you for interest in conducting research in Aurora Public Schools. I am pleased to inform 
you that your study, “The Value of Licensing: Examining the Effect of Licensed and Non-
Licensed Teachers on the Oral Language Development of Preschool Students in One Public 
School District‟s Program” has been reviewed and approved for implementation based on the 
conditions on the following page. Please review and return a signed copy of the conditions of 
approval to our office prior to initiation of the study. 
 
Please let me know if you have any questions or require any other information and good luck 
with your study. 
 
Sincerely, 
 
 
Dan D. Jorgensen 
Assistant Director 
Division of Accountability and Research 
Aurora Public Schools 
303-340-0861 
ddjorgensen@aps.k12.co.us 
 
 
 
 
 
 
 

mailto:ddjorgensen@aps.k12.co.us
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Research Study Name: The Value of Licensing: Examining the Effect of Licensed and Non-

Licensed Teachers on the Oral Language Development of Preschool Students in One Public 

School District’s Program 

 

Primary Investigator: Sheri Charles 

Conditions of Approval 

 

1. All rules in the district's research manual are followed including maintaining the anonymity 
of the district, the schools, and the study participants. 

 

2. If your request involves the release of data you agree to limit the use of said data to the terms 
specified in your application. The data will not be released to any third party and you agree 
not to copy, reproduce, disseminate transmit, license, sublicense, assign, lease, or release the 
data to any other party. All data should be maintained in a secure fashion with access being 
restricted to the persons identified in the research application to prevent unauthorized use of 
the data. Following the use of the data for the prescribed reasons the data should be 
destroyed. 

 

3. This letter does not reflect a commitment on behalf of Aurora Public Schools towards the 
requestor. At any point, the approval status involving the release of data or access to 
students/staff for research may be withdrawn. A violation of any of the conditions within this 
letter and/or deceptive practices by the researcher will lead to immediate termination of all 
research privileges. Furthermore, the release of future data and/or research privileges may be 
indefinitely terminated. 

 

4. A report of the findings is made available to the Division of Accountability & Research at the 
conclusion of the study. 

 

5. This letter is returned by mail or via FAX prior to initiating your study with the requestor 
acknowledging agreement with the terms described above by signature. 

 

Please contact Dan Jorgensen if you have any questions. 

 

Please return this letter with the following statement verified by signature: 

I, ______________________, agree to abide by the conditions described in this document and 

will carry out my research practices in accordance with those conditions. I assume complete 

responsibility for the described study and will work according to best-practices when working 
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with Aurora Public Schools data and/or conducting scientific inquiry within the Aurora Public 

Schools district. 

__________________________ 

               Signature of Requestor 

 

 

Please send via FAX or mail to: 
Division of Accountability and Research 
15751 East First Avenue 
Aurora, Colorado 8001 
FAX: 303-326-2053 or 303-326-1901 
Attn: Dan Jorgensen 
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APPENDIX G 

PARENTAL CONSENT FORM 

 

 

 

Early Childhood Education Parental Consent Form 

 

Dear Preschool Parent, 

 

 I am conducting research as part of a degree requirement for Florida State University‟s College 

of Education, Department of Educational Leadership. Your child has been selected as a possible 

participant because they are a student in the Aurora Public Schools Preschool Program. I am 

interested in looking at the growth of preschool learners in the area of oral language development 

and have selected to study preschool students in Aurora. I will only look at your child‟s 

classroom work as part of this research. I will not speak to your child while collecting his/her 

data. I ask that you read this form and ask questions before agreeing to let you child be involved 

in this study. 

 

Background Information: 

I have chosen to study preschool teachers in Aurora Public Schools because of the level of 

professional development training offered as a condition of employment. While there is a great 

deal of research linking teacher quality to student achievement, there is little research available 

examining the effect preschool teacher professional preparation impacts the oral language 

development of preschool students. I am seeking volunteers for this study and hope that you will 

allow me to look at your child work as part of this study.  
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Procedures: 

If you decide to allow your child‟s school work to be a part of this study, please sign this form 

and return it to your child‟s teacher. I will only look at data that is recorded using our on-line 

assessment instrument as a requirement of the curriculum used in Aurora Public Schools. No 

parent or student names will be used in this study.  

 

Risks and benefits of being in the study: 

There are no risks associated with participation in this research study. The benefits for 

participation are that you may provide information related to professional preparation and 

teacher training that may impact future early childhood education programming at the state 

and/or district levels. 

 

Confidentiality: 

The records of this study will be kept private and confidential to the extent permitted by law. 

Any report which may be published will not include any information that will make it possible to 

identify a subject. Research records will be stored securely and only the researcher will have 

access to the record.  

All data collected for this study, and will be used for educational purposes. Any information 

obtained that can be connected with you or your child will remain confidential and all possible 

safeguards will be used to protect your confidentiality. By allowing your child‟s data to be used 

in this study, you are contributing to primary research in the area of preschool teacher 

preparation related to the oral language development of students. 

 

Voluntary Nature of the Study: 

Participation in this study is strictly voluntary. Whether or not you allow your child‟s data to be 

included in this study, will have no effect on your relationship with me, your child‟s teacher or 

Aurora Public Schools. If you decide to participate at this time by signing the consent, and later 

change your mind, you may withdraw your consent and discontinue participation without 

penalty.  
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Contacts and Questions: 

The researcher conducting this study is Sheri B. Charles. If you have any questions or concerns, 

please feel free to contact me.  

 

Statement of Consent: 

I have read the above information. I have asked questions and have received answers. I consent 

to allow my child‟s data to be included in this study. 

