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ADNOTARE 

Badarne Zada, Condiţii şi metode psihopedagogice ale adaptării copiilor de grădiniţă la 

şcoala primară în Israel, teză de doctor în pedagogie, specialitatea 531.01 – Teoria generală a 

educaţiei, Chişinău - 2016. 

Structura tezei. Teza conţine introducere, 3 capitole, concluzii generale şi recomandări,  

bibliografie (214 surse), cuvinte-cheie, 130 pagini text de bază. În textul tezei sunt inserate 13 

figuri, 36 de tabele şi 2 anexe. Rezultatele au fost publicate în 10 lucrări stiinţifice. 
Cuvinte cheie: tranziţie, condiţii psihopedagogice, vîrstă, copil mare (old children), copil mic (young 

children), adaptare şcolară, maturitate şcolară, diferenţe individuale, diferenţe de gen, personalitatea 

copilului, experienţa preşcolară, dezvoltare socială, dezvoltare emoţională, abilităţi de învăţare. 

Domeniul de cercetare. Teoria generală a educaţiei. Tranziţia grădiniţă-ţcoala primară 

Scopul cercetării constă în stabilirea ţi valorificarea condiţiilor psihopedagogice ale adaptării 

copiilor de grădiniţă la şcoala primară. 

Obiectivele cercetării: Analiza abordărilor conceptuale ale tranziţiei şi adaptării şcolare. 

Identificarea condiţiilor psihopedagogice ale adaptării şcolare. Examinarea condişiilor de adaptare a 

copiilor la şcoala primară în funcţie de vîrstă, grad de pregătire, sex, nivel de educaţie a 

părinţilor.Stabilirea particularităţilor psihopedagogice ale adaptării copiilor la şcoala primară. 

Evaluarea efectelor de valorificare a condiţiilor psihopedagogice adaptaţionale. 

Noutatea şi originalitatea ştiinţifică a cercetării este obiectivată de următoarele: pentru 

prima dată a fost realizat un studiuo teoretico-empiric cu referire la condiţiile adaptării copiilor la 

şcoala primară în funcţie de vîrstă (copii născuţi în prima triadă a anului/copii născuţi în ultima 

triadă a anului), grad de pregătire către şcoală (emoţională, socială, academică), nivel de educaţie a 

părinţilor (inferior, mediu, superior); a fost identificată influenţa vîrstei cronologice asupra gradului 

de pregăture a copiilor către şcoala primară: copii născuţi în prima triadă a anului manifestă un grad 

semnificativ mai înalt al dezvoltării socio-emoţionale decît copii născuţi în ultima triadă a anului; a 

fost determinat rolul cadrelor didactice, a părinţilor şi a instituţiei de învăţămînt în adaptarea 

copiilor la şcoala primară.  

Problema ştiinţifică soluţionată constă în stabilirea condiţiilor psihopedagogice eficiente ale 

adaptării copiilor de grădiniţă la şcoala primară, avînd ca efect optimizarea procesului tranziţional, 

în vederea aplicării în sistemul educaţional din Israel. 

Semnificaţia teoretică a lucrării: rezultatele obţinute contribuie la completarea şi promovarea 

cunoaşterii ştiinţifice privind condiţiile de adaptare a copiilor la şcoala primară; la concretizarea 

predicţiei succesului şcolar al copiilor la etapa iniţială a studiilor formale; la formarea bazei pentru 

studiile ulterioare referitoare la adaptarea şcolară. 

Valoarea aplicativă a lucrării constă în: valorificarea condiţiilor psihopedagogice ale 

adaptării copiilor la şcoala primară în sistemul educaţional din Israel; în elaborarea şi aplicarea 

recomandărilor practice pentru educatori, cadre didactice şi părinşi care contribuie la promovarea 

experienşei positive şi susţinerea copilului în cadrul tranziţiei grădiniţă - şcoala primară. Programul 

poate fi folosit de către cadrele didactice, psihologi, educatori din grădiniţe şi şcoala primară care 

răspund nemijlocit de procesul adaptaţional al copiilor. Rezultatele cercetării pot fi utile părinţilor 

care întîmpină dificultăţi în pregătirea copiilor către studiile şcolare. Datele experimentale pot fi 

utilizate ca material didactic în procesului de formare şi perfecţionare profesională a specialiştilor 

din domeniu.  

Implimentarea rezultatelor ştiinţifice a fost realizată la nivel instituţional, în cadrul 

grădiniţelor din sectoarele arabe ale Israelului.  
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АННОТАЦИЯ 

Бадарне Зада, Психологопедагогические условия и методы адаптации детей 

детского сада к начальной школе, диссертация доктора педагогических наук, специальность 

531.01 – Общая Теория Образования, Кишинев, 2016. 

Структура диссертации. Диссертация содержит введение, 3 главы, общие выводы и 

рекомендации, список литературы (214 источников), ключевые слова, 130 страниц основного 

текста. Текст диссертации содержит 13 рисунков,36 таблиц и 2 приложения. Результаты 

были опубликованы в 10 научных работах. 

Ключевые слова: переходный период, психопедагогические условия, возраст, 

адаптация к школьному обучению, школьная зрелость, индивидуальные различия, гендерные 

различия, личность ребенка, дошкольный опыт, социально-эмоциональное развитие, навыки 

обучения.  

Области исследования: Общая теория oбразования. Переход детский сад-начальная 

школа. 

Цель исследования: выявление и разработка психолого-педагогических условий 

адаптации детей детского сада к начальной школе. 

Задачи исследования: анализ концептуальных подходов к исследованию 

переходного периода детей из детского сада в начальную школу и школьной адаптации в 

зависимости от возраста ребенка, уровня подготовленности к школе, пола, уровня 

образованности родителей; выявление психолого-педагогических особенностей адаптации 

детей к школьному обучению; разработка,  внедрение и оценка эффективности программы 

оптимизации психо-педагогических адаптационных условий. 

Научная новизна и оригинальность исследования: впервые проведено теоретико-

экспериментальное исследование условий адаптации детей к школьному обучению в 

зависимости от возраста ребенка (дети, рожденные в первом и последнем квартале года), 

уровня подготовленности к школе (эмоциональный, социальный, навыки обучения), уровня 

образованности родителей (начальное, среднее, высшее); выявлено влияние 

хронологического возраста ребенка на уровень его подготовленности к школьному 

обучению: дети, рожденные в первом квартале года, имеют более высокий уровень 

социально-эмоциональной подготовленности к школе, нежели дети, рожденные в псоледнем 

квартале года; выявлена роль педагогов, родителей и образовательного учреждения в 

процессе адаптации детей к начальной школе. 

Решенная научная задача состоит в создании психолого-педагогических условий 

эффективного перехода от детского сада к начальной школе, имеющая как эффект 

оптимизацию переходного процесса, с целью их применения в системе образования Израиля. 

Теоретическая значимость работы состоит в том, что полученные результаты вносят 

вклад в развитие научных знаний по адаптации детей к начальной школе; в конкретизации 

возможности предсказания школьного успеха детей на начальном этапе формального 

обучения; формирование базы для последующих исследований, касающихся адаптации к 

школе. 

Практическая значимость работы заключается в разработке комплекса психолого-

педагогический условий адаптации детей к шуольному обучению в Израиле; в разработке 

практических рекомендаций для учителей, воспитателей и родителей, способствующих 

продвижению положительного опыта и поддержке ребенка в переходный период детский сад 

- начальная школа. 

Внедрение научных результатов осуществлялось на институциональном уровне, в 

рамках детских садов в арабских секторах Израиля. 
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ANNOTATON 

Badarne Zada, The psychopedagogical conditions and methods for kindergarten children' 

adjustment to elementary school in Israel, the dissertation of the doctor of pedagogical sciences, 

specialty 531.01 – General theory of education, Chisinau - 2016. 

Structure of the dissertation: the thesis contains an introduction, 3 chapters, general 

conclusions and recommendations, list of references (214 sources), keywords, 130 pages of the 

main text. The text of the thesis contains 13 figures, 36 tables and 2 appendices. The results were 

published in 10 scientific papers. 

Keywords: transition, preschool age, school adjustment, school readiness, school maturity, 

individual differences, learning achievements, personality of the child, preschool experience, socio-

emotional learning skills, anxiety, challenge, complexity 

The field of the research: General theory of education. Transition from kindergarten to 

elementary school. 

The objectives of the thesis are: Analysis of conceptual approaches of transition and 

adjustment to school. Identification of pedagogical conditions of adjustment to school. Examination 

of the conditions of children’ adjustment to primary school according to age, degree of readiness, 

sex, education level of parents. Establish of pedagogical peculiarities of children’ adjustment to 

primary school. Capitalization effects’ assessment of pedagogical conditions for adjustment. 

