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Abstract 

Prekindergarten forms an important transition between home and formal learning in 

kindergarten, and prekindergarten teachers are essential contributors and influencers in 

their students’ readiness into formal schooling. The problem addressed in this study was 

early childhood educators in one state in the southwestern United States are challenged 

regarding how they support the academic readiness of students who will be entering 

kindergarten. The purpose of this basic qualitative study was to explore prekindergarten 

teachers’ perspectives regarding their support of academic readiness for kindergarten in 

prekindergarten students. The conceptual framework of this study was Pianta’s ecological 

and dynamic model of transition. The research question addressed how kindergarten 

teachers describe their support of the academic readiness of students transitioning into 

kindergarten. Data were collected from semistructured interviews via Zoom 

teleconferencing with 10 prekindergarten teachers who taught students aged 3 to 5 in the 

target state. Data were analyzed using thematic coding. Results showed that teachers have 

a shared definition of school readiness; teachers’ firsthand classroom experiences in 

assessing children’s skills shaped their instructional practices and how they prepared 

children for kindergarten; and factors, such as lack of parental involvement, lack of 

instructional time, and changes in the classroom, affected teachers’ effectiveness in 

helping children become school ready. Implications for positive social change include 

that the findings can help administrators become better informed of challenges in 

developing readiness in children. Positive social change can result when teachers are 

supported in their readiness efforts, and all children enter kindergarten fully ready.  
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Chapter 1: Introduction to the Study  

The topic under study was the perspectives of prekindergarten teachers in regard 

to school readiness and how they are challenged to support the academic readiness of 

students for kindergarten. Forty-one percent of children who attended childcare centers in 

a major city in the southwestern United States where this study took place were assessed 

as not ready for kindergarten, suggesting a gap in practice at the prekindergarten level. 

The first chapter of this study includes a synopsis of background literature as well as a 

discussion of the problem, purpose, conceptual framework, and the research questions. In 

this chapter,  I also describe the assumptions and limitations of the study and suggest why 

the study is significant. 

Background 

School readiness has been a reoccurring theme of debate among prekindergarten 

educators. Though previous research studies have explored this topic, there was little 

known about the perspectives of the prekindergarten educator and why they think that 

children are not properly equipped and prepared for school once they enter kindergarten. 

According to Rouse et al. (2020), prekindergarten educators present differing 

perspectives in regards of their views in school readiness and how much school readiness 

produces an actual challenge within their profession. Scherr and Johnson (2019) found 

that teacher perspectives and the way they view their role as educator may have possibly 

inhibited their actions in support of school readiness as readiness was defined by their 

school district. Purtell et al. (2020) found that educators and school administrators lacked 

the necessary knowledge about children’s prior preschool experiences, thus indicating 
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that teachers exemplify a deficiency of understanding of school readiness. By gaining an 

understanding of and identifying what those deficiencies are, childcare center 

administrators can give educators the necessary support they need to be effective and 

properly prepare their students for kindergarten. 

Problem Statement 

The problem that was addressed through this study is early childhood educators in 

the target state located in the southwestern United States were challenged to support 

academic readiness for kindergarten in prekindergarten students. Pianta et al. (2020) 

found that many children nationwide lack school readiness competencies and those who 

eventually enter kindergarten with little readiness skills cultivate fewer skills over time. 

Bernstein et al. (2019) revealed risk factors that affect children’s school readiness, 

including family socioeconomic status, ethnic backgrounds, and parents’ educational 

background. Those factors are correlated with children’s cognitive, language, and social 

skills prior to their entry into kindergarten (Bernstein et al., 2019). 

 Local newspapers in the target area reported that a total of 27 voluntary 

prekindergarten (VPK) providers had a readiness rate of 50% or less (Bryson, 2019). 

According to the target state’s Department of Education, 2017–2018 readiness rates 

showed that 42% of the children participated in VPK were not prepared for kindergarten. 

The Office of Early Learning in the target state declared that for a provider to administer 

successfully, the provider must achieve a readiness rate of 60% of children enrolled 

(Bryson, 2019). In 2019 report, the National Institute for Early Education Research 

reported that 37% of children completing 70% of the target state’s VPK program “were 
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not ready for kindergarten” and among 43% of VPK programs in the target state,  fewer 

than 60% of children “were ready for kindergarten (Meloy et al., 2019). A gap in practice 

was indicated, in that, although 60% is the acceptance criterion for VPK programs in the 

target state, many programs fail to meet that criterion (National Institute for Early 

Education Research, 2020). 

Purpose 

 The purpose of this basic qualitative study was to explore prekindergarten 

teachers’ perspectives regarding their support of academic readiness for kindergarten in 

prekindergarten students. I chose to employ the narrative paradigm, as described by Ford 

(2020) who stated that the purpose of a narrative inquiry is to invite readers to a sphere of 

possible contact with a developing, incomplete, and evolving situation, allowing them to 

rethink and reevaluate their views, prejudices, and experiences. This approach provided 

participants with the chance to share their personal experiences and stories in their own 

words, thus making the stories and experiences the raw data for the study. I conducted 

interviews with 10 prekindergarten teachers to gain an understanding about their 

perspectives regarding how they support children’s academic readiness for school, which 

was the phenomenon of interest. 

Research Question 

 The following research question guided this study: What are prekindergarten 

teachers’ perspectives on their development of academic readiness in students who will 

be entering kindergarten? 
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Conceptual Framework 

The phenomenon of interest in this study was the academic readiness of students 

for kindergarten. The conceptual framework of this study was based on Rimm-Kaufman 

and Pianta’s (2000) theory of school readiness, which established that a variety of factors 

affect kindergarten readiness, including teacher actions and teacher relationships with 

parents. Early childhood educators make judgments about the construct of school 

readiness, and those perspectives are based on their expectations and experiences. 

Educators interact with their students daily within a learning context, and their judgments 

concerning children’s school readiness may be the best source of information on the 

topic. Educators could be considered a great source of information about readiness 

because they have an awareness of the needs of their students.  

Exploring those perspectives in this study provided insight into what factors 

teachers believe influence their ability to develop kindergarten readiness in their students. 

Rimm-Kaufman and Pianta (2020) indicated that although child factors and factors in the 

child’s environment may affect readiness, prekindergarten teachers have agency in 

supporting children’s academic readiness for kindergarten. This framework was 

appropriate for the current study because it broadly defined school readiness as a function 

of an organized system of interactions and transactions among people; settings; and 

institutions, such as communities, neighborhoods, and governments (see Mashburn & 

Pianta, 2006). Rimm-Kaufman and Pianta’s ideas guided my development of the 

interview questions and shaped the data analysis in the current study. A more in-depth 
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description of the framework and its relevance to the current study will be presented in 

Chapter 2. 

Nature of the Study 

 In this basic qualitative study, I used interviews as the data collection method, 

which gave the participants a chance to share their personal experiences and stories in 

their own words. Interviews were appropriate in the current study because they 

contributed to a body of knowledge based on the meanings that life experiences hold for 

the interviewees (see DiCicco-Bloom & Crabtree, 2006). Other study designs would not 

have been as appropriate as interviews. For example, conducting a Likert-scale survey 

would not have fulfilled the study’s purpose of exploring teachers’ perspectives, and the 

numerical data a survey is used to collect could not have provided the rich, deep 

narratives that a qualitative study would garner (see Ravitch & Carl, 2016). While a 

survey could have permitted me to solicit participation from more teachers than it was 

feasible to interview, this increased range of coverage would have come with a reduction 

in depth of information (see Kelley et al., 2003).  

Other qualitative designs were considered for this study but were ultimately 

rejected. For example, I decided against conducting a case study because when using 

such a design, a researcher gathers information using multiple modalities and 

perspectives, which might have distracted from the current study’s purpose of exploring 

teachers’ perspectives (see Gerring, 2004). Similarly, an ethnographic study was not 

selected because when using such a design, the researcher is embedded in the target 

community and shares their experiences, which would have been outside the scope of this 
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study (see Hammersley, 2006). I, therefore, chose to conduct a basic qualitative study 

with interviews. 

Participant interviews were conducted with 10 prekindergarten teachers who 

worked with students ages 3 to 5 years old. I used the Zoom teleconference platformto 

conduct and audio record the interviews. I downloaded the audio files from Zoom and 

used Otter.ai, an automated transcription tool, to create transcripts. These transcripts were 

converted to Microsoft Word files and then reviewed and edited for accuracy. To 

thematically analyze the collected data, I read the transcripts and coded the data using 

techniques described in Chapter 3. 

Definitions 

Early childhood education: Education that includes any part- or full-day group 

program in a center, school, or home that serves children from birth through age 8, 

including children with special developmental or learning needs (National Association 

for the Education of Young Children, 1993). 

 Preschool teacher: Teachers who educate and care for children younger than 5 

years old who have not yet entered kindergarten (U.S. Bureau of Labor Statistics, 2020). 

 School readiness: The skills, knowledge, and abilities that children need to 

succeed in formal schooling, which, for most, begins at kindergarten (Pan et al., 2019). 

Assumptions 

 A researcher trying to discover the relationship between two variables must 

believe that the relationship between the two variables exists and can be discovered 

(Latief, 2009). In this study, I assumed that the prekindergarten teachers were open and 
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honest about their perspectives. Furthermore, I assumed that the prekindergarten teachers 

whom I interviewed were representative of prekindergarten teachers generally. Such 

assumptions are typical in an interview-based study that relies on the veracity of 

informants (see Ravitch & Carl, 2016). These assumptions within the context of the study 

were necessary because it was important to understand that the beliefs and perspectives 

that teachers have may affect the support they provide to children as they ready them for 

kindergarten.  

Scope and Delimitations 

 Akanle et al. (2020) explained the scope as a section in the study where the 

researcher engages in the research discussion areas, research questions, objectives, 

population, and study area covered. The scope of this study included prekindergarten 

teachers’ perspectives regarding how they support the academic readiness of students for 

kindergarten. The study was delimited to include prekindergarten teachers who worked 

with children ages 3 to 5 in independent childcare centers in the southwestern United 

States. Teachers of children 3 to 5 are the ones who prepare children for kindergarten, in 

contrast to teachers of younger or older children. Independent childcare centers are not 

constrained in curriculum and other policies that may limit centers that receive public 

funding. The childcare market in the United States is populated primarily by small, 

single-establishment firms, both profit and nonprofit, that rely on private financing 

(Tekin, 2021). Tekin (2021) noted that 62% of children of preschool age attend a 

childcare program, preschool, or prekindergarten. 
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Delimitations are defined as chiefly concerned with the scope of the study or are 

used to establish parameters (Creswell & Poth, 2016). I excluded teachers of other age 

groups, teachers who worked in other settings, teachers who taught only special topics, 

like physical education or music, or teachers who taught only children with special needs. 