___________________________________                     ____________________ 

Parent Signature                                                                          Date 

___________________________________                     ____________________ 

Signature of Researcher                                                              Date                 
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APPENDIX H 

STUDENT PROFILES 

 

Student ID Grade Birth Date Grade School  PK IEP TRF PSOL KOL 

50030783 M 2/18/2004 KG 120 115 
 

1 4 0 

50031385 M 8/14/2004 KG 121 115  1 2 0 

50029665 F 6/11/2004 KG 122 115 
 

5 6 0 

50023494 M 6/26/2004 KG 140 115  1 4 0 

50028977 M 12/10/2003 KG 132 115 
 

4 6 0 

50028634 F 11/29/2003 KG 132 115 
 

5 6 0 

50029533 F 8/31/2004 KG 148 115 
 

2 6 0 

50028897 M 8/31/2004 KG 116 115 
 

4 4 0 

50029483 F 11/15/2003 KG 146 115 
 

4 
 

0 

50026657 M 2/1/2004 KG 126 115 
 

5 5 0 

50025047 F 2/5/2004 KG 109 115 
 

4 5 0 

50022561 F 3/4/2004 KG 120 115  1 5 0 

50027249 M 9/16/2004 KG 121 115 
 

4 5 0 

50026673 M 9/16/2004 KG 121 115 
 

4 4 0 

50022563 M 9/21/2004 KG 140 115  1 
 

0 

50029511 M 3/10/2004 KG 135 115  1 4 0 

50018865 M 7/26/2004 KG 114 115 
 

3 5 0 

50030593 M 8/15/2004 KG 114 115  1 
 

0 

50032800 M 6/20/2004 KG 142 115  1 
 

0 

50030970 F 2/8/2004 KP 138 115 
 

1 5 0 

50020162 M 6/22/2004 KG 128 115 
  

4 0 

50028005 M 10/31/2003 KG 111 115 
 

3 6 0 

50032552 M 8/15/2004 KG 135 115  1 5 0 

50030757 M 1/13/2004 KG 142 115 
   

0 

50029178 M 7/1/2004 KG 135 115 
 

4 5 0 

50029486 M 4/18/2004 KG 146 115 
 

4 6 0 

50026512 M 1/15/2004 KG 140 115 
 

5 6 0 

50030989 M 5/14/2004 KG 120 115  1 4 0 

50030354 M 7/30/2004 KG 111 115 
 

4 
 

0 

50029179 M 11/30/2003 KG 135 115 
 

4 5 0 

50029426 M 9/2/2004 KG 144 115 
 

7 3 0 

50029442 M 4/1/2004 KG 146 115 
 

5 6 0 

50001925 M 12/4/2003 KG 110 115  1 
 

0 

50029350 M 8/30/2004 KG 121 115 
 

5 4 0 

50028904 M 5/3/2004 KG 116 115 
 

3 6 0 

50029721 F 10/15/2003 KG 122 115 
 

5 5 0 
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50011782 M 12/17/2003 KG 140 115  1 4 0 

50030522 M 1/30/2004 KG 120 115 
 

2 5 0 

50024771 M 1/31/2004 KG 110 115 
 

4 6 0 

50019153 F 11/18/2003 KG 142 115 
 

6 5 0 

50018550 F 7/23/2004 KG 132 115 
 

5 6 0 

50030218 M 11/14/2003 KG 110 115 
 

3 5 0 

50030637 F 2/8/2004 KG 104 115 
 

3 
 

0 

50029363 M 12/17/2003 KG 142 115 
 

5 5 0 

50028994 F 7/7/2004 KG 132 115 
 

2 6 0 

50030926 M 9/5/2004 KG 135 115 
 

4 6 0 

50030929 M 8/1/2004 KG 140 115 
 

4 6 0 

50030718 M 5/3/2004 KG 110 115 
 

3 
 

0 

50020087 M 11/26/2003 KG 120 115 
 

3 5 0 

50019055 M 5/8/2004 KG 135 115 
 

5 4 0 

50019361 M 8/10/2004 KP 141 115  1 
 

0 

50029786 M 4/22/2004 KG 128 115 
 

3 4 0 

50028172 F 3/4/2004 KG 110 115 
 

5 
 

0 

50018884 F 5/25/2004 KG 114 115 
 

4 4 0 

50030527 M 5/6/2004 KG 122 115 
 

3 5 0 

50029472 F 8/9/2004 KG 121 115 
 

4 6 0 

50030529 F 6/13/2004 KG 122 115 
 

2 5 0 

50018248 F 2/3/2004 KG 126 115 
 

4 
 

0 

50019069 F 7/3/2004 KG 135 115 
 

5 5 0 

50029471 F 7/26/2004 KG 146 115 
 

5 5 0 

50028980 M 9/10/2004 KG 132 115 
 

6 6 0 

50029742 M 9/25/2004 KG 124 115 
 

3 5 0 

50018916 F 8/13/2004 KP 107 115 
 

5 5 0 

50029290 M 2/8/2004 KG 110 115 
 

5 4 0 

50029473 M 9/17/2004 KG 121 115 
 

6 
 

0 

50030953 F 10/14/2003 KG 122 115 
 

4 
 

0 

50024655 M 11/21/2003 KG 104 115  1 4 0 

50029054 M 7/13/2004 KG 136 115 
 

5 3 0 

50020875 M 7/27/2004 KG 114 115 
 

3 5 0 

50029640 M 6/3/2004 KG 128 115 
 

4 5 0 

50024561 F 4/30/2004 KG 116 115  1 4 0 

50030384 F 6/6/2004 KG 148 115 
 

3 
 

0 

50030609 M 10/16/2003 KG 122 115 
 

4 6 0 

50030607 M 7/22/2004 KG 124 115 
 

5 4 0 

50031224 F 7/23/2004 KA 138 115 
 

4 4 0 

50024766 F 5/8/2004 KG 110 115 
 

4 6 0 

50022150 F 7/6/2004 KP 139 115  1 3 0 

50031126 M 4/8/2004 KG 138 115  1 3 0 

50011608 M 10/16/2003 KG 104 115  1 4 0 
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50019420 M 10/20/2003 KG 142 115 
 