Scientific novelty and originality of the research consists in: Theoretical foundation of 

psycho pedagogical conditions of children’ adjustment in primary school; achieving a unique 

empirical study on the conditions of children’ adjustment in primary school by age (children born in 

the first triad of the year / children born in the last triad of the year); degree of readiness for school 

(emotional, social, academic); parent education level (low, medium, higher); establishing the 

influence of chronological age on the readiness of children to school; the establishment and 

capitalization of psycho pedagogical peculiarities of children’ adjustment to primary school; 

identify gender differences at the level of classroom and age; the development, implementation and 

evaluation of the Program of optimization the transition process; determining the role of teachers, 

parents and educational institutions in children’ adjustment to primary school. 

The solved scientific issue is to establish effective psychopedagogical conditions of 

kindergarten children's adjustment to elementary school, having as effect the optimizing of the 

transitional process in order to implement in the educational system in Israel. 

The theoretical significance of the research: the obtained results contribute to the 

development of scientific knowledge related to children's adjustment to elementary school, to 

prediction of the educational success of children at the initial stage of formal learning; to creation of 

the base for the future studies for adjustment to school. 

The practical significance of the work: elaboration of a set of measures and practical 

guidelines for teachers, educators and parents that contribute to the promotion of the positive 

experience and support for the child, as part of the transition kindergarten - elementary school. 

The implementation of scientific results was realized at the institutional level, in the 

framework of kindergartens in the Arab sectors of Israel. 
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INTRODUCTION 

The actuality of the research. The problem of childhood in general and nursery - school 

transition, in particular, generates great interest to specialists. A large number of researches, studies, 

documents and instructions concerning the nature, content and peculiarities of this transition 

manifests this interest. There are also many materials on child’s adjustment to school life, in 

identifying of partners involved in transition strategies relating with other children, the role of 

parents and decision makers involved in the school.   

Transition kindergarten - school is relevant both for educational arena and for political ones. 

The educational arena refers to how to achieve the academic programs, the teaching quality, and the 

academic success, the formation of relationships between staff, environment, parents and children. 

The policy one is related to the development of educational policy and legislation, by providing a 

support network for students, maintaining equality of responsibility to provide equal opportunities 

to all students and resource allocation. 

Thus, the transition kindergarten - school and child’s adjustment to the new system are 

extremely important events in a child's life. The transition involves physiological, psychological 

and social changes. As important, they directly affect the child's personality, forming positive 

attitudes towards school. Moreover, the transition is another step that symbolizes separation from 

gaming activity and the shift to learning activity. In this context, the child needs to attain a certain 

level of maturity and socio-emotional learning skills. The lack of social and emotional capacity 

affects and harms the child adjustment to school life.  

Although at international level the school age varies from country to country depending on 

the learning program, school, environment, the multiple international researches indicate that for 33 

countries the school age is six years old. Moreover, in Israel, children are admitted to school at age 

six, when it is assumed that all children reach a certain physical, emotional, social and sensory-

motor level and a certain degree of cognitive maturity, allowing them to begin formal studies. Since 

2013, in Israel, the rights to schooling have children born on January 1 to December 21 of the year. 

At the same time, the observations made within the activities of the author in kindergartens from 

Arab sectors of Israel led to the identification of differences between children born in the first triad 

of the year (January, February, March) and children born in the last triad of the year (October to 

December). It generates a series of questions, such as: Are there differences in the adjustment of 

children born in the first triad of the year and those born in the last triad of the year? Are children 

born in the last triad of studies ready for formal education? Which are the optimal pedagogical 

conditions of adjustment to school? So far, the answer to these questions of major importance has 
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not found an extensive coverage in the specialized investigations. Therefore, realizations of 

complex studies of these phenomena become necessary and actual.  

Description of the situation in the science area and the identification of the problem. 

The process of children’ adjustment to formal education is the subject of more research, 

theoretical approaches and practical diversity referring to a wide range of issues [1, 2, 3, 4, 5, 23, 

24]. Recent researches focus on cognitive, emotional, social aspects of the problem [10, 11, 13, 29]. 

A number of authors such as Fabian, H., Dunlop, A.-L., [14], Wildenger, L. K., McIntyre, L. L., 

Fiese B. H., Eckert, T. L. [31], Valeski, T. N., Stipek, D. J. [30], focuses on the analysis the phase 

of transition kindergarten - primary school, on examining the preparedness of children for 

schooling, socio-emotional identification. A particular interest is granted to gender differences [28], 

the child needs during the transition period [29] risk factors as predictors of school performance 

[15], best practices and strategies to assist in the transition [14, 27]. Unfortunately, the empirical 

research on concerned issues is missing in Israel.    

In the Republic of Moldova the issue of children’ adjustment to primary school has been 

approached by a number of researchers: A. Bolboceanu, S. Cemortan, Cuzneţov L., L. Mocanu, V. 

Pascari Vrancean M., G. Chirică (33, 34, 35, 36, 37, 38, 39, 40). The investigations refers to 

school’s maturity and immaturity, the children’ education in the family and school, the development 

of language, communication, creativity at preschool, conditions for school adjustment of children 

with SEN, socialization and socio-affective development of children, the training of learning skills 

for children of 6-8 years old, the theory and methodology of artistic education of children, preparing 

and training of teachers for primary education.  

Also, there are missing theoretical studies and empirical research about the conditions of 6 

years old children’ adjustment born in different periods of the year. Thus, the divergence between 

the opportunity and importance of establishing psychological and pedagogical conditions of 

children’ adjustment in formal education, on the one hand, and insufficient treatment of the issue in 

educational theory and practice, on the other hand, argues the actuality of the research and generates 

the research problem which is the need to identify psychopedagogical conditions of adjustment to 

school of children born in the last triad of the year, who face significant difficulties of adjustment 

compared to children born in the first triad of the year.  

The research goal is the establishment and the valorization of pedagogical conditions of 

kindergarten children’ adjustment to primary school. 

The research objectives:  

1. Analysis of conceptual approaches of transition and adjustment to school. 

2. Identification of pedagogical conditions of adjustment to school. 
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3. Examination of the conditions of children’ adjustment to primary school according to 

age, degree of readiness, sex, education level of parents.  

4. Establish of pedagogical peculiarities of children’ adjustment to primary school  

5. Capitalization effects’ assessment of pedagogical conditions for adjustment 

The research methods: 

Theoretical methods: analysis of scientific bibliographic sources, theoretical analysis and 

synthesis, generalization and systematization of results. 

Empirical methods: pedagogical experiment, interview, questionnaire. 

Statistical Methods: The test t - Student, Pearson correlation test. 

Scientific novelty and originality of the research is objective: 

Theoretical foundation of psycho pedagogical conditions of children’ adjustment to primary 

school; achieving a unique empirical study on the conditions of children’ adjustment to primary 

school by age (children born in the first triad of the year / children born in the last triad of the year); 

degree of readiness for school (emotional, social, academic); parents’ education level (low, 

medium, higher); establishing the influence of chronological age on the readiness of children to 

school; the establishment and the capitalization of psycho pedagogical peculiarities of children’ 

adjustment to primary school; to identify gender differences at the level of classroom and age; 

development, implementation and evaluation of the Program of optimization the transition process; 

determining the role of teachers, parents and educational institutions in children’ adjustment to 

primary school. 

The solved scientific issue is to establish effective psychopedagogical conditions and 

methods of kindergarten children’ adjustment to primary school, having as an effect the optimizing 

of the transitional process in order to implement it in the educational system of Israel. 

Theoretical significance of the paper: lies in approach of psychopedagogical adjustment 

conditions in addressing adjustment as an integrator complex of dimensions such as age, degree of 

readiness of preschool, parents’ education level, which ensures an effective adjustment of children 

to primary school; completing and promoting of scientific knowledge on the conditions of children’ 

adjustment in the educational system; concretization of prediction for children's school success at 

the initial stage of formal education; forming the basis for future studies on school adjustment.   

The applied value of work consists in the elaboration and implementation of the „Program 

of optimization the transition process” into the education system in Israel; identifying and 

capitalizing of psycho pedagogical peculiarities of children’ adjustment to primary school; 

development and implementation of practical recommendations for educators, teachers and parents, 
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thereby contributing to the promotion of positive experience and support of the child in the 

transition from kindergarten to school. 

Teachers, psychologists, educators from kindergarten and primary school, who are directly 

responsible for the adjustment of the children, can use the program. The research results can be 

useful to parents who have difficulties in preparing children to school studies. The experimental 

data can be used as teaching material in the process of professional training of specialists. 

The main scientific results submitted to support: 

1. The psychopedagogical conditions of transition functions as a complex system that 

integrates internal conditions: the age of admission to school, the social development, the emotional 

development, the development of learning skills and the external conditions: the level of parents’ 

education, the family and school climate, the child’s support by family, having as the result an 

effective adjustment of children to primary school. 

2. Age differences of preschoolers generate differences in their socio-emotional functioning: 

children born in the first triad of the year shows a higher degree of readiness for school than 

children born in the last triad of the year. 