These delimitations may affect transferability to teachers and settings not included in this 

study.  

Limitations 

 A limitation of this study was that it was conducted while schools were restarting 

following the COVID-19 pandemic, so teachers’ perspectives might have been shaped by 

the experience of teaching in new ways during the pandemic or not teaching at all. 

During the pandemic, educators had the responsibility of transferring face-to-face 

classroom learning experiences with their students to online learning experiences, which 

many teachers and students had never engaged in before. The suspension of face-to-face 

instruction during the pandemic or substitution of online instruction instead of face-to-

face instruction has led to concerns about students’ learning (Engzell et al., 2021), which 

may have affected teachers’ perspectives regarding how they support the academic 

readiness of students for kindergarten.  

I am a preschool teacher, so my experiences and perspectives represent a possible 

limitation of preexisting bias. To counteract this limitation, I kept a reflexivity journal 

during the research process. Considering that the researcher is the primary instrument of 

qualitative research, using a reflexivity journal helps the researcher to acknowledge any 

personal biases and assumptions that could affect the way research is conducted (Ravitch 
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& Carl, 2016). Having self-awareness while conducting research assisted me in 

producing credible work. I analyzed the data from the viewpoints and perspectives of the 

interview participants. Reducing the intrusion of bias in data collection, analysis, and 

reporting supported transferability of the study findings and enhanced the dependability 

of the results. 

Significance 

 This study is significant because it increased understanding of prekindergarten 

teachers’ perspectives regarding kindergarten readiness and how they support the 

academic readiness of children for kindergarten. Children’s success in kindergarten is 

predictive of their success in later grades (La Paro et al., 2000), so the current study has a 

potential positive effect on current and future school readiness experiences for both 

children and educators in the southwestern region of the United States. In this study, I 

addressed the gap in practice that was evident because, although 60% is the acceptance 

criterion for VPK programs in the target state, many programs failed to meet that 

criterion, according to the Department of Education in the target state. The results of this 

study have implications for positive social change because a better understanding of 

teacher perspectives on how they support children’s kindergarten readiness may lead to 

practices that improve student readiness outcomes.  

Summary 

 The problem that was addressed in this study was that educators have been 

challenged to support academic readiness for kindergarten in prekindergarten students. 

The study’s purpose was to explore prekindergarten teachers’ perspectives regarding their 
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support of academic readiness for kindergarten in prekindergarten students. There was 

little to no research that explored the perspectives of teachers and why their students are 

unequipped for kindergarten. The conceptual framework of this study was Rimm-

Kaufmann and Pianta’s (2000) theory of ecological and dynamic model of transition in 

which various factors that affect kindergarten readiness are described. Limitations that 

could have affected the study included my own experiences and perspectives and the 

suspension of face-to-face instruction due to the COVID-19 pandemic during the time 

prior to commencing interviews. In Chapter 2, I will present a review of scholarly 

literature relevant to my study’s purpose. 
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Chapter 2: Literature Review 

 The purpose of this study was to explore prekindergarten teachers’ perspectives 

regarding their support of academic readiness for kindergarten in prekindergarten 

students. In Chapter 2, I explain the process and strategy for searching the literature. The 

conceptual framework is explored in detail and is followed by a discussion of literature 

relevant to the focus of this study, including literature on the definitions of readiness, 

elements that contribute to readiness, development of academic skills in prekindergarten 

children, and how school readiness is assessed by schools is explored. A summary of key 

concepts related to the research problem, purpose, and research question is also included 

in the chapter. The chapter is concluded with a summary. 

Literature Search Strategy  

I searched for suitable literature in the following search engines and databases 

accessed through the Walden University Library: Google Scholar, Education Source, 

PubMed, SAGE Journal, ERIC, and Taylor and Francis Online. The search words and 

phrases used were early childhood education, preschool, kindergarten, school readiness, 

teacher perspectives, attitudes, school maturity, preparation, teacher-children 

relationships, teacher beliefs, child development, preschool children, preschool teachers, 

preschool education, transition to school, transition, transition practices, teacher actions, 

academic achievement, and classroom teachers. My iterative search process included 

terms, such as education, academic readiness, and early childhood education, that 

occurred in articles I had found previously. The literature contained in Chapter 2 provides 

factors that support school readiness. 
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Conceptual Framework 

The conceptual framework for this study was based on the work of Rimm-

Kaufman and Pianta (2000). In their ecological and dynamic model of transition, the 

researchers outlined how links between home, school, peers, and neighborhood cultivate 

a network of relationships that can influence a child’s transition to school, both directly 

and indirectly. Rimm-Kaufman and Pianta showed that school readiness involves the 

whole child and that readiness should be looked at as a pattern of qualities. Pianta (2002) 

also stated that those patterns of conditions and characteristics, taken together, enable 

children to take the fullest advantage of the opportunities and demands of formal 

schooling. 

Pianta’s (2002) ideas of school readiness were predicated on five dimensions: a 

child’s physical well-being, emotional maturity, social confidence, language richness, 

and general knowledge. Pianta described the core of school readiness as multifaceted and 

complex and that it is created through a combination of a child’s home experience and 

resources of the home, the resources and experiences present at childcare and preschool 

settings attended by the child, community resources that support high-quality parenting 

and childcare, the extent to which the elementary school is well linked to these families 

and child care resources, and the degree to which the classroom experiences provided the 

child in kindergarten and first grade in effectively build on competencies they brings to 

school. This suggests that teacher-child interactions, connections between the home and 

school, and child-focused instruction are factors that determine children’s school 

readiness. 
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Pianta (2002) stated that the interactions that the child has over time form a 

transactional process that creates patterns and relationships that influence the child’s 

development and transitional outcomes. Rimm-Kaufman and Pianta (2000) suggested 

that as children make the transition from preschool to schooling, a new ecology 

associated with formal schooling becomes a key focal point for the child’s transitional 

process and the degree to which the child is able to achieve a successful outcome. 

According to Velan and Vorkapic (2020), for most children, the transition from a family 

home to an institution of early childhood care and education is the first and most 

significant ecological transition in their educational life. The second significant transition 

is the child’s adaptation to kindergarten (Velan & Vorkapic, 2020). Pianta’s ideas of 

school readiness focus on teacher-initiated transitional practices and how those practices 

can be effective in providing the child with social and emotional support before and 

during a time of challenging adaptation. The most important aspect of Pianta’s ecological 

and dynamic model of transition, according to LoCasale-Crouch et al. (2008), is that 

coherent connections within and between the various contexts in a child’s life leads to 

stability in relationships and confident adjustment to a new ecology. Therefore, 

prekindergarten teachers’ practices can create a bridge of support for children as they 

transition to kindergarten (LoCasale-Crouch et al., 2008). Pianta’s ecological and 

dynamic model of transition was an appropriate framework for the current study because 

it gave relevance to transitional practices and how those practices can develop children’s 

ability to create links between people and settings during the transition to kindergarten. 
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Literature Related to Key Concepts and Variables 

In this section, I describe the school readiness initiative in the United States, 

including an extensive discussion of the definition of school readiness and how the 

definition has changed throughout the years. The review also incorporates the elements 

that contribute to school readiness, how those elements play a role in the development of 

children’s academic skills. and how school readiness is assessed by schools while using 

tools such as performance-based assessments and observation.  

Definitions of Readiness 

School readiness refers to the competencies a child possesses upon school entry 

that are essential to academic and social development (Bender et al., 2011). Snow (2006) 

reported that the notion of school readiness arose from compulsory education laws that 

were passed in 1836 in Massachusetts. The first compulsory act passed in Massachusetts 

required attendance at school of 8- to 13- year-old children for 12 weeks in the year, 

suggesting that 8-year-old children were ready for instruction, but that perhaps younger 

children were not (Clay et al., 2012). Clay et al. (2012) mentioned that even with such a 

limited educational requirement, state governments were unwilling or unable to enforce 

the attendance of children of the specified ages. In 1830, 55% of children aged 5 to 14 

were enrolled in public schools, and by the year 1870, the figure had risen to about 78% 

(Kober & Rentner, 2020, p. 4). Nonetheless, the Massachusetts School Attendance Act of 

1852 became the central focal point of the U.S. educational system in regard of educating 

its youngest citizens (Snow, 2006). The Attendance Act of 1852 also specified that 

children between the ages of 8 and 14 had to attend school for 12 weeks.  
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During the period from 1920 to 1930, being able to read was primarily regarded 

as being school ready. During the 1920s and 1930s, many children were failing first 

grade usually because of reading (Hoskisson, 1977). Hoskisson (1977) mentioned that the 

concept of readiness became associated with a particular stage of development, and 

therefore, any child who was having problems with beginning reading had not reached 

the developmental stage necessary for success in readiness. May and Campbell (1981) 

documented evidence that reading is the decisive factor in the promotion of readiness. 

Smith (1950) stated that the reading readiness concept began to unite one broad stream of 

improvement shortly after the publication in 1925 of the 24th Yearbook of the National 

Society for the study of education. Authors of the yearbook recognized the “preparatory 

period” as one period in total reading development and pushed influence the practice of 

providing preparatory work preceding first-grade practice (Smith, 1950).  

In the 1940s and 1950s, readiness still focused on reading. Certain factors were 

incorporated into the concept of reading readiness, and these factors implied that to be 

successful in school the child must have developed a variety of visual, auditory, and 

verbal experiences, which are all related to reading readiness (Roslow, 1940). Reading 

readiness mechanisms in 1940 included building and making things, playing cooperative 

games, singing songs, and reciting rhymes (Roslow, 1940). Although reading remained at 

the forefront, the concept of readiness expanded during this period to include subjects, 

such as spelling, arithmetic, and geography (Staiger, 1973). According to Whipple 

(1941), the concern with geography readiness was recognized as a factor in determining 

reading abilities and led to an emphasis on the study of geography. Russell (1943) 
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examined the factors associated with readiness for spelling, or the ability to learn English 

spelling in the primary grades. Schindler (1948) discussed readiness for learning with 

reference to the initial stages of primary reading but also recognized that readiness 

conditions included subjects, such as arithmetic, social studies, and other areas, as well as 

reading. 

In the 1950s and 1960, readiness continued to be a controversial subject. The 

goals of reading readiness included reading comprehension, interpretation, application, 

and word recognition (Pearson, 2000). Skills, such as auditory discrimination and 

memory, visual discrimination and memory, letter names and sounds, word recognition, 

and some general skills, were added to the concept of reading readiness during this period 

(Mason & Sinha, 1992). There was an ongoing struggle during the period in defining 

what reading readiness was, and the idea of readiness as a more global concept, 

incorporating cognitive abilities not specifically related to reading, was beginning to 

emerge (Mason & Sinha, 1992).  