5 6 0 

50025060 F 11/10/2003 KG 116 115 
 

6 5 0 

50001967 M 9/22/2004 KG 104 115  1 4 0 

50019040 F 10/7/2003 KG 140 115 


4 
 

0 

50020817 M 5/22/2004 KG 508 115 
   

0 

50022321 M 7/2/2004 KG 142 115  1 5 0 

50019232 M 7/18/2004 KP 141 115  1 5 0 

50027125 M 6/19/2004 KG 126 115 
 

3 6 0 

50025904 M 5/18/2004 KG 114 115 
 

5 3 0 

50019318 M 9/1/2004 KG 121 115  1 5 0 

50030791 M 10/4/2003 KG 136 115 
 

4 4 0 

50029671 M 10/3/2003 KG 124 115 
 

4 4 0 

50019487 M 1/1/2004 KG 104 115 
 

4 6 0 

50029136 F 1/9/2004 KG 134 115 
 

4 4 0 

50029343 F 6/20/2004 KG 135 115 
 

7 3 0 

50029791 F 3/3/2004 KG 104 115 
 

5 
 

0 

50028910 F 6/16/2004 KG 116 115 
 

5 5 0 

50030629 M 5/26/2004 KG 135 115 
 

4 5 0 

50011954 M 12/23/2003 KG 111 115  1 5 0 

50029769 M 5/31/2004 KG 109 115 
 

6 5 0 

50029794 M 5/25/2004 KG 135 115 
 

2 5 0 

50029746 M 6/28/2004 KG 122 115 
 

4 5 0 

50030868 M 8/10/2004 KG 104 115 
 

3 
 

0 

50030696 F 8/11/2004 KG 134 115 
 

5 
 

0 

50019099 M 6/17/2004 KG 109 115 
 

6 
 

0 

50029925 F 6/28/2004 KG 122 115 
  

5 0 

50030544 M 1/22/2004 KG 121 115 
 

3 6 0 

50030535 F 6/26/2004 KG 114 115 
 

4 4 0 

50029504 M 3/2/2004 KG 148 115 
 

3 4 0 

50029090 F 8/2/2004 KG 136 115 
 

3 6 0 

50028918 M 2/15/2004 KG 116 115 
 

5 5 0 

50019294 M 3/18/2004 KG 146 115 
 

7 6 0 

50029659 M 12/6/2003 KG 110 115 
 

6 6 0 

50019003 F 4/8/2004 KG 116 115 
 

4 5 0 

50019936 M 11/18/2003 KG 148 115 
 

5 
 

0 

50029258 M 3/5/2004 KG 135 115 
 

5 5 0 

50014325 F 9/3/2004 KG 136 115 
 

3 4 0 

50019079 M 2/11/2004 KG 135 115 
 

6 5 0 

50001876 M 10/8/2003 KG 114 115 
   

0 

50024726 M 8/9/2004 KG 134 115  1 4 0 

50001958 M 8/1/2004 KG 121 115  1 5 0 

50025857 M 4/24/2004 KG 114 115 
 

5 5 0 

50033285 M 8/31/2004 KG 120 115  1 
 

0 
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50025829 F 9/9/2004 KP 126 115 
 

5 5 0 

50030654 M 10/24/2003 KG 128 115 
 

4 4 0 

50017530 M 11/10/2003 KG 110 115 
 

4 
 

0 

50019184 M 11/10/2003 KG 110 115 
 

4 
 

0 

50018999 F 4/2/2004 KG 116 115 
  

4 0 

50030061 F 6/23/2004 KG 124 115 
 

3 6 0 

50029412 F 7/10/2004 KG 142 115 
  

5 0 

50011955 M 5/2/2004 KP 141 115  1 4 0 

50029491 F 5/10/2004 KG 146 115 
 

4 6 0 

50027781 F 7/9/2004 KP 105 115 
 

5 5 0 

50026862 M 5/21/2004 KG 114 115 
 

4 6 0 

50030446 M 7/5/2004 KP 126 115 
 

5 5 0 

50030668 F 4/3/2004 KG 116 115 
 

4 
 

0 

50025090 M 5/17/2004 KG 116 115 
 

4 
 

0 

50029770 M 8/6/2004 KG 122 115 
  

6 0 

50020714 M 7/13/2004 KG 142 115  1 6 0 

50029517 F 12/12/2003 KG 146 115 
 

5 4 0 

50019314 M 4/9/2004 KG 122 115  1 6 0 

50024788 F 1/11/2004 KG 110 115 
 

4 6 0 

50032630 M 7/24/2004 KG 116 115 
  

4 0 

50030509 F 4/12/2004 KG 104 115 
 

3 
 

0 

50027210 F 7/9/2004 KG 114 115 
 

6 4 0 

50027903 F 11/2/2003 KG 120 115 
 

2 5 0 

50027354 M 6/19/2004 KG 126 115 
 

5 6 0 

50032602 F 6/17/2004 KG 134 115  1 5 0 

50026870 F 12/18/2003 KG 136 115 
 

4 5 0 

50029002 M 5/27/2004 KG 132 115 
 

3 5 0 

50019312 M 4/30/2004 KG 140 115  1 4 0 

50019067 M 2/15/2004 KG 146 115 
 

7 5 0 

50030775 F 6/4/2004 KG 138 115 
 

3 5 0 

50025869 M 9/11/2004 KG 121 115 
 

5 4 0 

50026465 M 8/14/2004 KA 126 115 
 

3 5 0 

50018933 F 4/9/2004 KG 121 115 
 

4 6 0 

50025867 M 2/28/2004 KG 132 115 
  

4 0 

50029431 F 11/29/2003 KG 144 115 
 

5 4 0 

50029263 M 3/2/2004 KG 121 115 
 

5 
 

0 

50024807 F 5/12/2004 KP 107 115 
 

7 4 0 

50018898 M 7/27/2004 KG 110 115 
 

6 6 0 

50021160 M 5/17/2004 KG 104 115  1 4 0 

50027628 M 4/21/2004 KG 124 115  1 5 0 

50019161 F 11/19/2003 KG 506 115 
 

4 5 0 

50011939 M 2/3/2004 KG 126 115  1 5 0 

50025073 F 8/10/2004 KG 116 115 
 

5 5 0 
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50029003 F 7/30/2004 KG 132 115 
 