3. Gender differences is marked both at class level - boys show a higher degree of emotional 

development and learning skills than girls do. As well as at the level of age groups within the class - 

within groups of small children, boys are better than girls emotionally developed and of learning 

skills; within groups of older children, boys are better than girls developed of all investigated 

components.   

4. Social and emotional adjustment of children born in the last triad of the year calls for 

further intervention strategies and pedagogical assistance on implementation of the partnership 

between key stakeholders (teachers, parents, children); supporting children in carrying their 

activities; support and stimulate communication and friendly relations between children; 

supervising of children at an earlier stage of schooling. 

5. Pedagogical assistance programs involving all stakeholders (educators, teachers, parents) 

ensure the efficiency of adjustment process.  

Implementation of scientific results is carried out at the institutional level within the 

education system of Israel. 

Approval of scientific results. Theoretical and practical results of the research were 

presented and discussed at meetings of the Department of Educational Sciences (The State 

University of Moldova) and at various conferences, national and international scientific forums. 

Publications on the thesis topic. On the research topic have been published 10 scientific 

articles. 
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Thesis structure: The research contains an introduction, three chapters, conclusions and 

recommendations, bibliography (214 sources), keywords, 130 pages of main text. In the text of 

thesis are inserted 13 figures, 36 tables and 2 annexes. 

The summary of the theses.  

The Introduction represents the actuality of the problem, main goals and objectives, 

research methods. In the context, the main aims are being outlined: scientific innovation, theoretical 

and practical value of the research, the main scientific results submitted to support and solved 

problem 

Chapter 1, Theoretical approaches of kindergarten-primary school transition in 

contemporary psychopedagogy, includes the literature review and the latest researches referring to 

the subject of adjustment to elementary school. Moreover, the theoretical models and approaches 

are present. This part going to three paragraphs: Transition from kindergarten to elementary school, 

Adjustment/readiness for elementary school, the age of school enrollment. The importance of 

transition is that it involves anxiety and uncertainty for a child and his family. The continuation 

with a positive beginning is an answer for a successful transition. It presents different meanings and 

definitions of what is a successful transition, as a positive experience and a good organized 

beginning, which provides a high indication of positive attitude towards school, which in turn 

predicts an academic success for future studies. Adjustment/readiness to elementary school is a 

wide term that includes social/emotional and learning adjustment. In recent years, the concept of 

readiness was expanded beyond academic readiness, to include academic achievements and reading 

skills, understanding and arithmetic as well as physical health, social and emotional adjustment, a 

certain level of language and general knowledge. The social changes upon entering school are 

significant. They influence the child's adjustment and have a direct authority on constructing 

positive attitudes to school. The age of starting school is an important subject in which the specialty 

literature shows a great interest. The results of the effect of age on readiness for learning when 

entering school were varied - from personal characteristics of genetic heritage and the importance of 

the child’ development stage versus child’s environment and family data, including familial support 

and dedication. Most studies refer to the influence of age on academic achievements, which is 

significant and stronger than any other factor among children from a low social-economic status, 

from weak environments, or under-privileged populations.  

In Chapter 2, The identification of conditions of kindergarten children’s adjustment to 

primary school, are described the components of the research design, as well as the used method for 

structuring the case studies. The research adopted quantitative and qualitative methodology, in order 

to expose as many aspects of the learning process as possible, the main method was collecting data 
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through questionnaires of teachers and interview of parents. In addition to the experiment of two 

groups: experiment group - the younger children of the class, who were born in the last third of the 

year and the control group - the older children in the class, who were born in the first third of the 

year. The study uses a comparison between experimental and control groups. In this chapter, the 

author reviews the empirical evidence of the impact of age toward the adjustment to school. It 

describes the results. 

In Chapter 3, The valorization of psycho pedagogical conditions and methods of 

kindergarten children’s adjustment to primary school, are analyzed the results of the research in 

parallel with the results of other studies on the same subject. The chronological gap between 

children is dividing into several parts including the quantitative aspect and detailed indirect 

evaluation of the kindergarten teachers who participated in the main research tool. This presents the 

dimensions of social, emotional and academic adjustment by details with the wide field of the target 

population. Also, there are presented the experimental program of optimization the conditions of 

children’ adjustment to primary school, the practical implications and recommendations. 

General conclusions and recommendations summarize the research and its limitations, and 

offer some specific practical recommendations to each of the parties involved: kindergarten 

teachers, elementary school teachers and parents and approach the results and the practical 

implications. 
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1. THEORETICAL APPROACHES OF KINDERGARTEN-PRIMARY SCHOOL 

TRANSITION IN CONTEMPORARY PSYCHOPEDAGOGY 

The kindergarten is the first experience of life in the society of a child. It provides a new 

framework for child by size and its contents through various, new and exciting activities. It is a 

sequence of metamorphosis, an intense emotional coloring and unstoppable dynamism. Adjustment 

to the new environment as usually is lengthy, with advances and setbacks, with lasting and 

persevering efforts from both the child itself and the adults who support it. 

Starting school is an important moment for every child. Other adults begin to play an 

important role in children’ socialization process. The success of child’s integration depends largely 

on attitudes and skills with which he/she enters in a new stage. 

The transition from kindergarten to school is accompanied by significant changes and 

motivational past marked by transitions and dynamic replacement to school motivation. The 

transition from kindergarten to school produce significant changes, moments of tension, even 

possible conflict, crisis related to the period of transition from elementary schooling. The chapter 

analyzes all metamorphoses and conditions of a children’ transition from kindergarten to 

elementary school. 

 

1.1. Theoretical approaches of transition from kindergarten to 

elementary school 

Transition is a movement from one situation to another. There are a series of transitions. 

Some of them are more formal and important and even considered a turning point that can change a 

person's functioning, behavior and development [190]. The transition to school is an example of 

transition as a turning point for a person, because there is starting the age of youth [141, p. 20-22; 

161, p. 1-18].  Transition to school is a dynamic and critical transition for the child's development 

and his further growth [119, p. 43-50; 176].  

The specialty literature denotes that every transition from one framework to another is most 

important, however the transition from kindergarten to elementary school is considered unique and 

significant. In Israel, this is the same. In fact, governments and policy makers, professionals, 

schools and organizations from all over the world make great efforts related to this transition in 

order to ensure that a child has the best start, as it is possible [171, p.1-21]. The researches H. 

Fabian and A-W. Dunlop consider that this is the most important step during the institutional 

process not only for children, but for their families as well; regardless at what age the child begins 

the transition. 
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The transition from kindergarten to school is so important not only because it involves 

changes such as moving from one place to another or from one educational stage to another [72], 

but because of its signifies - a new period and a new beginning. The child moves from kindergarten 

to a different environment, which involves essential changes in physiological, psychological, social 

and academic aspects. Many researchers refer specifically to the changes in the physical and the 

academic environment, especially the size of school, wondering how young children find their way 

in a large building [58; 65; 139; 154, p. 44-49]. There are changes in rules, values as well as change 

in educational climate [119, p. 43-50], which affects roles and relationships in learning strategies, 

fields of knowledge and expectations [149]. H. Fabian and A-W. Dunlop indicate in their papers 

that this transition involves changes in pedagogical approaches, in teaching methods and learning, 

in managing time, in educational perception, in responsibility for learning and demands.  

The transition brings a new era of separation. Separation from the kindergarten teacher, who 

symbolizes a mother figure to the classroom teacher, who demonstrates a more formal attitude 

towards a child (regarding academic achievements) as he masters of reading, writing and arithmetic. 

There is a change in the model of interaction and in the nature of bonding between teacher and 

pupil. The child is separating from the sandbox and from playing in general, moving toward having 

responsibilities for his studies (e.g., doing homework). Kindergarten is perceived as a place of play, 

whereas school is perceived as a place of formal study and responsibility. Research that examines 

children's attitudes to kindergarten and school indicated that kindergarten was the place for playing 

and school was the place for learning and doing homework and less for playing [139; 200, p. 83-

96]. In fact, assessment of the schoolchild is structured, defined and can be measured by grades and 

academic achievements [57, p. 171-189; 68, p. 35-50; 203, p. 1-9]. 

The kindergarten-school transition involves anxiety and uncertainty for a child and his 

family. He may suffer from different types of fears, problems and tensions. Fear, coupled with 

anxiety, influences the child’s behavior, emotional and social adjustment and well-being, which 

might, in turn, indirectly influence his academic achievements, not only in the short term, but in the 

longer term as well [72]. The parents, who may be flooded with questions from their child, may also 

feel anxious, uncertain or pressured. For them the problem is more complicated, especially parents 

of children with low capability or special needs [74, p. 32-37].  

The period of school involves challenges for children and their parents, mainly for children 

with difficulties or those who are expected to have difficulties [95, p. 479-485; 96, p. 628-648]. 