The notion of school readiness as a phrase to define children becoming prepared 

for formal schooling is still open to interpretation today (Emig, 2000). An overall view of 

school readiness today that is endorsed by the National Education Goals Panel is that 

readiness to learn hinges on a range of factors, including a child’s health and physical 

development, social and emotional development, approaches to learning, language and 

communicative skills, and cognition/general knowledge (Shore, 1998).  

 School readiness gained national attention in 1991 through the implementation of 

six National Education Goals (Wesley & Buysse, 2003). One goal that was implemented 
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in 1991 was that all children in the United States would start school ready to learn by the 

year 2000 (Wesley & Buysse, 2003). In July 1990, the National Education Goals Panel, 

consisting of members of the Bush administration, discussed a more comprehensive 

definition of school readiness as it related not to just verbal proficiency, but also to 

emotional maturity, social skills, attention span, and child’s physical condition (Pianta, 

2002). Williams et al. (2019) described readiness as a combination of the readiness of an 

individual child, the school’s readiness for children, and the ability of the family and the 

community to support optimal early child development. Emig (2000) proposed another 

definition of school readiness that included physical, social, and emotional well-being as 

well as cognitive readiness. Linder et al. (2013) defined school readiness in relation to 

students’ cognitive abilities, while Ray and Smith (2010) related school readiness to 

maturational, social, and emotional domains and whether students have the tools 

necessary to work effectively in a classroom setting. An additional definition of school 

readiness is framed in terms of a child’s proficiency with a specific set of skills that can 

be acquired through teaching; by this definition readiness is outside of the child (Hadani 

& Rood, 2016). Lastly, Pianta (2002) described school readiness as a pattern of qualities 

and a cluster of conditions and characteristics that, taken together, enable children to take 

full use of social and intellectual opportunities and demands. School readiness includes 

the academic skills and knowledge cultivated in assisting a child to achieve the highest 

optimal learning experiences possible (Pianta, 2002). 
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Elements That Contribute to Readiness 

Elements that contribute to school readiness includes physical health, language 

skills, social and emotional development, motivation to learn, creativity, and general 

knowledge (Wangke et al., 2021). Physical health is positively associated with child 

academic achievement and active participation in society (Meates, 2021). According to 

Mak et al. (2021), evidence shows that engaging in regular physical activity at a young 

age results in numerous benefits, such as associated improvements in physical, 

psychosocial, and cognitive development domains and eventual academic performance. 

Cheung et al. (2019) suggested that preschool teachers may not be aware that motor 

development provides a foundation for cognitive development. Motor development refers 

to changes in movement patterns that occur over an individual lifespan and the process 

through which these changes take place (Wang et al., 2023). Wang et al. (2023) stated 

that gross motor skills, fine motor skills, and motor coordination comprise of a series of 

fluid and effective movements learned for the acquisition of specific skills. This type of 

development is essential for children’s readiness. 

Emotional and social maturity are demonstrated by independence, resourcefulness 

in various situations, dutiful persistence in pursuing goals, and acceptance of failure 

(Ziemba, 2019). Emotionally mature children have little trouble establishing contact with 

other people, comply with classroom rules, can function easily in a group setting, and 

possess self-discipline (Ziemba, 2019). Social competence in the early years is 

characterized by the effectiveness of a child engaging in social interaction with peers and 

adults (Junge et al., 2020). According to Junge et al. (2020), being socially competent is 
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the behavioral manifestation of a child’s emotional and regulatory competencies while 

interacting with other people. Abilities, such as cooperation, empathy, or autonomy, 

promote well-being and adjusted status in the diverse contexts of human interaction 

(Romero-Lopez et al., 2020). By acquiring social competence skills, children in 

preschool build and maintain more successful relationships with parents and teachers at 

the start of school and have more positive interactions with friends (Martinsone et al., 

2022). Having social competence and skills are among the most significant achievements 

in childhood for interpersonal adaptation (Romero-Lopez et al., 2020). The preschool 

classroom becomes a social laboratory where children develop and improve their 

emotional and interpersonal skills, learn and understand established norms, and make 

their first friends (Romero-Lopez et al., 2020).  

Children rapidly develop their vocabulary during the early years, and early 

vocabulary skills are found to be a strong predictor for later reading abilities and 

educational attainment (Hansen & Broekhuizen, 2021). Children’s development is 

strongly influenced by the home language environment, which consists of speech 

children hear (both quantity and quality) and their own language productions (Beecher & 

Van Pay, 2021). Language development requires input from and practice with 

knowledgeable communication partners, such as parents and other caregivers (Beecher & 

Van Pay, 2021). Linberg et al. (2020) noted that early differences in vocabulary could be 

traced back to experiences in the learning environment at home when vocabulary starts to 

grow quickly. A literacy-rich classroom environment is one in which children interact 

with different kinds of print, such as signs, labels, age-appropriate books, word walls, 
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graphs, and other printed materials, as well as deliberate and recurrent high-quality verbal 

input from fellow students and teachers (Pratiwi et al., 2019).  

Pan (2019) defined cognition and general knowledge as ways of thinking and 

acquiring knowledge that promotes learning. According to Bai et al. (2021), of all the 

domains of child development, general knowledge is the most important for a child’s 

school readiness because it is the foundation on which young learners will base their 

understanding of science, mathematics, and social studies. Children’s cognitive 

understanding develops through the combination of maternal and nonmaternal childcare 

(Chaparro et al., 2020). Cognition or thinking spans a range of information processing 

skills involved in learning, memory, communication, and problem solving (Zelazo et al., 

2021). Zelazo et al. (2021) explained that cognition skills are essential for healthy 

adaptation in society, and individual differences in such skills predicts important 

developmental outcomes, educational achievement, and job success. 

Development of Academic Skills in Prekindergarten Children 

Kuhfeld et al. (2020) suggested that the first 5 years of a child’s life lays the 

foundation for all subsequent learning and development, and the academic skills mastered 

by prekindergarten students are highly predictive of future academic success. Acquiring 

preacademic reading and math skills starts at home and contributes to school readiness 

(Avelar et al., 2023). Preschoolers’ skills in language, literacy, math, and social and self-

regulation are the central focus of most states’ early learning standards (Ansari et al., 

2021).  
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Avelar et al. (2023) indicated that children who acquire preacademic skills in their 

preschool years have a great likelihood of successful entry to school, which is also 

associated with highr academic achievement later in school, graduation from high school, 

and securing employment. Ricciardi et al. (2021) also found early advantages in 

cognitive, numeracy, and literacy skills resulted in better academic outcomes in early 

elementary school. Ricciardi et al. stated that skills measured during the preschool years 

that historically have not been classified as “academic” are related to academic outcomes 

in elementary schools. These less traditional skills in school readiness include 

socioemotional skills, including secure attachment, directed attention, management of 

interpersonal problems, and self-control (Ricciardi et al., 2021). 

Although children’s preacademic skills are important to their later school success, 

they are unable to learn those skills on their own. McCoy et al. (2019) stated that 

preacademic skills in prekindergarten children includes their math, language, and literacy 

content knowledge. The role of the preschool teacher in particular has been shown to 

positive short-term and long-term impacts on preschoolers’ academic outcomes (McCoy 

et al., 2019). Chen et al. (2020) suggested that positive interactions with teachers and 

with peers and the way that teachers manage interpersonal relationships interactions in 

the classroom influence children’s long-term social, emotional, and academic 

development. At the same time, teachers have concerns about children’s mastery of skills 

that are needed to ensure prekindergarten readiness, as well as the issues that are created 

in teachers’ self-efficacy. According to Allee et al. (2024), teachers now report 

significantly increased academic expectation of children at kindergarten entry than was 
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the case 30 years ago. Musa et al. (2019) indicated the role of teachers in this century is 

more challenging than in the past, because of the current need to develop students who 

meet the requirements from various professional perspectives, compared to instructional 

requirements of the last century which focused on a limited set of demands. Teachers 

with low self-efficacy often face difficulty in performing their task (Musa et al., 2019). 

 A recent study conducted by Murphy et al. (2023) stated that nearly 80% of 

teachers felt that overall student functioning was worse or much worse than before the 

COVID-19 pandemic. Murphy et al. stated that teachers reported being underprepared, 

unqualified, and unsupported at the start of virtual learning conducted in response to 

pandemic restrictions on group assembly, which led many teachers to quitting. The 

resulting influx of replacement teachers now causes concern about a lack of qualified 

early education teachers remaining in the profession. Inexperienced preschool teachers 

who are not confident in their content knowledge or who perceive classroom 

management as an obstacle in their daily work may avoid challenging content areas in 

their daily teaching activities (Nasiopoulou, 2023). Nasiopoulou (2023) indicated the 

intensified learning orientation of the preschool curriculum over the last decade, 

combined with a lack of knowledge and teaching skills, affect preschool teachers’ work 

in curriculum content areas, particularly when there is an increase of the number of 

children in the group. Barriers such as these could create discouragement in teachers and 

affect how they instruct their students in mastering academic skills for kindergarten. 
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How School Readiness is Assessed by Schools 

School readiness is typically determined using performance-based assessments or 

observational measures. Polly (2019) summarized performance-based assessments as 

those in which learners complete a complex task or series of tasks in order to demonstrate 

their learning. Gyamfi (2023) stated that performance-based assessment tasks access all 

aspects of student learning by determining means of by which students assimilate 

information, store, and apply information in novel ways. Early childhood educators carry 

out school readiness assessment based on child development achievement (Retnawati, 

2021). 

Observation is a well-established tool for assessing children’s skill mastery and 

their cognitive approach to contextual problems (Birkeland et al., 2020). The observation 

of young children’s learning requires gathering evidence of growth within the natural 

classroom environment, often recorded in anecdotal records or checklists based on 

informal surveillance of classroom activity (Gökce, 2019). According to Peterson and 

Elam (2020), intentional teachers use their observations to plan and implement 

curriculum, set up engaging learning environments, monitor the children’s social 

interactions, track behaviors, communicate with families, and assess each child’s 

progress and development. Gökce (2019) suggested that observation is a valuable 

research and education tool widely used to assess children’s capabilities, and 

Heydarnejad et al. (2022) noted that performance-based assessments concentrates on 

observation and evaluation of the learner’s progress in action and on action. Furthermore, 
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performance-based assessments potentially informs how the learners authentically 

mastered the materials (Heydarnejad et al., 2022). 