3 6 0 

50019307 M 7/21/2004 KG 120 115  1 2 0 

50019362 F 9/13/2004 KA 508 115  1 
 

0 

50029557 M 1/30/2004 KG 148 115 
 

2 6 0 

50025831 F 1/15/2004 KG 121 115 
 

4 5 0 

50001968 M 5/11/2004 KA 141 115  1 
 

0 

50030887 M 8/19/2004 KG 138 115 
 

3 6 0 

50012557 M 1/7/2004 KG 112 115  1 4 0 

50012271 M 2/2/2004 KG 104 115  1 4 0 

50020976 M 7/22/2004 KG 104 115  1 5 0 

50030324 M 3/12/2004 KP 117 115 
  

4 0 

50029159 F 8/22/2004 KG 136 115 
 

5 2 0 

50010054 M 12/10/2003 KA 139 115  1 5 0 

50014397 M 10/12/2003 KA 105 115 
 

3 5 0 

50028988 F 8/15/2004 KG 132 115 
 

3 6 0 

50022105 M 7/13/2004 KP 126 115 
 

7 
 

0 

50025045 F 3/18/2004 KG 109 115 
 

4 4 0 

50030648 M 4/1/2004 KG 140 115 
 

4 4 0 

50012479 F 11/1/2003 KG 104 115 
 

3 6 0 

50030396 M 4/6/2004 KP 105 115 
 

2 
 

0 

50020005 M 9/8/2004 KG 144 115  1 4 0 

50027514 F 4/12/2004 KG 140 115 
 

3 5 0 

50018864 M 4/13/2004 KG 109 115  1 5 0 

50019137 M 4/15/2004 KG 142 115 
 

4 6 0 

50030634 F 5/28/2004 KG 136 115 
 

4 5 0 

50025023 M 3/7/2004 KG 109 115 
 

5 
 

0 

50018383 M 7/22/2004 KG 111 115  1 4 0 

50029830 F 5/4/2004 KG 124 115 
 

7 2 0 

50018509 F 12/24/2003 KG 126 115 
 

3 5 0 

50030715 M 11/21/2003 KP 126 115 
 

5 
 

0 

50010527 F 12/7/2003 KG 126 115  1 5 0 

50012469 M 1/17/2004 KA 117 115  1 6 0 

50020784 F 2/21/2004 KG 109 115 
 

1 
 

0 

50020502 M 3/24/2004 KG 132 115  1 
 

0 

50019165 M 10/13/2003 KG 146 115 
 

6 4 0 

50023508 M 5/28/2004 KP 139 115 
 

3 5 0 

50030543 F 8/27/2004 KG 134 115 
 

2 5 1 

50032876 M 1/26/2004 KG 120 115  1 4 1 

50011503 M 11/24/2003 KG 121 115  1 6 1 

50019173 M 10/28/2003 KG 144 115 
 

4 6 1 

50031544 F 10/6/2003 KP 107 115  1 5 1 

50031639 F 8/17/2004 KG 120 115  1 4 1 

50030545 M 5/30/2004 KG 142 115 
 

3 5 1 
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50029418 M 10/17/2003 KG 144 115 
 

6 5 1 

50029484 F 3/4/2004 KG 146 115 
 

4 5 1 

50032616 F 7/30/2004 KG 124 115  1 6 1 

50030706 F 1/28/2004 KG 109 115 
 

3 5 1 

50029256 M 2/29/2004 KG 135 115 
 

5 5 1 

50030132 F 4/23/2004 KG 111 115 
 

2 
 

1 

50016456 F 1/31/2004 KG 120 115 
 

3 5 1 

50030550 M 11/25/2003 KG 121 115 
 

3 6 1 

50030020 M 8/9/2004 KG 144 115 
 

3 6 1 

50030845 F 6/1/2004 KG 114 115 
 

5 6 1 

50030941 M 2/3/2004 KG 135 115 
 

2 6 1 

50026796 F 6/25/2004 KG 128 115 
 

4 6 1 

50029394 F 1/22/2004 KG 142 115 
 

4 6 1 

50029530 F 3/10/2004 KG 148 115  1 6 1 

50027267 F 2/28/2004 KG 109 115 
 

3 6 1 

50018300 F 10/26/2003 KG 136 115 
 

3 
 

1 

50029639 F 9/17/2004 KG 122 115 
  

5 1 

50029489 M 12/25/2003 KG 146 115 
 

4 5 1 

50030646 F 6/24/2004 KG 135 115 
 

4 
 

1 

50029627 F 1/24/2004 KG 148 115 
 

3 6 1 

50027465 F 12/8/2003 KG 104 115 
 

3 6 1 

50026423 M 12/3/2003 KG 134 115 
 

3 6 1 

50026575 M 2/21/2004 KG 114 115 
 

4 5 1 

50007495 M 2/14/2004 KG 122 115 
 

5 5 1 

50020025 M 1/30/2004 KP 139 115  1 4 1 

50020527 F 6/4/2004 KA 107 115  1 5 1 

50028865 F 9/15/2004 KG 112 115 
 

2 6 1 

50022165 F 2/4/2004 KG 148 115 
 

4 5 1 

50022225 M 3/18/2004 KG 122 115 
 

5 5 1 

50030571 F 9/12/2004 KG 140 115 
 

4 
 

1 

50031223 F 6/24/2004 KG 135 115 
 

2 6 1 

50018449 F 1/21/2004 KG 140 115 
 

2 6 1 

50022411 M 7/29/2004 KG 144 115  1 5 1 

50030877 M 8/16/2004 KG 142 115 
 

3 4 1 

50019006 F 12/10/2003 KG 116 115 
 

4 6 1 

50029373 F 7/21/2004 KG 142 115 
 

5 5 1 

50025854 F 8/13/2004 KG 104 115 
 

4 5 1 

50027867 F 3/31/2004 KG 112 115 
 

3 4 1 

50031030 M 8/12/2004 KG 109 115 
 

3 4 1 

50033388 F 6/8/2004 KP 141 115  1 
 

1 

50030423 F 3/15/2004 KP 126 115 
 

6 5 1 

50027608 M 2/2/2004 KG 134 115 
 

4 
 

1 

50024730 F 9/24/2004 KG 110 115 
  

5 1 
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50020715 M 5/12/2004 KG 144 115 
  