When children confront difficulty, it sometimes becomes a challenge. The difficulty in following 

rules and regulations, facing new or different values, makes them worried [68, p. 35-50]. 

Furthermore, the child confronts an assignment of recruiting and initiating different kind of 
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friendship (from the group of friends he/she had in kindergarten). In our research there is examined 

the attitudes of children towards friendship in the transition to school. Children report difficulty in 

this respect, because they did not have their friends from the previous year, with whom they would 

be happy. The dynamic groups and friendships are essential in facilitating the process of transition 

[56, p. 12-17]. 

M. R. Louis in the work “Administrative Science Quarterly” analyzed the transition as a 

process of psychological adjustment. There are three common structures in the experience and the 

process of adjustment: 

Change - it takes place when there is a difference objective in the field, for example, 

between the old building and the new or between an existing situation and a new or unfamiliar one. 

Surprise or contrast, when a person has expectations incompatible with or oppose to reality.  

Significance - the main issues relate to how the individual builds, shapes and copes with the 

experience and how he translates the new experience into something personally significant. 

These three structures are expressed in the process of adjustment and influence at the individual 

level and in its adjustment socially, emotionally and academically [19, p. 110-134]. 

This kind of transition is different from other transitions of a person's life. A transition from 

kindergarten to first school grade involves many difficulties and changes in its physical and human 

structure and the academic, behavioral and social demands and expectations. The child is required 

to adjust himself to a different system from one he knew. The need results from the difference 

between the demands of the school and the pre-school system that he is familiar. The adjustment to 

a new place involves an experience of crisis. Transition from known human and physical 

environment to very different environment, from a relatively little frame to a larger one, from one 

age social structure to a frame in which the students are in a wide range of age and adults. Children 

perceived entering the first grade as a threatening situation that causes anxiety, since the transition 

between frames forces the students to reassess their ability. The transition to a process of 

quantitative evaluation and process of reassessment make the students anxious of confronting the 

uncertainty of their functioning among new friends and teachers and acquiring new customs. The 

transition from kindergarten to school represents a major step in a child’s life.  

The subject of the thesis aims to better identifying of the skills and abilities that contribute to 

school readiness and to understand the role of parents and best practices for fostering an appropriate 

transition and academic success. Although children make many transitions in their lives, the move 

to school has important implications for their overall development and is therefore worthy of 

particular attention. Key to successful transitions depends on the nature of the relationships between 

all involved: positive, responsive relationships between children, teachers and families. Culturally 
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responsive teaching and assessment are strong themes in ensuring success. For children, their 

friendships and parents relationships and the relationship with their teacher and other involved 

adults in their lives are also key factors to a successful transition. 

All researches who examine the issue of transition to school agree that there are differences 

in the ways in which it is experienced and in the experience of being introduced to school, both in 

the open signs and the hidden of social, emotional, cognitive and sensory-motor skills [119, p. 43-

50; 176]. The individual differences arise among children and parents in their expectations, 

positions and the support of parents provide to their children [60]. Some children require a longer 

period to integrate and adjust than other children [67]. For some, the transition is a natural stage that 

they go through and cope accordingly. Yet, for others, the new situation poses difficulties and 

challenges and for them it is a stage of shaping their personal and academic identity that means they 

go through a reorganization of their identity.  

The transition varies from one country to another. Each country has its policy for obligatory 

studies for young children and there are various assumptions about the way in which children begin 

to study at school [100, p. 365-379]. In fact, it means different things to different people and groups 

in different countries.  

Transition to school should be understood as a process, not as a point in time. It is an 

individual experience for everyone involved. Although, there are common elements to most 

children’s transition, there are important considerations, which need to be thought about and 

planned in order to ensure that each child has a successful start to school. When children start 

school, they experience environments that may be quite different from home, childcare setting or 

kindergarten. Beyond the differences in the physical environment, the social nature of school and 

academic expectations differ. Children may find it hard to learn and follow school rules. Some 

children find it difficult to deal with the longer days and the new responsibility. 

In the literature, there is significant discussion about the requested readiness for the 

transition from kindergarten to school. Much researches deal with identifying the variables and 

formulating a new definition of the requested readiness for a child, family and the policy of the 

system to make the transition experience positive and successful for the children and their families. 

There is some disagreement, however, about how to go in this transition process, and beyond that, 

how to go through this process successfully in order to ensure a positive beginning and constructive 

development. Among others, questions such as what preparations are required for a child, what 

procedures have to be taken on the part of the educational institution, whether it is at the 

kindergarten or school, what role play the parents in the process, who are the key figures in the 
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transition. The answers to these questions reflect the circumstances according to educational policy 

and the culture of the community in each locality [21, p. 1-10].  

There are different meanings and definitions of a successful transition, but there is 

agreement that a positive experience and a good and organized beginning provides a high indication 

of a positive attitude towards school, which in turn predicts academic success in future studies [2, p. 

351-364; 61; 70,p. 67-78; 119, p. 43-50]. The process of adjustment is balanced and adjusted 

between the child and school. It means that the child is adjusted to school, and school is adjusted to 

children and their needs. Such an adjustment secures a successful transition and is when the child 

strengthens a positive attitude towards school, towards a sense of belonging and a positive 

relationship with the place where he is in [37, p. 338-352]. 

Therefore, great importance is attributed to planning the transition [72]. The researches 

encourage the investment in universal education of infancy since it leads to long-range educational 

results [11]. In the United States there was found that investments in this period with planned 

programs have social and emotional advantages [2, p. 351-364; 197, p. 69-74]. The program should 

be flexible and address the complexities of the local community through respect and logic of all 

relevant parties [119, p. 43-50]. These findings have been supported by research in Europe with 

3,000 children between the age of 3 to 7 that examined the influence of a qualitative investment in 

infancy, transition programs and educational sequence that begins in kindergarten and continues to 

first school grade. The research indicated positive results regarding the development of the children 

during their years of school, a high level of performance and an increase in standards and 

achievements [166]. 

Scholars show a great interest in the quality of education, especially in the years before their 

enrollment to school. The research around these pre-school children’ age examines the influence 

and interaction of various variables such as the quality of educational institutions, environment, 

familial quality and the child's personality. The variable of the quality of education is 

multidimensional and encompasses the physical educational environment, academic contents, the 

training of the educational team and the relationship between the child and the teacher and child's 

self-image [134]. A qualitative educational environment predicts success and improvement in social 

and communication skills, helps in solving problems in the young age, and strengthens adjustment 

and level of skills in the social, emotional and cognitive fields [183, p. 40-45]. 

Many discussions compare the quality of education with three levels, emphasizing social 

and emotional development. The first level is between children who have been educated at home 

and those who have been educated into an educational institution. The second level compares the 

care-taking institution and the influence of environment to children's development and progress. 
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The third level focuses on the interaction between all characteristics, skills, knowledge and level of 

development of a child and experience of education and environmental influence [10, p.1-34; 130, 

p. 254-262; 90, p.148-162]. 

There is disagreement however between the central actors of a successful transition. The 

debate focuses on the most significant component that influences the experience of transition. These 

components consist of the child's personality dimensions; the family and the patterns of bonding 

and support; the community or the environment, which include meaningful figures for the child and 

educational institutions. Some researches indicate that although there is need for cooperation among 

many factors, the central players in the transition are children [72]. Other researchers consider that 

the central and the most important role-play the family and the educational staff. By presenting 

school as a positive element, they give the children a positive beginning. 

Much of the literature supports that successful transitions arise from the power and influence 

of the good relationships in the community (people, professionals and institutions) [54].  However, 

many researches view the transition as a process that relies on the relationships among many 

players: children, families, educators, community, and professionals from both kindergarten, school 

and the whole system [60; 72; 114, p.14-18]. 

Transition is the time when everyone has to be involved and take responsibility [120, p.151-

176]. The preparation for transition calls for coordination and distribution of responsibility to ensure 

success [7, p. 10-16]. There is general agreement that cooperation is essential for developing good 

coping skills and predicting the child's success at school [160]. One has to strengthen the 

partnership between kindergarten and school [78, p. 213-227] on the one hand and the community 

and its support on the other [42; 59, p. 271-281]. Educators believe that readiness and adjustment 

involves preparing the child, the parents and encouraging cooperation among all variables [110, p. 

343-349].  

S. McIntyre and others emphasize that planned cooperation encompasses the social, 

academic and emotional fields. Parents should be involved in the educational work at school [76]. 

This cooperation with the parents is necessary for supporting the children and helps the educators 

enormously [186, p. 42-64]. Cooperation and involvement is a primary requirement for children 

with difficulties or children with special needs. In these cases, all factors must cooperate and be 

attentive to the children's needs [177, p. 1-6]. Whenever there is a difficulty, a need of the 

involvement of all involved parties [159, p. 25-34; 161, p. 1-18]. Continuous implication involves 

the organizing of introduction experience in school, a program of accepting and blessing the 

children, extending the period of the transition, and maintaining good communication. Coordination 

and cooperation within the process of analyzing the transition program and efficient communication 
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between educators in kindergartens and school get to know the children and the continuous 

involvement of the families. All are essential for a successful transition.  