The key element in assessing school readiness is what is assessed. In addition to 

displaying validity at any given point, these measures also need to measure changes in 

children’s skills over time (Russo et al., 2019). Observational measures are more variable 

because they rely on classroom events and interpersonal relationships to create the 

context for what is assessed. According to Gökce (2019), observations typically occur as 

they happen, usually without prior intention on the part of the observer, and may extend 

over many minutes or even create a pattern over a longer period of time. Preschool 

teachers are suggested to use ongoing observations as a way of being proactive and 

preventing possible problems that would arise in the classroom (Gökce, 2019). Because 

observations happen in the course of an ongoing school day, they typically are made by 

teachers in the course of their work and so may be vulnerable to situational and personal 

factors that make observations less standardized than performance-based assessments. 

Observation data often are narrative and not criterion referenced; thus, participatory and 

narrative methodologies appear to be the most used and profession-relevant (Birkeland et 

al., 2020). However, observations capture the thinking and performance of a child in their 

natural environment and so may provide insights into a child’s school readiness not 

captured by performance-based measures, particularly regarding social skills and 

executive functions.  

Assessment systems established by a childcare center or kindergarten program 

may influence what preschool teachers regard as important in their work in developing 
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academic readiness in young children. This requires teachers to have a deeper knowledge 

of how to address a diverse array of learners and more defined diagnostic abilities to 

inform their decisions (Kim et al., 2019). The emphasis in readiness assessment on 

discrete skills or wholistic patterns of thinking creates an expectation for what is taught 

and how (Darling-Hammond et al., 2020). Teachers’ perspectives regarding their support 

of academic readiness for kindergarten in prekindergarten students may be guided by 

how readiness is assessed. 

Summary 

In this chapter, I first discussed the various definitions of school readiness and 

how those definitions have changed throughout the years. In recent years, the most 

recognized definition of school readiness was developed by the National Education Goals 

Panel. Next, I described the five elements that contribute to readiness for young children 

and how each element plays an essential role in the success of young children within a 

formal school setting. Then, I presented the development of academic skills in preschool 

children and what academic skills are considered in predicting young children’s success 

in later years. Prekindergarten teachers are deemed to be the most effective facilitators in 

assisting young children in acquiring pre-academic skills. Finally, I indicated how school 

readiness is assessed in schools by using effective tools such as performance-based 

assessments and observation. The tools are used as a guide to help educators keep track 

of the overall academic progress of their youngest learners, in addition to supporting a 

child’s capacity of increasing their fullest potential. In Chapter 3, I will present the 
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method by which I explored teachers’ perspectives regarding their support of academic 

readiness for kindergarten in prekindergarten students. 
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Chapter 3: Research Method 

The purpose of this basic qualitative study was to explore prekindergarten 

teachers’ perspectives regarding their support of academic readiness for kindergarten in 

prekindergarten students. In this chapter, I describe my use of a basic qualitative design 

in this study. This chapter also includes a discussion of my role as researcher, the study 

methodology, and how I addressed issues of trustworthiness and ethical procedures.  

Research Design and Rationale 

 The following research question guided this study: What are prekindergarten 

teachers’ perspectives on their development of academic readiness in students who will 

be entering kindergarten? A basic qualitative design supported my intention to elicit 

people’s individual, diverse experiences in the context of their lifeworld (see Caelli et al., 

2003). Although a survey would have permitted me to solicit information from many 

more participants, a quantitative method was inappropriate for this study because surveys 

enable numerical tabulation of specific concepts but do not solicit participants’ original 

perspectives (see Ravitch & Carl, 2016). I considered using observations as the basis for 

my qualitative inquiry but did not because qualitative observation involves collecting 

data using one’s senses, especially looking and listening in a systematic and meaningful 

way, which did not align with my purpose of exploring teacher perspectives (see Smit & 

Onwuegbuzie, 2018). In a typical case study, information is gathered using multiple 

modalities and perspectives, which might have distracted from the current study’s 

purpose of exploring teachers’ perspectives (see Gerring, 2004). An ethnographic study, 

in which the researcher is embedded in the target community and shares their 
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experiences, was outside the scope of the current study (see Hammersley, 2006). 

Therefore, I conducted this study using a basic qualitative design and interviews.  

Role of the Researcher 

 My role in the research process was that of the participant observer. The 

participant observer role is defined as the process of entering a group of people with a 

shared identity to gain an understanding of their community (Allen, 2017). To fully 

understand the perspectives of the teachers, I interacted with them in one-to-one 

interviews. A supportive connection was established with participants because I am a 

fellow educator and was not in either the instructor or supervisory positions. I currently 

teach 3-year-olds in the same district from which I invited participants, but I did not 

include participants with whom I worked. I had no authority over any teachers, including 

prospective participants.  

 I have personal biases regarding the topic of academic readiness for kindergarten 

because although I am not a prekindergarten teacher, I am aware of the need to prepare 

prekindergarten children for kindergarten success. These biases were addressed by 

structuring and framing my interview questions skillfully and maintaining objectivity 

during the interviews and the data analysis process. Keeping a reflexivity journal, as 

suggested by Ravitch and Carl (2016), helped monitor my preexisting ideas and kept 

them from intruding into the study. This method decreased any likelihood of biases 

affecting the study process. 
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Methodology 

Participant Selection 

  The population of interest in this study was teachers of prekindergarten children 

in one state in the southwestern United States. I used the snowball sampling method in 

this study. As noted by Etikan et al. (2016), snowball sampling refers to a sample in 

which an initial participant shares information about the study with another prospective 

participant; this second participant, then shares information about the study with a third 

prospective participant. The sample expands through word-of-mouth, leveraging current 

participants to locate future participants This qualitative study included prekindergarten 

teachers who taught children ages 3 to 5 and who worked in public prekindergartens in 

the target state. I asked a colleague to distribute the flyer to prekindergarten teachers 

whom they knew personally, which helped me to gain access to participants that were 

suitable for and relevant to the study. When an individual completed an interview, I asked 

them to share the flyer with other teachers whom they knew.  

Snowball sampling continued until I interviewed 10 teachers. Creswell and Poth 

(2016) suggested that this number of participants is sufficient to develop data saturation 

in an interview-based study. I sought participants who were lead prekindergarten teachers 

working in a public-school setting with more than 1 year of teaching experience with this 

age group. The flyer described these inclusion criteria. As prospective participants 

responded to my flyer, I emailed those individuals a copy of the consent form and 

confirmed in that email that the prospective participants met the inclusion criteria. 
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Instrumentation 

 In this qualitative study, I collected data through semistructured interviews. I 

created a set of 10 open-ended interview questions, including follow-up questions to use 

as needed to probe for details (see Appendix). To answer the research question, I 

developed the interview questions to ask teachers about the skills and abilities they 

believed support kindergarten readiness. The questions were derived from the conceptual 

framework and referenced the five dimensions identified by Pianta (2002), a child’s 

physical well-being, emotional maturity, social confidence, language richness, and 

general knowledge, as well as Pianta’s emphasis on coordination between parents and 

teachers.  

 I asked an individual who holds a doctorate in early childhood education to 

review my interview questions regarding the study’s purpose and research questions. 

Allowing a fellow colleague to look at the questions that I created allowed for certain 

corrections and avoided unnecessary interpretations and opinions coming out of the 

research. This person made suggestions to improve the focus and clarity of each question, 

and I incorporated their recommendaitons into the interview questions.  

Procedures for Recruitment, Participation, and Data Collection 

 After receiving permission to conduct the study from Walden University’s 

Institutional Review Board, I used snowball sampling as the primary recruitment strategy 

for the study. I created a flyer that targeted early childhood professionals and described 

the purpose of the study, criteria for participation, and my contact information. I asked a 

professional colleague to share the recruitment flyer with prekindergarten teachers they 
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knew. As potential participants responded, I emailed them an informed consent form; 

individuals who wished to volunteer to participate replied via email with “I consent.” 

Once the potential participant gave their consent, I scheduled their interview on a 

mutually convenient day and time. The consent form informed the participants that the 

interviews would be audio recorded; that participants may decline to answer any question 

asked; and that they may, at any time, end the interview or leave the study without any 

repercussions. At the beginning of each interview, I reviewed this information with the 

participant and confirmed their understanding and consent. 

 Each interview was conducted over Zoom and audio recorded using the recording 

function on the Zoom application. Only the audio recordings of the interviews were 

retained; the video recordings were not downloaded or included in the data. I took field 

notes to record ideas that I wished to remember after the interview. A total of 10 

interview questions were asked of each participant (see Appendix), and I strove for a 

conversational interaction, using follow-up questions as needed to further pursue the 

participant’s train of thought or clarify their meaning. Each interview lasted about 30 

minutes.  

 Following each interview, I uploaded the audio file  to Otter.ai, a transcription 

application. Each transcript was reviewed and corrections were made as needed. I 

emailed each corrected transcript to the respective participant so they could review their 

transcript for accuracy and make any clarifications or changes they wished. 
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Data Analysis Plan 

I used the corrected interview transcripts as the basis for data analysis. To analyze 

interview data, I employed in vivo coding as described by Saldaña and Omasta (2016). 

According to Manning (2017), in vivo coding is a form of qualitative data analysis that 

places emphasis on the actual spoken words of the participants. Because I conducted 

semistructured interviews, in vivo coding assisted me in establishing the credibility of the 

study results. To begin coding, I first removed my own words from the transcripts (e.g., 

the questions I asked of participants) and any incidental conversation not germane to the 

interview, such as comments about the weather. Working one transcript at a time, I 

separated a participant’s comments into distinct phrases, sentences, or narratives to create 

individual expressions of ideas. These individual ideas were then transferred to a 

Microsoft Excel spreadsheet, so each idea sat on its own row in a single column. I created 

a second column and inserted the participant’s code name on each row. In this way, 

individual spreadsheet rows contained a significant idea copied verbatim from the 

transcript along with the participant identifier. I continued to separate all transcript copies 

into individual ideas and copied these into the same single column in Excel, with 

participant code names in another column. The interview data were then organized into 

individual ideas that constituted the in vivo codes derived from the data. 

Following the procedures described by Saldaña and Omasta (2016), I continued 

data analysis by grouping codes into categories. To do this, I reviewed the codes on the 

Excel spreadsheet, noticing similarities across all participants. Using Excel’s copy and 

insert function, I moved rows of data within the spreadsheet so that similar codes 
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followed each other. This stage of analysis helped me see patterns, recurring thoughts, 

and ideas that seemed unique or discrepant in the data. I inserted a category label for each 

grouping of codes in another column in Excel. 

After I created categories from in vivo codes, I reviewed these categories for 

logical groupings. My intention at this point was to discover themes that united several 

categories into a significant idea that could be applied to answer the research question. 

Using Excel’s copy and insert function again, I moved whole categories of data within 

the spreadsheet so that categories that seemed to form themes followed each other. I 

inserted a theme label in a new Excel column and, in this way, developed themes that 

described the data and were associated with the research question. 