5 1 

50029621 F 11/4/2003 KA 508 115 
 

3 5 1 

50029529 F 11/28/2003 KG 148 115 
 

2 5 1 

50029296 F 6/14/2004 KG 135 115 
 

4 5 1 

50030878 M 8/1/2004 KG 132 115 
 

1 
 

1 

50024249 M 10/26/2003 KG 144 115 
  

4 1 

50029413 M 4/2/2004 KG 142 115 
   

1 

50030614 F 6/12/2004 KA 117 115 
 

5 
 

1 

50028986 M 4/14/2004 KG 132 115 
 

5 6 1 

50019136 M 3/5/2004 KG 142 115 
 

3 5 1 

50029633 M 1/12/2004 KG 134 115 
 

4 5 1 

50029634 F 12/28/2003 KG 140 115 
 

4 6 1 

50029305 F 8/25/2004 KG 110 115 
 

5 4 1 

50021118 M 2/18/2004 KG 508 115  1 4 2 

50027518 F 1/6/2004 KG 114 115 
 

5 4 2 

50029623 M 2/18/2004 KA 141 115 
 

4 6 2 

50031008 M 9/9/2004 KA 126 115 
 

2 6 2 

50014343 F 4/11/2004 KG 104 115 
 

4 6 2 

50029382 F 5/28/2004 KG 142 115 
 

4 5 2 

50030669 M 8/28/2004 KG 148 115 
 

4 6 2 

50022134 M 7/23/2004 KG 126 115 
 

3 6 2 

50032592 M 4/29/2004 KG 124 115  1 6 2 

50024702 F 6/10/2004 KG 954 115 
 

4 6 2 

50018756 M 10/8/2003 KG 135 115 
 

4 6 2 

50018863 M 11/3/2003 KG 146 115 
  

6 2 

50032545 M 3/10/2004 KG 122 115  1 5 2 

50018860 F 1/7/2004 KG 121 115 
 

3 6 2 

50019001 M 5/21/2004 KG 116 115 
 

5 5 2 

50027894 F 11/24/2003 KG 120 115 
 

2 6 2 

50020236 F 1/18/2004 KG 116 115 
 

6 5 2 

50029437 M 3/25/2004 KG 144 115 
  

5 2 

50029969 M 3/31/2004 KG 107 115  1 
 

2 

50019102 F 2/27/2004 KG 136 115 
 

3 5 2 

50029056 F 1/22/2004 KG 136 115 
 

3 6 2 

50027604 F 4/6/2004 KG 114 115 
 

3 5 2 

50029329 M 12/26/2003 KG 138 115 
  

4 2 

50022392 F 3/13/2004 KG 128 115 
 

5 
 

2 

50029630 F 3/6/2004 KG 134 115 
 

3 5 2 

50011945 M 2/17/2004 KG 111 115  1 
 

2 

50027859 M 4/5/2004 KG 121 115 
 

2 5 2 

50030935 M 9/9/2004 KG 120 115 
 

0 
 

2 

50030844 M 10/2/2003 KG 136 115 
 

3 5 2 

50030308 M 5/29/2004 KG 114 115 
 

4 5 2 
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50030525 F 7/10/2004 KG 116 115 
 

2 5 2 

50029675 F 5/10/2004 KG 146 115 
 

5 
 

2 

50029839 M 9/28/2004 KG 128 115 
 

4 6 2 

50012515 F 12/5/2003 KG 140 115  1 5 2 

50018748 F 4/23/2004 KG 126 115 
 

5 4 2 

50029527 M 2/18/2004 KG 148 115 
  

5 2 

50012145 M 10/21/2003 KG 134 115  1 4 2 

50030240 F 6/25/2004 KP 139 115  1 5 2 

50026436 M 2/12/2004 KG 135 115 
 

5 6 2 

50011305 F 12/4/2003 KG 121 115  1 6 2 

50030067 F 5/6/2004 KG 122 115 
 

5 6 2 

50030847 M 6/16/2004 KG 109 115 
 

4 6 2 

50030406 F 3/22/2004 KG 109 115 
 

3 6 2 

50018867 F 1/8/2004 KG 128 115 
 

4 
 

2 

50029153 M 11/24/2003 KG 138 115 
 

4 6 2 

50031071 M 3/26/2004 KG 104 115 
 

4 4 2 

50026723 F 10/20/2003 KG 144 115 


5 5 2 

50026703 F 7/15/2004 KG 120 115 
 

4 5 2 

50019567 M 3/26/2004 KG 136 115 
 

5 5 2 

50017220 M 3/1/2004 KG 148 115 
 

4 5 2 

50010529 M 12/17/2003 KG 121 115  1 5 2 

50030951 F 8/26/2004 KG 140 115 
 

5 
 

2 

50028869 F 7/13/2004 KG 140 115 
 

5 6 2 

50029635 F 8/8/2004 KG 142 115 
 

5 
 

2 

50025093 M 1/14/2004 KA 527 115 
 

3 5 2 

50024789 M 8/13/2004 KG 110 115 
 

4 6 2 

50024893 M 8/7/2004 KA 139 115 
 

3 5 3 

50001959 F 5/1/2004 KG 140 115 
 

6 5 3 

50018111 F 12/10/2003 KG 140 115 
 

5 
 

3 

50014342 F 1/24/2004 KG 104 115 
 

3 
 

3 

50019424 F 7/27/2004 KG 120 115  1 6 3 

50024718 M 7/31/2004 KG 120 115 
 

2 6 3 

50028259 M 5/22/2004 KG 109 115  1 5 3 

50030253 M 8/19/2004 KP 141 115 
 

5 4 3 

50029482 F 6/21/2004 KG 146 115 
 

4 5 3 

50028992 F 12/19/2003 KG 134 115 
 

3 6 3 

50018973 F 7/23/2004 KG 122 115 
 

3 6 3 

50017885 F 1/10/2004 KG 111 115 
 

5 6 3 

50032603 M 7/20/2004 KG 126 115  1 5 3 

50019041 M 8/6/2004 KP 952 115 
 

4 
 

3 

50030379 F 5/19/2004 KG 111 115 
 

5 6 3 

50025081 F 6/28/2004 KG 116 115 
 

4 5 3 

50025814 F 9/2/2004 KG 126 115 
 

5 5 3 
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50027862 M 3/2/2004 KG 112 115 
 