C. Pamela in the work “School readiness” presents the child's readiness for school and the 

school's readiness for child in addition to community and family. In author’s opinion the child's 

readiness for school consists of the level of motor development,  social and emotional development, 

cooperation and empathy, self-expression and a range of cognitive development knowledge and 

skills (e.g., knowledge of letters, numbers, spatial relationships and concepts, motivation, curiosity, 

concentration and perseverance) [142, p. 1008-1015].  In addition, language skills are part of 

intellectual capability and an important criterion for intellectual development [96, p. 628-648]. The 

use of language as a tool enables communication and influences the learning. Therefore, language is 

not only vital for social communication with others but an important aspect of readiness for school. 

Language and literacy at a good level and especially self-expression is an important basis for a 

successful transition. On the other hand, if there are language difficulties, readiness might be low or 

absent [98, p. 460-476]. 

Readiness of a child is defined by the list of skills  and measures, such as physical well-

being and motor development (health status, growth and disability), social and emotional 

development (turn-taking, cooperation, empathy,  ability to express one's own emotions), 

approaches to learning (enthusiasm, curiosity, temperament, culture, and values), language 

development (listening, speaking, vocabulary), literacy skills (print awareness, story sense, writing 

and drawing processes) and general knowledge and cognition (sound-letter association, spatial 

relations, and number concepts) [142, p. 1008-1015]. 

Many researchers emphasize the readiness of school in getting organized for receiving 

children who are at different developmental stages. The school has to adopt differential teaching 

methods in order to adjust the teaching methods to personal needs of the children [99, p. 184-188]. 

The focus is an increased parental involvement and cooperation through follow-up, continuity and 

transition programs between kindergarten and school to show interest and answer the children's 

needs, according to socio-economic status and age. The school should be committed to the success 

and take equal responsibility for all children. 

The school must provide a space and an opportunity for pupils to express their positions and 

feelings towards school, enabling them to speak about their difficulties, needs and positions. This 

important strategy allows educators to get to know and to understand the children. This information 

can serve as a basis for planning and organizing while considering the needs, and fostering concern 

and a sense of belonging [196, p. 87-102]. Children need the opportunity to express their opinions, 

to have the permission to ask questions and to raise ideas or suggestions to facilitate and help their 
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adjustment [58; 187, p. 1198-1213]. Readiness for school is also welcoming the new pupil at 

school, accepting him and making him feel better, through cooperation and involvement between 

the institution and the parents as a source of support for children [46, p. 305-310]. It is important 

that the adjustment and encounter with the school begin as early as possible. A large body of 

research emphasizes the significance and positive experience of an early encounter between the 

child and school [29, p. 993-1028]. 

In addition, it is important to prepare the parents as well. The school must prepare the 

parents for transition, in getting to know the school and instituting transition programs prior to the 

start to school [119, p. 43-50]. The parents should have an opportunity to express their positions 

about the relationship with school [59, p. 271-281], about the programs of study and their own fears 

related to the child's readiness [64, p. 108-139]. Parents need to have an opportunity to 

communicate with teachers [126, p. 83-88]. From all the above, we can conclude that the school’s 

readiness of a child plays a critical role for the future development of that child physically, 

academically, socially and emotionally [202, p. 51-68]. 

School's readiness of children consist of the process to facilitate smooth transition between 

home and school, including cultural sensitivity, by striving for continuity between early care, 

education programs and elementary school. In order to achieve this path there are used high-quality 

instruction, appropriate pacing and understands that learning occurs in the context of relationships, 

demonstrating commitment to the success of every child through awareness of the needs of 

individual children, including the effects of poverty and race, and trying to meet special needs 

within the regular classroom. Also the demonstrating commitment to the success of every teacher 

by introducing approaches that raise achievement, such as parent involvement and early 

intervention for children which fall behind, altering practices and programs if they do not benefit 

from children, serving children in their communities, taking responsibility for results, and having 

strong leadership [142, p. 1008-1015].  

The literature supports the significant role of the parents and the extent of their influence on 

the readiness level. C. Pamela describes the support of the family as a treatment with no negligence 

and dedicating quality time for a child education. Many schools have adopted programs and 

suggestions for parents as part of the preparation of the family [136].  

Family and community support contributes a lot to child readiness. Mothers should receive 

excellent prenatal care and children should receive comprehensive health care, optimal nutrition, 

daily physical activity starting at an early age, so they arrive at school with healthy minds and 

bodies. All children should have access to high-quality pre-school. As their child's first teacher, 
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every parent should devote time daily to helping and encouraging their child to learn [142, p. 1008-

1015]. 

A review of international research and practice concerning children's transition to school in 

the late 1990s identified three general models that underpin specific programs [131]. Each model 

has its particular emphasis: preparation of schools for children, preparation of children for school 

and seeking program continuity between school and prior-to-school settings. Table 1 summarizes 

these three models, highlighting each of them through founding belief and how that belief is 

translated into practice. 

Table 1.1. An international overview of existing transition models and  

practices and their rationale 

Aim: To reduce children's stress at starting school.  

Rationale: Children and/or families experience difficulties 

(e.g., stress, failure, unhappiness, alienation) when starting 

school because schools do not respond appropriately to needs 

of different children and families.  

View of the child: Vulnerable to change. 

Model 1 Preparation of  

schools for children 

  

Transition practices may include getting to know the child and the family, planning a child’s 

start at school with parents and with other relevant services, familiarizing children and families 

with life at school, smoothing differences (teaching and learning content and processes) between 

children’s experiences prior to school and at school.  

 

Aim: To make children ready for school.  

Rationale: Children's difficulties in starting school reflect 

deficiencies in themselves, in their home and/or in their pre-

school setting.  

View of the child: Deficient. For example:  

Poor health, disability, language problems (delay or not 

speaking the dominant language), cognitive delay and poor 

pre-literacy and/or numeracy.  

Model 2 Preparing children 

for school 

  

 

Transition practices may include preparing children for their first day at school, ensuring that 

children have the skills needed to start school, identifying children’s deficits early and planning 

programs to reduce their effects on key areas of learning, teaching children about school rituals, 

rules, expectations, language and formal curriculum.  
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Aim: To smooth differences between prior-to-school and 

school settings.  

Rationale: Children's experiences of teaching and learning 

prior to school do not match those in school.  

View of the child: Vulnerable to discontinuity and change.  

Model 3 Creating program 

continuity 

 

  

Transition practices: Supporting professional development of educators and use of highly 

qualified early-childhood specialists in the lower primary grades, developing curriculum 

continuity between schools and prior-to-school settings, locating schools as close as possible to 

prior-to-school.  

Source: Literature Review Transition: a positive start to school November/December 2008, 

p. 14-18 

There is debate about which of those three transition models provides children with the best 

start to school and why. The psychologist D. Myers (1997) strongly argued that transition to school 

programs should aim to reduce children’s stress as they move between different learning 

environments (e.g., home, school, early childhood center) rather than seek to create seamless 

transitions between them. On the same note L. O’Gorman summarized other researchers' concerns 

that if pre-schools try to create seamless transitions to school, they may, intentionally or otherwise, 

focus on children’s readiness for school as they orient their curriculum increasingly to the school 

curriculum. While S. Dockett and B. Perry argued that successful, transition to school is the result 

of a process in which the child and school adjust to each other.  

From all exposed above, the author concludes that kindergarten as a stage of transition 

between family and school, trains a child in tasks similar to those of school.  It increases the 

availability of child’s intellectual capacity, puts him in contact with preparatory requests for school, 

and contributes at the creating premises of schooling under optimal psychological preparation of the 

child. The process of preparing children for school does not relate to teach them to write, read or 

count earlier, but presupposes to prepare for a new way of acquiring knowledge and experience, 

helping them to achieve a state of readiness for learning, positive psychological state required for 

school start time. 

The enrolling of a child in school has a special time for it. It is not a linear process, getting 

the child fully, mobilizing the entire adaptive mechanism. The new requirement of the new 

environment of school opposes to flexibility and freedom from kindergarten and may appear for a 

child even as constraining him. The decisive role in ensuring the school maturity of each child has 

the preparatory group.  
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1.2. The adjustment of kindergarten children to elementary school as 

psychological and pedagogical phenomenon 

The issue of readiness for elementary school is a concern for both kindergarten educator and 

parents. The most optimal solution for a child is his preparation in both terms of socio-affective and 

cognitive. The process of school enrolment is influenced positively or negatively in depending on 

the child’s representations about his future school’s activity - formal representation of children 

through the contribution of parents, educators, and teachers - as unity of ideas, thoughts and actions. 