I incorporated an audit trail procedure into the study. This procedure is aimed at 

ensuring the quality of the research, in terms of visibility, comprehensibility, and 

acceptability (De Kleijn & Val Leeuwen, 2018). By keeping a detailed record of what 

was done, heard, and said, I was able to find errors and irregularities. According to 

Bowen (2009), audit trails are a principal technique for establishing the dependability and 

confirmability of qualitative research findings. An audit trail encompasses other 

techniques to establish trustworthiness (Bowen, 2009). 

Trustworthiness  

Credibility 

Credibility is defined as the extent to which a research account is believable and 

appropriate (Mills et al., 2010). Johnson and St. John III (2020) described credibility as 

ensuring that the results accurately represent what was studied  and imparting to the 
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reader supporting evidence of that accuracy. In this study, I supported credibility by 

interviewing a variety of individuals, which provided the triangulation of data. Interviews 

provided prolonged contact with each participant, which is another appropriate method 

that can be used to create credibility. By being able to engage with the participants for an 

extended amount of time and building a relationship of trust with each participant, 

credible results can be expected. I also sent transcripts to the participants and received 

additional feedback from them, which helped me to correct transcription errors and errors 

of understanding that happened at the time of interview. This process helped confirm that 

the information that I received from the interviewees was indeed correct and factual. 

Transferability 

Transferability is similar to the generalizability of inquiry (Nowell et al., 2017). 

Moon et al. (2017) suggested that transferability is a type of external validity that refers 

to the degree to which the phenomenon of findings described in one study are applicable 

or useful to theory, practice, and future research. In a qualitative study, transferability is 

determined by the reader, who evaluates the usefulness of study results to their own 

situation (Moon et al., 2017). I provided thick descriptions of both the participants and 

the overall research process to help readers judge whether the findings that I discovered 

within the bounds of the data can be transferred in their own contexts. The thick 

descriptions provided give my readers a deeper understanding of the current study and 

helps them get to the essential findings that I am attempting to convey.  
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Dependability 

Connelly (2016) defined dependability as the stability of the data over time and 

over the conditions of the study. One strategy that can be used regarding dependability in 

research is audit trails. By making usage of audit trails, I kept thorough records of how I 

conducted this study. Writing down field notes of what I saw, heard, or thought about 

helped me to figure out the next steps that I should take while conducting the study and 

gathering data. An audit trail also helped me to explore exactly what I was observing and 

the role that I played while participating in the research process. In short, keeping these 

trails allowed me to review what I did and create an alternative plans as needed to ensure 

the dependability of my research.  

Confirmability 

Confirmability is defined as the degree to which the findings of the research study 

could be confirmed by other researchers (Korstjens & Moser, 2017). An overall concept 

of confirmability is the researcher’s concern for objectivity. Reflexivity is a method that 

helped me to properly critique and acknowledge the role that I played within the study. I 

incorporated a reflexive journal to document the day to-day logistics of the study. 

Reflexivity helped me explore the overall influence that I had in the research process. As 

both a teacher and researcher, engaging in a reflexive journal heightened my awareness 

and kept me vigilant to the effects of certain biases and possible distorted views that I 

may had at the outset of this study.  
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Ethical Procedures 

Before I began this study, I sought approval from Walden University’s 

Institutional Review Board. Once approval was obtained (Approval No. 03-01-23-

0544004), I then recruited participants for the study. Participants provided informed 

consent through consent forms. To avoid possible conflicts of interest within the study, I 

recruited participants with whom I had no supervisory power or preexisting relationships. 

I also ensured the participants understood that they could withdraw from the study at any 

time without penalty.  

Code names were used in all files so that participant confidentiality was 

preserved; no one besides myself knew participants’ names or other information about 

them. To guarantee safekeeping of the participants’ information, I kept digital files on a 

password-protected computer and stored paper files in a secure cabinet in my home 

office. Lastly, I will retain all files related to the study for 5 years after the study is 

concluded, at which time I will destroy digital files by using the Eraser removal tool and 

shredding paper files. 

Summary 

In Chapter 3, I explained the overall methodology of the study. The qualitative 

data collection consisted of semistructured interviews of 10 prekindergarten teachers to 

explore their perspectives regarding their support of academic readiness for kindergarten 

in prekindergarten students. Interview questions addressed what comes to mind when 

teachers think of academic readiness in kindergarten, what they believe are the most 

crucial skills and developmental milestones that children require to succeed in 
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kindergarten, and the biggest challenges teachers find in their work of getting their 

students ready for kindergarten. Data were evaluated using thematic analysis. This 

chapter also contained a description of how issues of trustworthiness and ethical practice 

were addressed. I will present the results of the study in Chapter 4. 
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Chapter 4: Results 

 The purpose of this study was to explore prekindergarten teachers’ perspectives 

regarding their support of academic readiness for kindergarten in prekindergarten 

students. The research question that guided the study was: What are prekindergarten 

teachers’ perspectives on their development of academic readiness in students who will 

enter kindergarten? This chapter includes descriptions of the setting of the study, data 

collection and analysis processes, results, and evidence of trustworthiness before 

concluding with a summary. 

Setting 

 The participants were all female teachers from the southeastern region of the 

target state. The majority of the participants resided in small, rural towns that did not 

have a wide selection of preschools and facilities to choose from. One of the 10 

participants had been teaching young children for close to 30 years. Another one of the 

participants is no longer in the classroom, but she is a childcare director for two 

developmental facilities and has earned two doctoral degrees. I was not aware of any 

issues happening in participants’ communities that might have affected their responses. 

For my part, no personal issues that might have affected the results occurred.  

Data Collection 

 Following the procedures that were discussed in Chapter 3, I recruited and 

interviewed 10 participants. Recruitment began in June 2023, and the last interview was 

conducted in August 2023, for an 8-week data collection process. All 10 participants took 

part in interviews from their homes. Whenever a participant needed to communicate with 
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their child, I would immediately cease from asking questions and let the participant 

attend to their child. In one of the interviews, a participant had an emergency situation 

that pertained to one of her three children, so I halted the interview and eventually called 

the participant back once the emergency had been resolved. 

 Two of the participants conducted their Zoom interviews with their cameras on, 

while the remaining eight conducted their interviews with their cameras off. No video 

data were preserved because I used only audio files as the data set. The semistructured 

interviews lasted 20 to 30 minutes, which was shorter than anticipated but delivered rich 

data. The interviews flowed naturally and the data provided from each participant seemed 

based on their actual experiences. 

 I had a difficult time recruiting participants for the interviewing process. A few 

teachers volunteered to participate in the study but then decided not to take part. The 

recording of the first interview was not saved to Zoom, and I was unable to salvage any 

possible data that I had gained. I asked the participant if it was possible to interview her 

once again. She was very generous to let me conduct a second interview with her. No 

other issues with data collection occurred. 

Data Analysis 

 I analyzed the collected data by following the process described in Chapter 3. The 

audio files were transcribed using Otter.ai, and I then made the necessary corrections in 

the transcripts. I emailed each participant their edited transcripts to to ensure that the 

information that was provided was accurate. None of the participants asked me to change 
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any of the information that they provided to me during their interview. The edited, 

approved transcripts were used as the data set. 

 Next, I organized the data in a Microsoft Excel spreadsheet. I removed my own 

words from each transcript and any information that did not pertain to the interviews. 

Then, the participants’ comments were separated into distinct phrases, sentences, and 

narratives to capture each individual’s expression of ideas. Those individualized ideas 

were placed onto the Excel spreadsheet so that each idea sat on its own in a single row. In 

this way, I created a total of 264 codes that were derived and extracted from the data. In 

the second cycle of coding, I moved the rows of codes that expressed similar ideas so 

they were grouped into categories. There were a total of 18 categories: children’s 

background and environment, challenges for teachers, definition of readiness, differences 

in children’s readiness, emotional maturity in readiness, importance of cognition in 

readiness, importance of readiness in language, parental involvement and readiness, 

physical well-being in readiness, process of readiness, required milestones/skills in 

readiness, struggle versus success, teacher indication in readiness, teacher experience of 

cognition in readiness, teacher experience of language in readiness, teacher experiences 

with children’s emotional maturity, teacher experiences with children’s physical well-

being, and teacher experiences of cognition of readiness.  

 Following a similar process, I reorganized the rows of data so that categories of 

data that indicated similarities in topic were combined into three themes: influence of 

teacher beliefs, issues and factors that hinder school readiness, and teacher concern for 

skill mastery. The theme of influence of teacher beliefs included the categories of process 
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of readiness, definition of readiness, differences in children’s readiness, teacher 

experiences of cognition in readiness, teacher experiences of language in readiness, 

struggle versus success, teacher experiences with children’s emotional maturity, and 

teacher experiences with children’s physical well-being. Categories of challenges for 

teachers, parental involvement and readiness, and children’s background/environment 

were included in the theme of issues and factors that hinder school readiness. Finally, the 

theme of teacher concern for skill mastery included the categories of required milestones 

and skills in readiness, teacher indication of readiness, emotional maturity in readiness, 

importance of cognition in readiness, importance of language in readiness, and physical 

well-being in readiness.The relationship between categories and themes is illustrated in 

Figure 1. 

Results 

Results Associated With Theme 1 

 Participants emphasized their own descriptions and definitions of what academic 

kindergarten readiness meant to them. The data showed that several teachers believed 

that not everyone has the same definition of kindergarten academic readiness. P1 stated 

“No matter how you look at it, it all plays a role in academics because at some point you 

have to be able to sit there and comprehend what is being said .” P2 chimed in saying, 

“Kindergarten readiness is having a child ready to be integrated into a public school or 

any other type of school that provides an educational environment .” P2 further explained 

her views of school readiness saying, “I do believe that education overall is a business, 

more than what is teaching.” P8 stated, 
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Figure 1 

Research Question, Themes, and Associated Categories 

 

I think my idea of readiness differs a little bit. It is just a little different because I 

know how the standards are equipped for children in kindergarten and what is 

developmentally appropriate in different areas for them. When we go through the 

developmental route, there are some things that kids should and should not know, 

but a lot of times those developmental goals that are set for children do not align 

with the school’s plan of academics. 

P10 described why the description of kindergarten academic readiness varies from 

teacher to teacher:  
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My perspective of kindergarten readiness may be totally different than the teacher 

next door. I feel like if you push them too hard, they’ll shut down, but she [the 

other teacher] may feel like they’re ready to go ahead and be on this reading level. 

Lastly, P5 noted, “What I think comes to mind about readiness is making sure that the 

kids are ready, so our things for getting them ready for kindergarten are making sure that 

they can listen, they can follow directions, they know their shapes, their colors, their 

alphabets, their sounds, and some phonemic awareness.” 