6 
 

3 

50024701 M 2/19/2004 KG 120 115 
 

4 6 3 

50027598 M 10/3/2003 KG 114 115 
 

3 5 3 

50018805 F 1/3/2004 KA 141 115 
 

3 6 3 

50028342 M 11/14/2003 KA 117 115  1 5 3 

50029121 F 5/5/2004 KG 138 115 
 

4 6 3 

50030370 F 3/19/2004 KG 148 115 
 

3 
 

3 

50020056 M 7/30/2004 KP 508 115  1 5 3 

50019018 M 2/3/2004 KG 132 115 
 

5 6 3 

50030651 M 3/21/2004 KG 114 115 
 

6 6 3 

50032579 F 5/26/2004 KG 506 115  1 5 3 

50029360 F 8/24/2004 KG 142 115 
 

5 5 3 

50019141 M 1/23/2004 KG 134 115 
 

3 6 3 

50029543 M 8/31/2004 KG 111 115 
 

2 6 3 

50035057 F 5/3/2004 KG 140 115  1 
 

3 

50018164 F 10/20/2003 KG 136 115 
 

4 6 3 

50024884 M 3/16/2004 KP 107 115 
 

3 6 3 

50024710 F 10/4/2003 KG 120 115 
 

3 6 3 

50019070 F 4/18/2004 KG 135 115 
 

3 6 3 

50028909 F 10/17/2003 KG 116 115 
 

3 
 

3 

50029335 F 4/27/2004 KG 138 115 
 

5 5 3 

50029503 M 11/14/2003 KG 148 115 
 

4 5 3 

50029838 F 9/11/2004 KG 134 115 
 

1 6 3 

50014406 F 9/13/2004 KG 109 115 
 

4 5 3 

50030608 F 9/10/2004 KG 121 115 
 

4 6 3 

50029372 F 8/16/2004 KG 104 115 
 

5 4 3 

50029475 F 5/29/2004 KG 121 115 
 

3 6 3 

50014372 F 6/7/2004 KA 105 115 
 

4 6 3 

50022592 M 4/6/2004 KG 146 115 
 

5 
 

3 

50029496 M 12/12/2003 KG 148 115 
 

3 4 3 

50030655 F 5/17/2004 KG 114 115 
 

4 6 3 

50029094 M 6/11/2004 KG 114 115 
 

3 6 3 

50030393 M 1/2/2004 KG 148 115 
 

3 
 

3 

50021214 F 12/9/2003 KG 109 115  1 6 3 

50027188 M 6/26/2004 KG 104 115 
 

4 6 3 

50017782 M 12/14/2003 KG 114 115 
 

3 6 3 

50025952 F 12/26/2003 KG 121 115 
 

4 5 3 

50031079 M 3/22/2004 KG 135 115 
 

3 6 3 

50019177 M 10/2/2003 KG 144 115 
 

3 6 3 

50030781 M 9/15/2004 KG 104 115 
 

3 5 3 

50029004 M 9/6/2004 KG 132 115 
 

4 6 3 

50030554 M 5/22/2004 KG 114 115 
 

2 6 3 

50031074 M 3/26/2004 KG 104 115 
 

4 4 3 
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50019413 M 5/12/2004 KG 148 115  1 5 3 

50010057 F 11/7/2003 KA 105 115  1 6 3 

50017958 M 1/21/2004 KG 136 115 
 

4 
 

3 

50024767 M 3/16/2004 KG 110 115 
 

4 6 3 

50027247 M 3/27/2004 KG 140 115 
 

3 6 4 

50030680 M 8/8/2004 KG 109 115 
 

2 6 4 

50018342 F 11/28/2003 KG 144 115 
 

5 6 4 

50030716 M 1/6/2004 KG 121 115 
 

3 
 

4 

50029332 F 10/4/2003 KG 138 115 
 

6 5 4 

50025754 F 5/10/2004 KG 104 115  1 6 4 

50030785 M 4/14/2004 KG 111 115 
 

1 
 

4 

50030653 F 6/24/2004 KG 114 115 
 

5 
 

4 

50029526 M 10/7/2003 KG 148 115 
 

3 5 4 

50029500 M 6/6/2004 KG 148 115 
 

5 5 4 

50026311 F 1/7/2004 KA 126 115 
 

4 6 4 

50019157 M 11/10/2003 KG 142 115 
 

4 6 4 

50029128 M 3/21/2004 KG 138 115 
 

4 5 4 

50019360 F 7/30/2004 KP 508 115  1 6 4 

50020082 M 5/24/2004 KA 138 115 
 

5 
 

4 

50016243 F 12/30/2003 KG 120 115 
 

3 6 4 

50029615 F 8/25/2004 KG 148 115 
 

4 6 4 

50027897 F 3/30/2004 KG 120 115 
 

1 5 4 

50024685 M 4/10/2004 KG 111 115 
 

4 6 4 

50029505 M 12/24/2003 KG 148 115 
 

3 5 4 

50019227 M 7/18/2004 KG 121 115  1 6 4 

50030916 M 12/5/2003 KG 120 115 
 

3 
 

4 

50027206 M 8/18/2004 KG 114 115 
 

4 6 4 

50018139 M 12/13/2003 KG 134 115 
 

5 6 4 

50029354 M 1/27/2004 KG 138 115 
 

5 5 4 

50029804 F 11/24/2003 KG 128 115 


6 6 4 

50024877 M 7/18/2004 KA 139 115 
 

3 4 4 

50021404 F 11/24/2003 KG 527 115  1 6 4 

50029556 M 7/5/2004 KG 148 115 
 

4 6 4 

50030179 M 11/16/2003 KG 122 115 
 

3 6 4 

50026717 F 6/24/2004 KG 114 115 
 

4 5 4 

50028020 F 2/16/2004 KG 111 115 
 

3 
 

4 

50027491 M 7/22/2004 KG 134 115 
 

6 6 4 

50025873 F 6/16/2004 KG 114 115 
 

4 6 4 

50024936 M 2/12/2004 KP 107 115 
 

4 6 4 

50027835 F 6/19/2004 KP 107 115 
 

3 6 4 

50031389 M 4/21/2004 KP 141 115  1 6 4 

50029763 F 9/28/2004 KG 132 115 
 

2 6 4 

50021412 F 12/11/2003 KG 527 115  1 5 4 
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50024707 F 2/12/2004 KG 120 115 
 