The specialty literature uses ‘readiness for school’ and ‘maturity for learning’ as identical 

terms, similar to adjustment and capability. Readiness and maturity are used as predicting a higher 

level of adjustment. Readiness is defined in various ways. Many researchers present readiness as the 

extent of interaction between person and environment, and a way to succeed [195, p. 351-375]. Part 

of the definitions indicates a layout of behavior patterns that are needed for the individual to adjust 

to his social environment, a behavior that is adjusted to the environment or to changes and 

challenges coming from the environment. A complex of changes is directed at the adjustment 

between a person’s demands and what his environment wants. Similarly, adjustment is defined 

because of the balance between a person and his environment, as the individual aims to survive in 

the physical and social environment [155, p. 73-79]. Adjustment relates to how the individual copes 

with pressured situations and conflicts and how to achieve balance and harmony in the individual's 

attitude to his environment [107, p. 443-484]. From these descriptions, one can understand that 

adjustment represents a set of skills and capabilities necessary for the individual as he encounters 

the environment, a relationship that includes social aspects and the ability to adapt to new 

circumstances and new relationships [54]. Another definition says that adjustment is the extent of 

compatibility between personal needs and the conditions for achieving progress. There are 

definitions, which include social, academic and emotional capabilities as important conditions for 

readiness, which means that readiness is determined by the extent to which a child has the capacity 

to control those aspects. An aspect of the definition relates to progress, mainly to academic 

progress, such as a child's capability to manage his emotions and control his behavior and 

relationships to advance academically [194, p. 96-113]. 

  Emotions of a child are the behavior to achieve social, emotional and academic adjustment 

[194, p. 96-113]. Many definitions defined readiness as achievement at a certain level of academic 

and social skills [162, p. 643-666]. A very different view sees readiness as a matter of 

understanding the concept and its interpretation. The researches approach three main points about 

the importance of the definition and understanding of it. The fact that readiness is influenced by the 
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kindergarten teacher's understanding of readiness for first grade, understanding of the term by the 

school and understanding of the interaction among all the relevant people [120, p. 151-176]. Many 

researchers, who used a technique of examining the positions behind parents and educators and 

positions about readiness, indicated academic readiness as a set of skills, a toolbox of specific 

academic skills and the knowledge that is needed for learning (counting, knowing colors, letters and 

so forth) [78, p. 213-227]. This toolbox includes social and emotional skills as an inseparable part 

of the skills such as being able to control behavior, being independent, being able to cooperate at 

lessons with children and adults and being able to concentrate and listen. These capabilities are 

considered essential in predicting success and adjustment at school [140, p. 4-16]. 

There are researchers who make differences between the genders, regarding maturity or 

adjustment to school and their level of readiness for learning. One study that examined this 

correlation discovered that the emotional adjustment of boys was higher than that of girls [155, p. 

73-79].  

The differences between genders are examined in dimensions of social, academic and 

behavior adjustment. They yielded two important things that indicated significant differences in 

adjustment. The adjustment of girls was more positive and good than of boys in the same age group. 

Girls' readiness was higher than that of boys in the fields of social and emotional readiness, self-

confidence, and their sense of independence is stronger than that of boys [73]. 

In some researches, there were found differences among populations, according to the socio-

economic background and ethnic origin, parents' level of income and home environment. There is a 

correlation between the level of readiness and income. For lower income populations, it is a 

requisite to answer special needs [101]. There were also differences in social, academic, behavior, 

cognitive aspects and the need for intervention to ensure success or reduce gaps among groups [27, 

p. 1505-1516]. G.J. Duncan conducted six studies to check the connection between school readiness 

and later achievement in elementary school. They present three key elements of school readiness: 

school-entry academics, attention, socio-emotional skills, and later, school reading and math 

achievement.   

The authors ensured that most of their regression models’ control for cognitive and socio-

emotional skills, and a host of measures related to family background was measured prior to school 

entry.  According to these studies, the greatest predictive power, followed by reading and attention 

to social skills is socio-emotional behavior. Patterns of association were similar for boys and girls. 

It was non-gender differences, which was similar for children from both high and low socio-

economic backgrounds. A number of studies found that social skills deficiency has been more often 

documented in boys than in girls. Compared with girls, boys are more likely to be suspended and 
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expelled at every grade level, drop out of school, exhibit problems of behavior and have lower 

education levels [79, p. 228-245]. Research also indicates that girls have stronger learning-related 

skills and more adaptive classroom behavior than boys. One recent study found that girls had 

significantly stronger levels of self-regulation in kindergarten than boys did, and there were greater 

numbers of boys scoring at the lowest levels on self-regulation over the school year compared to 

girls [154a]. 

T. Averill defined the term ‘emotional creativity’ that includes four main criteria: novelty, 

effectiveness, authenticity and preparedness. Children with high emotional creativity benefit from 

high levels of mental capacity, creativity, artistic talent and leadership ability, or they are 

considerably superior in a specific academic field compared to their counterparts [94]. P. Sharifi 

and M, Ghodrati indicated that when considering emotional creativity, there is a significant 

difference between female and male. However, M. Sabri, M. Alborzi and M. Bahrami demonstrated 

that there is no significant difference between male’s and female’s emotional intelligence and 

emotional creativity. Hossien found a significant difference between male and female: The male 

had higher levels of effectiveness and authenticity, and the female had higher levels of emotional 

creativity. 

The issue of readiness and the way of assessing it and its implications for the learning 

program is at the center of public and professional discussions. One approach claims that readiness 

has to do with chronological age and the child's level of development. The issue of maturity 

depends on the family, the community and the environment.  

There are different approaches regarding the process of child’s readiness to school. One of it 

is the natural/ecological developmental approach. This approach emphasizes the dependency 

between different stages of development and transition. It says that the child goes naturally from 

one stage to the next. The sequence is constructed according to previous assignments and demands, 

and the emphasis is on the hierarchy of knowledge and skills. Simple learning leads to a more 

complicated learning [12; 93]. This approach was common in the 1950s and 1960s, when the term 

‘developmental readiness’ was coined. According to developmental readiness, a child can succeed 

in learning only when he reaches a certain developmental stage that is needed for this learning. This 

approach presents readiness as an inner process of biological maturity. It relies on a genetic 

regulation that is determined according to a fixed timetable. This view reflects the belief that the 

child's development leads him to acquire a series of cognitive, language, social and motor skills he 

needs at school [106].  Therefore, the issue of readiness is a matter of time and age and maturity of 

the nervous system, so one just has to wait for the suitable stage of development; therefore, we let 

the child reach the desired maturity level before introducing him to formal studies at school [82]. 
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This school of thought exists today and it is based on Gesell's theory. According to this view, it is 

accepted to postpone the child's introduction to school by staying another year in kindergarten. 

Meanwhile, his natural maturity will reach a level where he will be able to confront the assignments 

of formal education [87, p. 276-280]. This approach is similar to that of the nativists/idealists with 

their emphasis on the individual and his maturity. They define readiness at school when they are 

capable of self-control and the ability to follow instructions. The environment does not have a major 

influence and age is the most significant factor. C. Pamela states the assumption is that the influence 

of society and environment is minimal and marginal [142]. 

Table 1. 2. The Ecological and Dynamic Model of Transition 

 
Sources: Pamela, C. High. School readiness. Pediatrics, 2008, vol. 121(4) 

Within an ecological model of transition, children’s readiness for school depends on 

relationships between the key players in their transition to school rather than on a specific skill 

proper for the child. The Children’s skill level may be important, but it is not the main or sole 

determinant of their successful transition to school and successful progress through school. 

This model create strategies to facilitate children's transition to school and aims at respectful 

relationships between the home, their intended school and preschool services they receive (specific 

needs of indigenous children, children with disabilities, children from disadvantaged backgrounds 

and children from culturally and linguistically identified backgrounds). The ecological model offers 

direction on strategies to engage children, families, schools and pre-school settings and the 

community. In addition, it increases the ability of the staff in pre-school settings and schools to 

facilitate young children's transition to school by the ways it builds relationships and should be 

invited to participate in developing a Transition to School Statement. In addition, encourage a 

Transition to School Statement for children from disadvantaged backgrounds and should support 

planning for an individualized transition to school [114, p. 14-18]. 
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The ecological model of transition to school in which children’s readiness for school 

depends on how relationships form between key players rather than on the development of a 

specific skill proper to child. Drawing on the base of best evidence synthesis, policies, processes 

and activities for young children’s transition to school should be established in order to create 

opportunities for children to raise questions, concerns and suggestions about their life in school. An 

ecological perspective of development posits how well individuals adapt to change their external 

context depends as contextual, as well as personal characteristics [152, p.490-507]. With transition 

to formal schooling, significant change occurs in children’s cognitive, internal development and 

external environment. Reflecting these changes, the first two years of elementary school have been 

characterized as a critical period in early development. Going to first grade means graduating from 

a typically warm, child-centered kindergarten to a classroom environment that imposes 

considerably more rigid social and instructional requirements. For many children, it is the first time 

they are expected to focus on academics for the entire day. Moreover, relative to kindergarten, first 

grade classroom activities demand a greater level of independence, self-control and attention. In this 

way, the first-grade transition represents a rite of passage with striking implications for future 

educational attainment [3, p.760-822].  