 Another finding was teachers’ experiences of language in readiness and how 

language development does indeed play a critical role in kindergarten academic 

readiness. For example, P3 stated. “I like teaching bigger vocabulary words. Yeah. That 

is exposure to language.” P4 described why it was important to cultivate children’s 

exposure to language at an early age, saying, “You have to give the kid your children the 

proper vocabulary, nouns, adverbs.” P4 indicated, 

I had children that had not been exposed to the proper language words. That was a 

barrier for them. It goes back to the staircase of how parenting comes from the 

parents, and then they [the children] expose what they got from their parents.  

P7 summed up the differences between children who have been richly exposed to 

language in comparison to children with lesser exposure to language: 

Those students with rich language seem to be able to put sentences together 

quickly and are very competent in their language to you [the teacher]. Those 

students seem to blossom quicker than my students whose mothers are treating 



44 

 

them like babies. They do not know how to ask for things and they do not know 

how to hold a conversation.  

P2 described how exposure of various rich languages and home environment have been 

the key factors in both her children’s and her niece’s language acquisition, stating,  

My own children and my niece. She’s 2 years old and she already speaks two 

languages. My daughter speaks three languages, my other two children speak two 

languages. It’s just the environment that you’re kind of raised in and what you are 

exposed to, so it is important to have some type of language, especially to express 

yourself, to express your wants and needs. 

P3 summed things up this way: “Vocabulary in language is important because they are 

going to have to learn different words and with that, they learn newer words.”  

 Teachers also discussed the role of the teacher in children’s struggles and 

successes in preparing for kindergarten. P2 stated, “Honestly, readiness depends on the 

child. I don’t necessarily think that having those types of skills that are required by some 

type of mandate are projections for success.” P3 explained, “Well, you know, to me, that 

depends on the teacher and how much time that child gets.” P3 also added, “Because 

you’re going to have a child that is kind of behind, but if you have a teacher and 

somebody that’s really caring, they can come up and pass the child that may have all the 

skills.” P4 added that “We as educators need to meet the child where they are in order for 

them to get what they need .” 

 Teacher experience with children’s emotional maturity was another factor that 

emerged from the study. A few teachers expressed how they played a key role in the 



45 

 

implementation and sustainability of children’s emotional development within the 

classroom setting as well as in the home environment. P2 stated,  

You know there are a lot of shy kids and a lot of kids that are not very social. My 

own child, my youngest one, who’s 15 now. He grew up with an older brother and 

sister. And there was like 9 and 11 years difference between the oldest two and 

him. He really was able to interact with other kids from a very young age but had 

no idea how to play with kids his age.  

P5 explained how she encouraged her student to display kindness to his peers, “I had to 

explain to one of my students about feelings. I’m not saying that he said anything 

wrong.” P9 stated that she was the only person some children would communicate with 

while at school, explaining, “I saw some kids that would come in and the only person 

they would talk to is me and if I’m not at school, they didn’t want to do their work.” P7 

remarked how the behavior of a former student that displayed an adequate level of 

emotional maturity played a factor in his academic progress: 

I have a student that is academically smart, but his behavior has killed his 

progress. He has temper tantrums and tells us that we can’t tell him what to do. 

He did have a problem.When the parent is in denial and there is a problem, and if 

there isn’t something we can’t do about it, then the child is going to suffer.  

P6 cited that a few of her students did not display emotional maturity because they lacked 

confidence in their skills. P6 stated,  

I speak for the shy kids because it’s hard sometimes to know whether or not they 

are learning or they are not learning. It’s obvious that they do not participate in 
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class because they’re shy, but there are some that are actually learning. There are 

some that are not learning because they do not know how to express themselves. 

It does affect their early academic learning. 

P5 added, “You have to let them know that every child comes from different situations 

and home environments.”  

 Lastly, teacher experience with children’s physical well-being was an influence in 

teachers’ beliefs about readiness that emerged in the study. P1 described her experience 

when there was a lack of physical well-being that occurred with one of her previous 

students by saying. “And this child, she slept the entire time I had to make her stand up. 

She laid down, put her head on the desk, and fell asleep, She’d stand up sleep, and when 

it was time to work, she never knew anything.” P2 recalled her experience with a child 

who was disabled and how the student’s disability played a difficult role in their physical 

well-being, stating,  

I’ve actually had an experience where there was a child going into kindergarten or 

first grade and she was wheelchair bound. She did not have any type of assistance. 

It was very difficult for her to get around and do some things that she needed to 

do without having the extra assistance.  

P3 described her experience with a former student who displayed inadequate physical 

well-being and how it affected his overall academic performance in school by saying, 

I have a child that comes to school in the morning, you know, he’s sleepy. So 

when he comes into the classroom, he’s grouchy, moody, and wants to lay down. 

So during our learning activities, he’s asleep and if you try to make him stay up, 
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he’s at the table sleepy and grouchy. When they feel like that, it causes a behavior 

problem.  

P6 spoke about her own experience with a former student that was being reared in a 

negative home environment and how the child’s home environment affected her physical 

well-being:  

There was a girl in my class. She had some problems at home with her parents 

and ended up getting taken away from her parents. Now she is living with her 

grandma, and I could tell that it affected her.  

 Although educators spoke highly about the importance of children’s physical 

well-being and how that plays a factor in children’s academic performance and success, 

the experiences that they shared about some of their student’s poor nutrition, lack of 

adequate rest, and family instability are stressors that have negatively affected a child’s 

readiness for school. 

 In summary, teachers provided multiple definitions of what school readiness 

meant to them. The definitions that were shared did have a common goal: to ensure that 

children were equipped with the basic skills in hopes of successfully transitioning into 

kindergarten. The definitions of academic readiness varied from teacher to teacher. Rich 

exposure to language was important to these teachers, and teachers were able to 

differentiate children that were exposed to a rich language environment compared to 

those who were not exposed to rich language. The findings showed that children who 

lacked rich language exposure were unable to express themselves and what they have 

learned, while children who displayed a rich exposure to language were able to converse 
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and express themselves more effectively in the classroom environment. The participants 

also shared their experiences in regards to children’s emotional maturity and how the 

abundance or lack of emotional maturity can affect the way that children regulate their 

emotions within the classroom environment, thus affecting children’s school readiness. 

Lastly, teachers recognized that the lack of physical well-being can negatively affect 

children’s school success, especially when this problem is a lack of sleep; however, they 

did not find physical disability an consistent problem for school readiness. 

Results Associated With Theme 2 

 When I asked teachers about the biggest challenges they found in their work of 

getting children academically ready for kindergarten, I was provided with different 

responses. Some teachers stated that the lack of time, meeting children where they are, 

maintaining the class routine, and parental involvement were among the challenges they 

found in helping children achieve school readiness. P3 stated, “The biggest challenge for 

me is having time because honestly, I am by myself throughout the year. So, you know, 

sometimes I can’t give everybody their time like that. That extra time.” P4 added, “The 

challenge is meeting every child where they are. Because every child is different.” P4 

continued in describing challenges by saying, “If you see a child that’s not quite where 

they need to be and there’s another child that is making progress, then you put them 

together.” P5 described her routine problem in this manner: “I think right now my biggest 

challenge is once I get the kids on a routine, then we add new kids. So now we got to stop 

and teach those new kids our routine.” 
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 Other teachers suggested that lack of parent involvement contributed to their 

challenges. P7 stated, “The number one challenge is getting the parents on board. Most 

parents think that preschool is just a drop off babysitter and they do not really care.” P1 

stated she involved parents by sending home monthly informational newsletters: “First, 

there is a monthly newsletter that is sent out. It kind of gives a general idea of what is 

going to be covered during that month and the different activities.” P6 mentioned, “We 

cannot send homework. There are some parents that have the time and there are some 

parents that can’t because they work.” P9 stated, “We do parental involvement packets 

and I would send ghostwriting packets.” P9 further explained: “If I’m sitting at home 

during Christmas break and I think of something, I text the parents and suggest that they 

should watch so and so.” 

 Children’s background and environment was another category that teachers cited 

as a factor that influences children’s learning and readiness. P2 stated:  

Definitely having the knowledge, the educational background, and the 

understanding of what is expected of children when they reach a certain age or 

certain level. That is definitely something that as a preschool teacher, you have to 

keep in mind and work towards certain goals to get the kids ready.  

P3 described ways that children can become school ready in spite of their background 

and environment: “A child’s economic background might not be all that great, but if that 

parent instills it in you, it makes a difference to the situation.” Although a child’s 

economic background and environment can affect a child’s readiness, a high-quality 



50 

 

education can be the support that children need to be academically ready for 

kindergarten, as well as have a productive educational career in the future years. 

 In summary, teachers discussed the issues and factors that affected the school 

readiness of children. Teachers shared that the lack of parental involvement played a 

factor in preparing children for kindergarten and not having the support from the parents 

presents a problem of effectively building a positive relationship that would ensure 

success for the child. The lack of time and children’s education and home background 

were factors that were found as issues that hindered teachers in how they could 

academically prepare children for kindergarten.  

Results Associated With Theme 3 

 I asked all 10 participants what were the most crucial skills or developmental 

milestones that children require in order to be ready to succeed academically in 

kindergarten, P1 noted, “Fine motor skills are very important. Because they have to be 

able to hold that pencil and do those strokes. That those letter and numbers are the way 

that they’re expected to be.” P2 mentioned that following the classroom schedule is one 

of the most important skills that children should have to be successful in kindergarten:  

Most definitely the ability to follow a schedule or some type of structure is 

important to readiness. Understanding that the schedule that you have to follow 

during the day, it’s like a huge thing when it comes to having successful 

integration into kindergarten. 

 P6 stated the required milestones that children needed to reach were recognizing their 

letters, letter sounds, as well as social skills: “Students need to be able to recognize the 
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alphabet and sounds. I think that the social skills are needed in kindergarten, but every 

child is not at the same level.” P10 had a few ideas of what she considered as skills and 

milestones for school readiness: “know their first name, last name, how to pronounce first 

name, last name, know how to at least write their first name. All letters of the alphabet. 

Here at Drew Central they require a lot more than that.” P5 had a slightly different 

outlook of what she perceived as required milestones and skills that children needed to 

possess in order to be academically ready for kindergarten, stating, “There are basic skills 

like being able to sit still, listening, having good comprehension skills and 

understanding.” Although there were slight differences in what teachers considered the 

required milestones and skills that children needed to be academically ready, they all 

have the belief that these skills are important in a child’s education. 

 Teachers in this study suggested that assessments were an effective tool that 

assisted them in determining whether children were academically ready for kindergarten. 