3 5 4 

50019108 M 11/23/2003 KG 138 115 
 

6 6 4 

50027790 M 12/12/2003 KA 105 115 
 

4 6 4 

50029298 F 3/17/2004 KG 132 115 
 

8 6 4 

50029622 M 10/14/2003 KP 139 115 
 

5 4 4 

50018245 F 2/13/2004 KG 121 115 
 

4 6 4 

50029481 F 2/7/2004 KG 146 115 
 

4 6 4 

50031016 F 11/18/2003 KG 140 115 
 

4 6 5 

50022303 M 11/1/2003 KP 141 115  1 6 5 

50029686 M 8/23/2004 KG 140 115 
 

5 
 

5 

50027325 M 8/3/2004 KG 114 115 
 

4 6 5 

50031682 M 5/14/2004 KG 527 115  1 
 

5 

50019258 M 4/20/2004 KA 105 115  1 6 5 

50019255 M 4/20/2004 KA 105 115  1 5 5 

50028864 M 12/19/2003 KG 112 115 
 

4 6 5 

50030553 M 2/25/2004 KG 124 115 
 

5 6 5 

50029520 F 10/17/2003 KG 148 115 
 

5 6 5 

50028863 F 5/27/2004 KG 112 115 
 

3 6 5 

50018952 F 6/22/2004 KG 112 115  1 5 5 

50028346 M 11/14/2003 KA 117 115  1 6 5 

50030631 M 8/1/2004 KG 142 115 
 

4 4 5 

50029744 M 4/23/2004 KG 128 115 
  

6 5 

50031576 M 11/6/2003 KG 114 115 
 

3 6 5 

50020808 F 9/11/2004 KG 148 115  1 6 5 

50029522 M 11/28/2003 KG 148 115 
 

4 6 5 

50021022 F 2/4/2004 KP 506 115  1 5 5 

50029000 F 4/28/2004 KG 132 115 
 

3 6 5 

6 F 2/20/2004 KG 120 115 
 

4 6 5 

50027184 M 7/30/2004 KG 138 115 
 

4 5 5 

50027872 F 5/12/2004 KP 107 115 
 

2 5 5 

50029748 M 4/23/2004 KG 135 115 
 

2 6 5 

50030411 F 10/19/2003 KA 527 115 
 

3 5 5 

50029772 F 12/25/2003 KG 122 115 
 

2 6 5 

50019066 F 10/9/2003 KG 144 115 
 

4 
 

5 

50029414 F 1/16/2004 KG 140 115 
 

4 6 5 

50026484 F 6/9/2004 KG 114 115 
 

4 6 5 

50027560 M 7/17/2004 KG 114 115 
 

5 5 5 

50031094 M 10/31/2003 KG 116 115 
 

1 5 5 

50031796 F 1/26/2004 KP 508 115  1 6 5 

50027640 M 1/16/2004 KP 105 115 
 

5 5 6 

50031528 F 9/21/2004 KP 139 115 
 

2 
 

6 

50019422 M 6/24/2004 KG 109 115  1 5 6 

50031491 F 7/10/2004 KG 135 115 
 

2 5 6 
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50018468 M 9/8/2004 KG 120 115 
 

3 6 6 

50028993 M 5/13/2004 KG 134 115 
 

3 6 6 

50018823 F 12/23/2003 KG 109 115 
 

6 6 6 

50018962 F 10/3/2003 KG 111 115 
 

4 
 

6 

50018119 M 4/12/2004 KA 139 115 
 

5 6 6 

50020084 M 8/29/2004 KG 110 115 
 

2 6 6 

50030528 F 9/27/2004 KP 105 115 
 

3 6 6 

50020254 M 8/31/2004 KG 112 115 
 

1 
 

6 

50024865 M 11/16/2003 KG 110 115 
 

4 6 6 

50025821 M 9/18/2004 KG 109 115 
 

5 6 6 

50024872 M 5/8/2004 KP 139 115 
 

4 4 6 

50032595 F 10/30/2003 KG 128 115  1 6 6 

50018950 F 10/14/2003 KG 112 115 
 

4 6 6 

50019917 F 8/9/2004 KA 117 115 
 

4 
 

6 

50012530 M 10/24/2003 KA 139 115  1 6 6 

50024879 F 12/28/2003 KP 139 115 
 

4 6 6 

50032670 F 5/31/2004 KG 114 115  1 
 

6 

50017150 M 5/25/2004 KP 117 115 


4 6 6 

50018918 M 11/26/2003 KG 110 115 
 

5 6 6 

50011956 M 1/24/2004 KA 508 115  1 5 6 

50029043 M 4/16/2004 KG 124 115 
 

5 6 6 

50018988 M 10/31/2003 KG 142 115 
 

4 6 6 

50029624 M 2/18/2004 KA 141 115 


4 
 

7 

50030133 M 3/13/2004 KG 122 115 
 

2 6 7 

50027375 M 12/28/2003 KG 126 115 
 

3 6 7 

50029537 M 12/1/2003 KA 141 115 
 

2 6 7 

50019249 F 5/7/2004 KG 508 115  1 6 7 

50018964 M 1/12/2004 KG 112 115 
 

5 6 7 

50021900 M 2/2/2004 KG 112 115  1 6 7 

50020268 M 1/16/2004 KG 112 115 
 

1 6 7 

50028157 M 11/7/2003 KG 146 115 
 

1 
 

7 

50025851 M 5/20/2004 KG 126 115 
 

4 5 7 

50029631 F 11/20/2003 KG 132 115 
 

5 6 7 

50028912 F 9/19/2004 KG 116 115 
 

3 5 7 

50030392 F 6/21/2004 KG 111 115 
 

3 
 

7 

50014508 M 11/6/2003 KA 107 115 
 

3 6 7 

50025091 M 5/31/2004 KG 116 115 
 

4 5 7 

50024945 M 9/4/2004 KG 109 115 
 

8 5 7 

50028987 M 9/25/2004 KG 132 115 
 

5 6 7 

50018561 M 10/22/2003 KG 140 115 
 

3 6 7 

50030428 F 7/27/2004 KG 128 115 
 

3 6 7 

50032884 M 2/1/2004 KG 121 115  1 6 7 

50025020 F 3/12/2004 KG 109 115 
 

5 6 7 
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50030736 M 6/10/2004 KA 141 115 
 