U. Bronfenbrenner’s theory on social ecology of human development proposes that social 

domains for it can be represented by a set of nested structures organized into five systems: micro 

system, mezzo system, ecosystem, and microsystem and Chrono system. At the microsystem level, 

the family was found as the most proximal and fundamental system influencing human 

development [9]. As such, family structure or patterns and quality of interactions within families, is 

expected to be a particularly powerful influence on child development. A family environment plays 

a prominent role in nurturing children’s skills prior to school entry and has significant influence on 

children’s adjustment to various aspects of the school environment. Parents have been described as 

children’s first teachers. Specifically, parental involvements at home, school and by the level of 

their education, parents bring to these interactions, enhancing academic outcomes. Through home 

activities such as reading, teaching (letters and numbers), parents can introduce children to 

fundamental literacy and mathematics skills [147, p.41-53]. Aspects of the parent-child relationship, 

in particular maternal sensitivity during parent-child play interactions are especially strong 

predictors of a child’s academic competence in kindergarten and first grade, even after accounting 

for factors such as maternal education. In addition, a number of familial risk factors for school 

maladjustment have been identified, including low socio-economic status, single-parent family 

status, ethnic minority status, psychological problems, substance use, legal problems, marital 

discord and a lack of social support [174]. 
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This approach also creates opportunities for families to be involved in shaping their child’s 

transition to school and motivating them to learn more about their children in kindergarten and 

elementary school. It gives them direction to developing strong strategies and forming partnerships 

for a seamless transition to school. This engagement should begin in the year before a child begins 

school and continue once a child starts school. It requires flexible models of service delivery in the 

preparatory and early years of schooling to acknowledge each child's needs and qualities.   

Kindergarten teachers express their awareness of first grade as a potentially stressful change 

for young students [108, p. 63-78]. During a stressful transition, certain attributes may signal who is 

likely to have difficulty adapting to the new context and who may have subsequent problems [71, 

p.114-183]. In addition, how the teacher organizes and structures the learning environment may be 

associated with how well young children adapt to school. As children progress through the early 

years of their education, the consequences for poor performance climb, with stable achievement 

trajectories emerging by second or third grade ]3, p. 760-822].  

Another approach regarding the process of child’s readiness to school is the environmental 

approach. This approach, the empiricist/environmentalist, emerged as a response to the criticism of 

the natural, developmental approach, which did not deal with the ways, which can enhance and urge 

natural maturity, issues that are central in the cognitive developmental psychology [193, p. 148-

172]. This approach emphasizes the process of learning and claims that it is influenced by 

organizational, structural and institutional factors, as well as by individual differences among 

children. It focuses on support, accompaniment and mediation of an adult figure and on the 

experience that is dependent on environmental elements [83, p. 1-5]. It is based on the need of 

educational interference to help the child’s overcomes difficulties, his confronts, slow development 

or other limitations. Adjusted education and early diagnosis would reduce gaps among children and 

enable or increase the prospect of success at school [178, p. 646-659]. 

This approach has wide support in the research, which states that one can shape behavior 

and enhance learning and processes by the environment through an adjusted interaction while 

considering personal differences. Mediation and enrichment have significant influence on learning 

[132, p. 50-59]. Readiness is a function of teaching quality and environment. If there is congruence 

between the child and the environment, he will reach readiness faster. Therefore, there is room for 

interference to enhance and accelerate learning processes.  

The development of mental functions is based mainly on social and cultural interactions. 

However, the development of mental functions connected to the learning process is a product of the 

interaction of individual and significant figures in their environment. This is the most important 

component in a person's development throughout his lifetime [191]. This approach claims that one 
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can develop readiness at the beginning of school. One has to direct the children prior to entering 

school to identify those who have difficulties in the critical years before entering school and may 

require special attention [99, p. 184-188]. The environmental approach says that readiness relates to 

environmental conditions. One of the basic assumptions is that education provides an opportunity 

for development and learning, and it accelerates cognitive development. Many programs have been 

developed based on this approach. Readiness is determined by what the child knows: colors, shapes, 

letters, numbers and concepts that are an outcome of what the child has learned [128, p. 39-66]. In 

this view, therefore, age is not highly influential in relation to readiness. In order for the child to be 

ready, one must invest in enriching his world through school, family, quality time, structure and 

planning learning processes [15, p. 271-274]. 

The constructivist approach is based on social constructivist model, which rejects the 

empiricist model and views readiness from a social and cultural perspective, focused on 

community, culture, values and expectations [142, p. 1008-1015]. 

 The theory of constructivism, whose source lies in the verb "to construct», is a learning 

theory dealing with the way in which people learn and the process in which they learn to acquire 

and process of knowledge [80]. Constructivism is a type of umbrella’s term that unites modern 

learning approaches. Developed at the end of the 18
th

 century by the philosopher Giambattista Viko, 

constructivists believe that humans could understand only an item or knowledge that they 

constructed by themselves. The first who clearly implemented this theory to a class were J. Dewey 

and J. Piaget. Later the ideas of L. Vygotzky and other theoreticians were added regarding the ways 

of representation [192]. In the approach of L. Vygotsky's theory, the emphasis on acquiring 

readiness is not an assignment of the educator, but rather it centers in the child and his interaction 

with the environment. The child is perceived as an active participant and constructs his knowledge 

and capability actively, while the adult is only the mediator, the helper [76]. L. Vygotsky claimed 

that mental development is based on social interaction, believing that it is the most important 

component in person's development during his life. He says that human beings developed tools to 

create an adjusted infrastructure for educational activity. Learning takes place in a dialog whether 

the child is active or passive, and the environment should be adjusted to the changing needs and 

differences among children. The scientist believed that a person's consciousness is built from the 

outside through relationships with others, and that high mental functioning is an outcome of good 

mediation action using varied tools and creative methods [7, p. 10-16]. This is the background for 

the Development Appropriate Practice (DAP) approach, which was published for the first time in 

the United States in 1987 [184]. It integrates L. Vygotsky's theory with theories of the development 

of knowledge through the child's activity. The child is perceived as an active and initiating 
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personality. There is emphasized the meaning of language and explained the positive correlation 

between linguistic development and elevating academic achievements. Language is a tool for 

developing thinking and a significant component for coping with difficulties of adjustment in first 

grade [146]. 

 According to this theory, learning is not passive. The pupil’s contributions are no less than 

those of the teacher are in a process. Learning is executed by way of structuring the knowledge and 

taking responsibility for it during activity. The process of learning is not an independent process in 

which the learner structures his personal knowledge by turning information into knowledge through 

personal experience. The learner builds new understandings, new knowledge and new conceptions 

by himself. Learning capacities develop in parallel with cognition, and every stage is based on the 

stage, which preceded it [184].  

The interactional relational approach deals with the correlation of models. Readiness for 

school is done in accordance with the child, environment, society and community. The positive 

continuous interaction predicts educational success, mutual connection and quality of adjustments. 

The age is important, but everyone is responsible and there is need to accelerate the child's 

development by environment, community and adjustment between development and environmental 

interaction, learning and mediation [172; 128, p. 39-66]. This approach integrates biological 

maturity and experience in helping readiness. The educator's role is to be a mediator, one who has 

to identify and allocate weaknesses and deal with them accordingly, while considering biological 

and developmental elements [10,p.1-34]. A child lives and develops himself such as family, 

environment, learning institutions and personal characteristics in numerous contexts. At the same 

time, there is a lack of research that examines the importance of the community and the cooperation 

between the participants and its influence on the child is functioning in the end. The existing 

researches deal only with the first, or maybe, the second year of school. 

By exposure in the work, the process of readiness for elementary school we cannot miss the 

analyzing of biological, congenital and acquires of environment. There are disputes regarding the 

readiness as a biological, congenital or acquired process and consequence of reaction and 

interaction between the child and the environment. 

A research that examined the family instability, its connection to the level of school 

readiness and its influence on 5 year olds, emphasized that readiness is like the inheritance of 

personal qualities, including physiological and psychological characteristics that appear in an earlier 

stage of children's life. Accordingly, the criteria distinguishing the temperament are inherited 

personal traits from early childhood and form the basis for personal qualities later on. The primary 
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assumption is that early development is mostly affected by biological and physiological factors 

[206, p. 103-113]. 

A supported mutual interaction exists between the environment and development of 

personality qualities. Therefore, it is not only the environment that significantly influences the 

redemption of these tendencies, but the qualities also influence the environment. Qualities may, and 

are expected to change over time. They differ in their belief that the continuity of inherited qualities 

lasts along the whole development. In the time of childhood, life experience may change personal 

inherited tendencies [32, p. 1239-1249].  