P1 noted, “I know a child is academically ready for kindergarten when I can go through 

this list that I have that tells me what they need to.” P1 also stated, “They [children] can 

give me over 60% of what I need for them to know and that lets me know, I feel like they 

are ready.” P5 stated, “We do assessments when they come in. An assessment is: do you 

know your first name, your last name, your date of birth. They had to tell us their 

alphabets and they can count one to 10.” Similarly, P6 stated, “Assessment lets us know 

whether they have been learning, what they have learned, and what they’re still 

struggling with.” Lastly, P10 stated,  
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This is my personal opinion and what I do is even though the kindergarten 

teachers bring me a checklist sheet, I go by that checklist. I also have my own 

personal checklist sheet that I go by as well. If I see a child know so much of this 

or knows so much that, it is an indicator to me that shows their growth and 

maturity level. 

  Most teachers interviewed stated that emotional maturity is the most important 

skill that children should possess when becoming academically ready for kindergarten. 

P1 described emotional maturity as being one skill that some children do not possess, as 

well as how that can affect children in social situations in the classroom. P1 noted, 

I think that socially there are a lot of kids that do not necessarily have a lot of 

social skills. Some children have never attended preschool and have been around 

family the whole time. They may not necessarily know how to parallel play or 

play with other children, but that is something that they can learn and pick up very 

quickly. 

P4 mentioned,  

Social skills are very important. It is scary enough to go into a school where you 

must develop relationships with other peers, teachers, and other adults. It is very 

important that a child develop social interactive skills and relationships with 

people and peers of their age. That will help them better inside of a classroom and 

a school.  

P7 expounded:  
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He or she must have those social emotional skills to be able to handle those 

adjustments and if he/she does not have those social emotional skills, then how 

will he/she be able their anger and outbursts? And if he/she does not have a 

teacher who understands them, then they’re going to have a hard time adjusting. 

 When the question of cognition in readiness was raised in the study, P1 stated 

how cognitive skills can be correlated into children’s academic readiness. P1 elaborated : 

I would say that a [child’s general knowledge or cognitive skills] are very 

important. Why? because no matter how you look at it, it all plays a role in 

academics, because at some point, you [children] have to be able to sit there and 

comprehend what is being said. You have to play it back. You have to give it 

back. Like it all correlates. 

 P2 stated,  

As far as you know, them having this ability to express basic needs, but a child 

will definitely have hard time catching up if they had absooutely no exposure or 

very little exposure to any type of skills. They are basically kind of of thrown into 

kindergarten.  

P3 noted, 

I think cognitive skills are important.When I first started, I felt that kids were 

being pushed a little too hard because a lot of them had a hard time of figuring 

things out. Over time, some children begin to have cognitive understanding and 

then they’ll be ready for kindergarten. 
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P4 explained, saying, “I feel that children need to have some kind of base knowledge for 

their cognitive development to be prepared for kindergarten. I feel like you need to know 

some basics.” P8 explained, “Well you know that cognitive skills are important because 

they all tie in together.” Responses from these participants established that cognitive 

skills are important in readiness and that this skill is included necessary alongside other 

skills pertaining to prekindergarten academic readiness. 

 P2 stated the necessity of exposure to language and how the lack of rich language 

exposure can affect a child’s academic readiness:  

The inability to express what they want or what they need, especially basic skills 

or basic needs. Thr frustration, a lot of behaviot comes form the lack of being able 

to express your wants and needs, but it can be in any type of form. 

P8 stated, “I think it’s important to have a rich exposure to language. Because they are 

learning and people are speaking in different things. So it’s important that they know how 

to speak.” P9 explained,  

Language skill exposure is very important. It’s the vocabulary and the vernacular 

of a child. You have to listen to kids, and you really don’t expect much or if you 

get a 4 year old that barely talks, sometimes there can be a developmental delay.  

A few teachers expressed mixed feelings about the importance of children’s exposure to 

rich language in readiness. P1 noted:  

A kid in my class that had been exposed to language at home. One, they will talk 

all day long. That will talk when it’s not their turn, when you’re trying to teach 
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something and they already know it, they are willing to correct you. If you do it 

wrong, they’re going to correct you. 

Most teachers seemed to agree with P10, who stated, “Language skills are very important 

because if they do not know what you’re talking to them about or what you’re asking 

them, then they are going to be lost.” 

 The importance of physical well-being in school readiness varied from teacher to 

teacher. P2 stated:  

Well , the physical well-being is important, but it’s really not everything. I think 

we see more of a need for emotional, social, and mental health skills. There is 

more of a need for that rather than physical well-being. You can have a child that 

has a disability, using some kind of assistive technology or a child that uses a 

wheelchair are just as successful as somebody who is able bodied. 

P4 noted,  

Getting their immunizations are up to par, getting accurate amount of rest, being 

on a schedule, and have nutritious meals. We have our meals being a part of the 

USDA meals where children can get breakfast, lunch, and snack. Some kids do 

not even get that at home.  

P6 stated that the lack of physical well-being should not necessarily affect children’s 

school readiness.  

 P6 said, “I guess that it depends, but physical ability really should not affect 

readiness because we have some that are disabled and I do not think that it should keep 

them from being successful.” In contrast, P10 stated that physical well-being played a 
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major role in readiness and if this domain of development is not properly cultivated , it 

can negatively affect children’s outcomes in school. P10 remarked, “That is one of the 

most important things. If they are not physically or mentally prepared, it’s hard on them.” 

Physical well-being plays a huge role in how they learn.” 

 The results of this theme explored a total of six categories in regards of teacher 

concerns for skill mastery. Responses from the participants indicated that teachers 

strongly believe that assessments are a useful tool that assists them as an indicator of 

children’s academic readiness. Another finding that was discovered in this theme was 

that the importance of cognition in readiness is included as being one of the many 

important domains of development in children’s academic readiness. Finally, the 

importance of physical well-being can affect a child’s school readiness if it not properly 

fostered by educators in the classroom. 

Summary of Results 

 Several key finding emerged from the data. The first key finding was that teachers 

shared a belief that school readiness is a a valid goal in prekindergarten teaching. Another 

key finding that emerged from the data was factors such as the lack of parental 

involvement, lack of instructional time, and changes in the classroom created challenges 

for the teacher with regard to children’s prekindergarten academic readiness. A third key 

finding that emerged is that the firsthand classroom experiences that the teachers have in 

assessing children’s skills have shaped their instruction, as well as how they decide to 

prepare children for kindergarten. The last key finding that emerged is that teachers have 

concerns about children’s mastery in their skills, and the importance of cultivating those 



57 

 

skills effectively to ensure prekindergarten readiness. Teachers suggest negative 

implications for children’s school success when essential academic skills are not 

cultivated in children before they begin kindergarten. 

Evidence of Trustworthiness 

 As a means of establishing credibility, I conducted semistructured interviews with 

a variety of individuals which provided triangulation of data. The questions that were 

created were based on the literature. Before I conducted interviews with my participants, 

I conducted a trial with a few colleagues to ensure crebility. The interviews supplied 

prolonged engagement with those participants, which established a trusting relationship 

between myself  and the participants. The participants also looked over their interview 

transcripts to ensure that the information they provided were factual and concise.  

 I developed transferability in my study by providing thick descriptions of both the 

participants and the overall research process to help readers make sound judgment on 

whether the findings that I had discovered within my research could be processed in their 

own way. The participants were all located within the same region of the target state. 

This allowed me to maintain transferability throughout my data and the results. Because 

of the thick descriptions, this allows my readers to gain a deeper understand ing of my 

research, as well as assist them in finding the key points that I attempted to communicate.  

 I maintained dependability during the data collection process by using audit trails. 

By using audit trails, I kept records of how I conducted the research. Using the audit trails 

helped me to figure out the next steps that I needed to take while conducting my research, 

as well as collecting data. To support confirmability, I emailed interview transcriptions to 
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each of the participants so that they could review their transcription for accuracy, as well 

as make changes if they wished to do so. This was a reflection of their own perspectives 

as prekindergarten teachers who participated in the study. 

Summary 

 The purpose of this basic qualitative study with semistructured interviews was to 

explore prekindergarten teachers’ perspectives regarding their support of academic 

readiness for kindergarten in prekindergarten students. Results indicated that teachers do 

have shared beliefs of what they defined as school readiness, as well as the various 

dimensions of school readiness as being a applicable concept. The second result revealed 

barriers that hindered teachers in their role as instructor in prekindergarten academic 

readiness. The third finding highlighted the experiences that teachers have had in 

teaching prekindergarten students have shaped their beliefs in how they prepare children 

for kindergarten. Participants identified concerns that they have when teaching, as well as 

the importance of skills being properly cultivated. There were also implications of skills 

not being mastered by children and the affects of those implications in children’s 

learning. A discussion of these findings will be discussed further in Chapter 5. 
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Chapter 5: Discussion, Conclusions, and Recommendations 

 The purpose of this basic qualitative study was to explore prekindergarten 

teachers’ perspectives regarding their support of academic readiness for kindergarten 

students. Results indicated that teachers do have shared beliefs of what they defined as 

school readiness and the various dimensions of school readiness as being an applicable 

concept. Barriers that hindered teachers in their role as instructor in prekindergarten 

readiness included inconsistent parental involvement, lack of instructional time, and 

changes made in the classroom. Another key finding was that teachers’ experiences in 

teaching prekindergarten students shaped their beliefs in how they prepare children for 

kindergarten. The last key finding that emerged was that teachers have concerns about 

children’s mastery in their skills and the importance of cultivating those skills effectively 

to ensure prekindergarten readiness. In this chapter, I present an interpretation of the 

findings and suggest recommendations for future research and implications for practice 

that derive from the findings. 

Interpretation of Findings 

 The first key finding was that teachers shared a belief that school readiness is a 

valid goal in prekindergarten teaching. Teacher beliefs play a critical role in readiness 

because teachers are responsible in the cultivation and development of prekindergarten 

children. This particular finding aligns with the work of Rimm-Kaufman and Pianta 

(2020), who indicated that although child factors and factors in the child’s environment 

may affect readiness, prekindergarten teachers have agency in supporting children’s 

academic readiness in kindergarten. This current study finding also aligns with the work 
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of Scherr and Johnson (2019), who suggested focusing preschool education on 

kindergarten readiness reflects notions that teaching academics is an appropriate measure 

of quality. Rouse et al. (2023) stated that while educators are reporting on academic 

readiness as an important precursor for school success, there is also a wide body of 

literature that suggests that educators identify social and emotional readiness as greater 

indicators of future school success than any other factor. 

 Another key finding was that factors, such as the lack of parental involvement, 

lack of instructional time, and changes in the classroom, create challenges for the teacher 

with regard to children’s prekindergarten academic readiness. These factors present 

noticeable barriers that hinder prekingerten teachers from effectively executing classroom 

curriculum, and therefore, forfeiting positive child learning outcomes. Bernstein et al. 