6 4 8 

50018834 M 7/30/2004 KG 146 115 
 

3 6 8 

50025092 M 4/16/2004 KG 116 115 
 

3 5 8 

50030924 M 4/27/2004 KG 114 115 
 

3 
 

8 

50028995 M 3/4/2004 KG 132 115 
 

6 6 8 

50024873 F 7/5/2004 KP 139 115 
 

5 6 8 

50032703 M 7/21/2004 KP 139 115 
 

1 5 8 

50016503 F 4/6/2004 KG 120 115 
 

4 4 8 

50028983 F 2/24/2004 KG 132 115 
 

6 6 8 

50029498 F 5/3/2004 KG 148 115 
 

5 5 8 

50017887 M 2/16/2004 KA 105 115 
 

5 6 8 

50018977 F 10/20/2003 KG 112 115 
 

4 6 8 

50020092 F 10/6/2003 KG 142 115 
 

4 6 8 

50027273 M 6/2/2004 KG 527 115 
 

3 6 8 

50027863 M 6/19/2004 KA 107 115 
 

2 6 8 

50020178 F 2/7/2004 KG 112 115 
 

2 6 8 

50030139 M 6/27/2004 KG 148 115 
 

3 
 

8 

50030180 F 5/13/2004 KG 128 115 
 

1 6 8 

50014396 M 3/7/2004 KA 105 115 
 

4 6 8 

50025048 M 5/8/2004 KG 109 115 
 

4 5 8 

50017854 F 9/4/2004 KA 139 115 
 

5 
 

8 

50012055 F 11/1/2003 KG 140 115  1 4 8 

50030348 M 8/23/2004 KG 111 115 
 

1 
 

9 

50030737 M 1/19/2004 KP 105 115 
 

1 
 

9 

50020276 F 3/17/2004 KG 111 115 
 

8 6 9 

50027741 F 10/16/2003 KA 105 115 
  

6 9 

50030526 F 12/31/2003 KG 116 115 
 

6 5 9 

50029367 F 12/13/2003 KG 142 115 
 

7 6 9 

50025850 F 11/23/2003 KP 126 115 
 

3 6 9 

50030574 M 11/8/2003 KG 104 115 
 

2 5 9 

50027285 M 2/2/2004 KG 140 115 
 

5 6 9 

50025945 M 2/27/2004 KG 537 115 
 

4 6 9 

50029697 F 2/28/2004 KG 135 115 
 

4 6 9 

50030449 F 10/16/2003 KG 109 115 
 

4 6 9 

50030675 M 10/30/2003 KA 107 115 
 

3 6 9 

50028060 F 11/7/2003 KG 508 115 
 

2 
 

9 

50022372 M 6/9/2004 KG 114 115  1 6 9 

50030507 M 5/6/2004 KG 136 115 
 

4 6 9 

50030405 F 1/30/2004 KG 148 115 
 

4 6 10 

50031031 F 7/11/2004 KG 126 115 
 

2 5 10 

50017954 F 11/3/2003 KG 146 115 
 

5 6 10 

50031020 F 9/13/2004 KG 114 115 
 

3 6 10 

50029708 F 9/14/2004 KG 135 115 
 

5 6 10 
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50030813 M 11/24/2003 KG 104 115 
 

3 4 10 

50030416 M 5/11/2004 KG 110 115  1 6 10 

50011999 M 2/27/2004 KG 134 115  1 6 10 

50010041 M 12/13/2003 KA 105 115  1 5 10 

50018380 F 5/23/2004 KG 537 115  1 6 10 

50019865 F 2/23/2004 KG 140 115 
 

2 6 11 

50030788 F 2/5/2004 KG 146 115 
 

1 6 11 

50025845 F 10/1/2004 KG 104 115 
 

4 6 11 

50030279 M 7/11/2004 KG 114 115 
 

3 6 11 

50019950 F 3/7/2004 KG 114 115 
 

3 6 11 

50022306 M 10/15/2003 KA 141 115  1 6 11 

50020705 M 8/27/2004 KG 110 115 
 

2 6 11 

50020355 M 8/30/2004 KP 139 115  1 5 11 

50011947 M 2/17/2004 KG 111 115  1 
 

11 

50029643 M 2/4/2004 KG 124 115 
 

3 6 11 

50024792 M 12/26/2003 KA 107 115 
 

3 6 11 

50022107 F 1/12/2004 KG 109 115 
 

4 6 11 

50029555 F 2/24/2004 KG 120 115 
 

4 6 11 

50029755 M 6/12/2004 KG 135 115 
 

7 6 11 

50027876 F 6/22/2004 KA 107 115 
 

2 6 11 

50030691 F 8/7/2004 KG 121 115 
 

2 
 

11 

50014340 F 2/24/2004 KG 109 115 
 

2 6 11 

50029300 F 5/8/2004 KG 135 115 
 

5 6 11 

50028901 F 11/19/2003 KG 116 115 
 

2 
 

12 

50030949 M 9/27/2004 KG 116 115 
 

5 6 12 

50027861 M 9/14/2004 KA 107 115 
 

3 
 

12 

50031471 M 1/8/2004 KG 140 115  1 6 12 

50025820 F 5/5/2004 KG 128 115 
 

6 6 12 

50027777 M 5/13/2004 KA 105 115 
 

5 6 12 

50020183 M 10/12/2003 KA 107 115 
 

3 6 12 

50030708 F 3/26/2004 KG 142 115  1 6 12 

50020270 F 1/16/2004 KG 112 115 
 

1 6 12 

50019296 M 4/20/2004 KG 109 115 
 

1 5 12 

50018994 F 11/6/2003 KP 141 115 
 

1 
 

12 

50009647 M 11/8/2003 KP 141 115  1 6 13 

50028866 M 11/22/2003 KG 112 115 
 

5 6 13 

50026341 M 2/10/2004 KG 109 115 
 

4 6 14 

50024790 M 10/13/2003 KG 128 115 
 

3 6 14 

50030390 F 2/6/2004 KG 111 115 
 

5 
 

14 

50025044 M 12/30/2003 KG 109 115 
 

4 6 14 

50030803 M 12/23/2003 KG 140 115 
   

15 

50030612 M 9/9/2004 KG 144 115 
 

2 6 15 

50017856 F 6/27/2004 KG 140 115 
 

4 6 15 
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50025943 F 8/15/2004 KG 140 115 
 

4 6 15 
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APPENDIX I 

RISK FACTOR ELIGIBILITY FORM 

 

 
Aurora Public Schools 

   

 
 Early Childhood Education 

   

 
Colorado Preschool Program 

  

 
        Eligibility Factors 

   

     Child's Name:_________________________________     DOB:__________________     Date:____ 

        

RISK FACTORS: DESCRIPTION: ELIGIBILITY: 
 

 
    

 Receives services from The     
 Colorado Dept. of Human     
 Services or Public Assistance     
       
 

 
    

 Foster Child     
       
 

 
    

 Birth Related Risks Low Birth Weight   
 

 
Premature Birth   

       
 

 
    

 Health Concerns Diagnosed Medical Condition   
       
 

 
    

 Receives Medicaid     
       
 

 
    

 Family Qualifies for Free     
 and/or Reduced Lunch     
       
 

 
    

 Parent Did Not Complete     
 High School     
       
 

 
    

 Child Needs Language Development      
 or is English Language Learner     
       
 

 
    

 Unmarried AND Under 18 Parent      
       
 Poor Social Skills of Child     
       
 Frequent Family Moves     
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 Parental Substance Abuse     
 Parental Abuse in Home     
       
 

 
    

 Homeless/No Permanent     
 Home     
       
 

PARENT EDUCATION: MOM DAD 
 

Did not complete high school     
 

Completed high school     
 

Technical School or some college     
 

College Degree     
 

Post Graduate study       

Developmental Concerns:   Concerns: 
 

 
Language     

 
Speech     

 
Concept Skills     

  Motor Skills     
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