(2019) had similar findings that revealed risk factors that affect children’s school 

readiness include family socioeconomic status, ethnic backgrounds, and parents’ 

educational background. Bernstein et al. suggested that those factors are correlated with 

children’s cognitive, language, and social skills prior to their entry into kindergarten. 

Rimm-Kaufman and Pianta (2020) agreed that challenges with classroom management 

and noninstructional activities interfere with teacher effectiveness. Rimm-Kaufman and 

Pianta stated the average prekindergarten child is exposed to some form of learning 

activity for roughly one third of the time they spend in the classroom, while almost 30% 

of time is devoted to management and routine activities and another 40% is devoted to 

nonacademic or no content. Purtell et al. (2020) noted commonly used practices, such as 

sending letters home to parents and children, did not directly afford engagement between 
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teachers and parents and may not facilitate relationship development. Additionally, more 

direct relationship-building practices were much less common, with only 5% of teachers 

conducting home visits with families and only 54% talking with parents before the school 

year started (Purtell et al., 2020). This finding of challenges to teacher readiness efforts 

also aligns with the work of Ricciardi et al. (2021), who found that income and ethnicity 

play a large role in academic achievement to the disadavantage of low-income students 

and students of color. 

 The third key finding was that the firsthand classroom experiences that teachers 

have in assessing children’s skills shape their instruction and how they decide to prepare 

children for kindergarten. Participants had awareness that children learn in different ways 

and at different speeds, and assessment helped them to differentiate instructional 

practices in children’s academic preparation for kindergarten. This finding aligns with the 

work of Russo et al. (2019), who stated performance-based, observational measures 

require teachers to collect data from several sources, including observational notes and 

samples of children’s work. Darling-Hammond et al. (2020) noted the emphasis in 

readiness assessment on discrete skills or holistic patterns of thinking creates an 

expectation of what is to be taught and how. In contrast, Gokce (2019) suggested that 

because young children are familiar with their classroom surroundings, the most 

appropriate of assessment for young children is the observation of play and classroom 

activities rather than using the standardized tests. 

 The last key finding of this study is that teachers have concerns about children’s 

mastery of skills needed to ensure prekindergarten readiness. Although teachers are 
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placed in the essential role of influence in a child’s earliest years of education, their 

concerns with how they assist their students in mastering academic readiness skills can 

create an issue of low self-efficacy beliefs surrounding readiness. Allee et al. (2023) 

noted teachers now report significant increased academic expectations of children at 

kindergarten entry compared to 30 years ago. This finding aligns with the work of 

Murphy et al. (2023), who mentioned that teachers reported feeling underprepared, 

unqualified, and unsupported at the start of virtual learning during the COVID-19 

pandemic, which led many to quit. This reduction in experienced teachers caused concern 

about the lack of qualified early education teachers remaining in the profession. Teachers 

with low self-efficacy face difficulty in performing their task (Musa et al., 2019). Lastly, 

Nasiopoulou (2023) cited that the intensified learning orientation of the preschool 

curriculum over the last decade, combined with a lack of knowledge and the didactic 

skills in specific content areas, affect the preschool teachers’ work with challenging 

curriculum content areas, particularly when there is an increase of the number of children 

in the group. 

Limitations of the Study 

One limitation that could have affected the current study was that a few 

participants had difficulty answering one of the interview questions that pertained to 

general knowledge: “For a child to be academically ready for kindergarten, how 

important is a child’s general knowledge?” The responses of the participants were 

limited, even when the question was presented to them to be answered to the best of their 

knowledge and ability. Another limitation was that two participants who agreed to 
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interview with me withdrew at the last minute. This presented a challenge for the study 

because these two participants were included in the original 10 that volunteered for 

interviews, forcing me to reopen recruitment to replace them. Despite the fact that the 

withdrawals of the participants posed a problem, I was able to replace them with two new 

participants; therefore, the results of the study were not affected. 

Recommendations 

 Because participants of the study were located in only one region of the focus 

state, I recommend that the study be replicated in a different location within the state. In 

addition, replicating the study with a larger population and using the same method of 

study but with more participants could provide additional information about teacher 

perspectives of the academic readiness of prekindergarten children.    

 Another recommendation is that researchers explore the issue of teachers’ self-

efficacy with regard to kindergarten readiness. The work of Murphy et al. (2023) and the 

experiences participants shared in this study suggested that lack of self-efficacy may be 

an important variable regarding teachers’ effectiveness. A similar study of preservice 

teacher training and in-service professional development around readiness instruction 

might help discover the source of the lack of self-efficacy that was hinted at in this study. 

 My last recommendation is that future studies be conducted to explore the 

complexity of what is expected of children at kindergarten entry and consider if these 

expectations are excessive. This possibility emerged in connection with expressions of 

low self-efficacy by some participants in the study and as a factor cited by Allee et al. 

(2023). Low teacher self-efficacy suggests a reason why some children do not meet 
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readiness requirements. Kindergarten is an important first step in students’ academic 

career, but it may be that getting children ready for today’s kindergarten demands is a 

more difficult task than some preschool teachers and students can accomplish. 

Implications 

  One implication of this study is that administrators should take the same training 

and professional development courses, particularly in kindergarten readiness, that 

teachers are required to take. Training alongside the teachers would give administration a 

sense of exactly what is required of educators from the curriculum as well as provide 

them with an understanding of the pressure of getting an entire class of 5-year-olds 

prepared for formal school. Having additional training may help administrators become 

better equipped to talk to parents and other stakeholders about kindergarten expectations 

and have a better understanding of the work preschool teachers do.  

 Another implication of this study is that teachers should be more proactive in 

inviting parents to help in their child’s education and engage with parents if teachers have 

any questions or concerns about the child. Teachers should contact the parent on a regular 

basis to share positive things that are occurring with the child in the classroom, which can 

allow for a positive, collaborative relationship to develop between both parties.  

 A further implication of this study is that because teachers said they lack 

instructional time because of the need to handle behaviors in the classroom, teachers 

should be more intentional in using methods to maximize instructional time and minimize 

behaviors that interrupt instructional time. One action that could be taken is that teachers 

come up with a cohesive and effective set of rules for managing their classroom. Having 
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classroom rules and expectations of those rules being followed can provide structure and 

reduce behavioral issues within the classroom setting. Another action that teachers could 

take is spending additional time with the child or children that display behavioral 

problems in the classroom. Individualized instructional that includes instruction in social 

skills will allow teachers to address the individualized needs of their students, especially 

those students that may experience difficulty in learning the lesson of the day, as well as 

motivate and challenge those students who are already familiar with the material. Adding 

additional help, such as teacher assistants or paraprofessionals, can be an effective way to 

increase instructional time because these individuals can give attention to children with 

behavior issues and help in managing said behavior. 

  A final implication of this study is that administrators recognize some teachers’ 

lack of self-efficacy regarding their ability to get all of their students prepared for 

kindergarten. Administrators should provide teachers with professional development in 

supporting school readiness and addressing individual needs, thus bolstering confidence 

in their teaching abilities. Administrators might also provide teachers with a community 

of practice in which to discuss their instructional issues with their colleagues, develop 

creative ideas for improving instruction, and prevent isolation that may contribute to low 

self-efficacy. Finally, administrators should reexamine skills expected of children at 

kindergarten entrance and determine if they are asking too much of children and of their 

prekindergarten teachers. 
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Conclusion 

 The problem explored in this study was that early childhood educators in the 

target state are challenged to support academic readiness for kindergarten in 

prekindergarten students. I conducted this study to explore the perspectives of 

prekindergarten teachers because these individuals are responsible for the preparation and 

transformation of young children into students prior to advancing into kindergarten. The 

conceptual framework based on Rimm-Kaufman and Pianta’s (2000) theory of school 

readiness suggested a variety of factors affect kindergarten readiness, including teacher 

actions and teacher relationships with parents. I interviewed 10 prekindergarten teachers 

via Zoom and thematically analyzed the collected data. The results indicated that teachers 

have a shared belief of what they defined as school readiness and shared factors, such as 

the lack of parental involvement, lack of instructional time, and changes in the classroom, 

that affected teachers’ effectiveness in helping students achieve kindergarten readiness. 

An additional finding was that participants’ firsthand classroom experiences in assessing 

children’s skills shape their instructional practices and how they decide to prepare 

children for kindergarten. The last key finding was that teachers have a concern regarding 

their students’ skill mastery. Teachers in the study were aware that they play an essential 

role in children’s early years of education, but they had concerns about their inability to 

develop academic readiness skills in some of their students, and these concerns 

contributed to feelings of low self-efficacy surrounding student readiness. The literature 

cited in this study and the experiences participants of the study shared suggested that the 

lack of self-efficacy could be an important variable affecting teachers’ effectiveness. 
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Despite the barriers that teachers face in their role as educators, administrators and 

teachers can collaborate to adjust their present strategies that are used in the classroom to 

create positive, effective methods for parental involvement, instructional time, and 

changes in the classroom that would prove acceptable in meeting the needs of their 

students. Teachers need to have more of an awareness of how they assess the skills of 

their students and be intentional in providing their students with individualized 

instruction that fills the students’ readiness gaps. These actions could bring about a 

powerful social change in the early childhood field but, most importantly, could result in 

the overall support of prekindergarten teachers and their successful preparation of 

prekindergarten children for kindergarten and beyond. 
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Appendix: Interview Questions 

1. Please describe what comes to mind when you think about kindergarten academic 

readiness. 

2. In your opinion, what are the most crucial skills or developmental milestones that 

children require in order to be ready to succeed academically in kindergarten? 

3. For a child to be academically ready for kindergarten, how important is a child’s 

physical well-being? [Tell me about a time when physical well-being affected a 

child’s academic readiness…] 

4. For a child to be academically ready for kindergarten, how important is a child’s 

emotional maturity and confidence in social situations? [Can you give an example 

of a time when emotional maturity and social confidence affected a child’s 

academic readiness?] 

5. For a child to be academically ready for kindergarten, how important is it that a 

child have a rich exposure to language? [Tell me about a child whose academic 

readiness seemed to be affected by their level of exposure to rich language?] 

6. For a child to be academically ready for kindergarten, how important is a child’s 

general knowledge? [Can you tell me about a child whose academic readiness for 

kindergarten was affected by their level of general knowledge?] 

7. How do you, in your role as a prekindergarten teacher, involve the parents and 

guardians to participate in their children’s development of readiness skills? 

8. Tell me about the biggest challenges you find in your work of getting all your 

children academically ready for kindergarten. 
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9. How do you know when a child is academically ready for kindergarten? 

10. What more can you tell me about children’s academic readiness for kindergarten? 
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