The main discussion of readiness and adjustment as the central focus of development are 

based on different connections and the child's contact with environment in all layers. Also, the 

longitudinal research explored the connection between family instability and its influence on 

children’ adjustment and readiness to elementary school, academic readiness and academic 

achievements. The result is that family’s instability and low socio-economic status is specifically 

connected to adjustment and maturity for school and sometimes it is expressed in low achievements 

[89, p. 631-664].  

Furthermore, normal family’s behavior and stability increase the chances of building a 

social, behavioral and psychological network to reinforce the child emotionally, socially and 

academically [138, p. 980-984]. Parents and family are considered connectors between personality 

dimensions and environmental dimensions. Family stability and economic welfare are important 

components in childhood and directly influence the child's adjustment to school and his 

achievements. The importance of the family unit holds a significant place in cognitive, social and 

behavioral development level.  It could be predicted that the supportive family net influences not 

only at an early age, but all throughout a child's life [43; 89, p. 631-664; 121] - "skill begets skill" 

[24, p. 2110-2122; 86, p. 44-61]. 

In recent years, the concept of readiness has grown beyond academic readiness. That is 

academic achievements and reading skills. In a wider sense, readiness includes physical health, 

social and emotional adjustment, a certain level of language and general knowledge [55]. Readiness 

for learning is more than achieving academic goals. It includes a whole complex of skills in 

different fields and achievements at a certain level of social, emotional and health development [92, 

p. 13250-13254; 103, p. 10155-10162].  Social and emotional inability interrupts the child's 

adjustment to school life [78, p. 213-227]. 

The social changes upon school entry are significant and influence the child's adjustment 

[70, p. 67-76]. It has a direct influence on constructing positive attitudes to school [101]. However,                                                                                                                                                                                                       

the child may still acquire social and emotional maturity only when he is developmentally mature 
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[68]. Social adjustment is important as a predictor of adjustment to school, especially in the first 

years [22, p. 78-82; 185; 189, p. 204-209]. Increasingly, there is an understanding that the child has 

to acquire a certain level of social maturity and skills before entering school [127]. Some 

researchers listed social and emotional characteristics that are the infrastructure for social skills. It is 

as a guide for child in his relationships with others, both adults and children at school [127]. These 

characteristics are independence and the ability to cope without parents. The lack of independence 

and overdependence on the parents, or difficulties in separating from them impedes adjustment and 

integration in school life [78, p. 213-227]. There is also an emphasis on positive mood and the 

ability to initiate and develop relationships with others. If the child cooperates, has friends, has a 

sense and feeling of belonging to the group,  is not lonely, approaches and interacts with others 

positively, communicates, expresses negative feelings without aggression or without hurting 

himself or others and expresses interest, it means that he is ready for entering school. In addition, it 

is preferable that the child has positive self-esteem [127] and has the ability to adjust to social 

changes [202, p. 51-68]. Here we also add self versus others, self-conceptualization, academic and 

physical capability, independence and positive attitude to school, as well as social acceptance and 

social skills. Low self-esteem and lack of initiation and independence leads to difficulties in 

adjustment and sometimes leads to failure and inability to communicate with others, which in turn 

leads to negative attitudes towards school [104]. Lack of self-esteem, lack of independence and over 

dependency leads to a failure in social adjustment at school [22, p. 78-82; 189, p. 204-209]. 

Researchers acknowledge the importance of esteem by the educational environment: "I am 

as others perceive me." This esteem of others is an indicator for self-perception and for shaping 

social identity. It influences the child’s personality and his own self-esteem [101; 133]. Devoted to 

the investigation of the relationship between first-grade self-concepts and actual correlates that co-

develop their adjustment to school the child's self-concept significantly correlates to a positive 

emotional attitude to school, social acceptance by peers and the significant of adult in the new 

environment and learning success. There is strong correlation between the first-grader’s general 

self-esteem and his competency with security and positive communication [185]. 

In the process of social adjustment, teachers play an important role. The child is exposed to 

changes during this period, and the teacher is the main figure in shaping the child's social identity. 

The teacher's attitude and appreciation also determines the child's status, his self-esteem and others' 

appreciation of him [70, p. 67-78]. The teacher’s role in shaping the set of social relations 

determines a large extent, the child's perception of the social experience. The teacher actually 

becomes the mediator in building social relationships among the children and can build group 

dynamics of a supporting social group [158]. 
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Social adjustment as learned adaptive behaviors enable people to interact with others, 

express positive responses and also avoid inappropriate behaviors. The teacher-child relationship 

plays a significant role in facilitating social skill development. Numerous studies found that teacher-

child warm relationships are associated with high levels of cooperation, social competence and 

learning-related skills in early childhood and elementary school. The ratio of teachers to children in 

the classroom also relates to children's social skills [156, p.377-394]. The classroom environment 

can also facilitate the development of social skills. For young children, teachers can create 

opportunities for children to practice and generalize social skills through classroom interactions. 

Teachers divided required skills into five categories: cooperation, appropriate speech, 

responsibility, empathy and continence [94]. A social skill as the main symptom of mental health is 

one of the topics of interest and is significant [201, p. 35-50]. In addition, school is important in 

cultivating values, facilitating social flexibility and in meeting the needs and the path of children’ 

development. Some children are more sensitive to social experiences and other less [163]. The 

school system must place a high value on understanding their needs and their appreciation to build 

an educational climate that is based on mutual appreciation [106]. The mediator between the child 

and environment is a significant factor — a source of trust and confidence and a space for a social 

experience that motivates the child to learn [49]. There is a need in helping to construct a 

relationship between the child and the institution, and friendships among the children to give them a 

sense of confidence and belonging [201, p. 35-50; 138, p. 980-984]. Teachers expressed the 

importance of listening in lessons and ability to sit quietly and concentrate [127]. Some researchers 

expressed criticism of the list because occasionally, when the child confronts difficult situations or a 

difficult time that influences his mood, he may be labeled in such a way as to hurt his self-image, 

although this perception is formed when he is in a difficult situation [127]. 

Many children have had social difficulties in first grade and teachers reported a lack of 

confidence and less activity among children who were previously very active and independent [28, 

p. 51-66]. In spite of the above, the importance of social and emotional components, the main 

reference of readiness remains as learning adjustment. Researchers warn the problematic nature of 

the term “adjustment” as academic readiness, as if the social and the emotional aspects are less 

important. Denying these aspects may hurt performance in kindergarten [195, p. 351-375]. An 

exaggerated emphasis on the learning program and achievement orientation in kindergarten might 

make the kindergarten a place for preparing the child for school while at the same time ignoring 

emotional and social needs. School programs have a powerful place, pushing the kindergarten 

programs aside and lowering the value of the kindergarten as enhancing the social and emotional 

aspects by elevating the academic program. Working on readiness for school from academic aspect 
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only damages and endangers the quality of performance the programs for infancy [62, p. 274]. C. 

Webster-Stratton and J. Reid indicate the importance and significance of social and emotional 

adjustment. A major part of the research emphasized the importance of cultivating emotional and 

social readiness and the fact that maturity, or lack of it, comes before cognitive readiness [57, p. 

171-189]. 

Social skills, conceptualized as interpersonal skills, along with the ability to perform 

competently in social situations, independently and responsibly, are required for positive 

interactions, cooperation and sharing, which are important for acceptance and social adjustment 

throughout childhood and school life [121]. There is strong evidence that learning-related skills 

predict academic achievement in kindergarten and throughout elementary school [122, p. 471-490]. 

Interpersonal skills have been linked primarily to children's social development; learning-related 

skills relate to doing well in classroom settings and academic success. Social skills include 

interpersonal skills and learning-related skills are important for academic success and social well-

being from early childhood. The preschool period from ages 3 to 6 is a crucial time for acquisition 

of social skills [173]. Research also examined the positive role that parents play in the development 

of their children’s skills. Parental warmth and sensitivity have emerged as two of the most salient 

predictors of children's social development [133]. The quality of parent-child attachment 

relationship also predicts children's social skills: Secure attachment highlights the importance of the 

child's behavior, including reactivity and responsiveness [31, p. 324-339]. Parents who are warm 

and sensitive and set appropriate limits for children are more likely to have children with strong 

interpersonal and learning-related skills [79, p. 228-245].   

The research suggests that a combination of child, parent, and environmental factors 

influences the development and promotion of social skills, interpersonal skills and learning-related 

skills at a young age. Therefore, it is essential for a high level of involvement to promote effectively 

positive social skills development. Positive relations with parents, family and environment are one 

way to ensure strong social and academic skills [112, p. 144-161]. The transition to school is an 

important process in the development of the child, as he faces new tasks not previously 

experienced. Tasks that require greater independence and adaptability, the ability to cope with the 

new environment, so this transition requires a child to be equipped with a range of skills and a 

certain level of adjustment related to social maturity as well as intellectual and emotional maturity. 

Academic, cognitive and intellectual adjustment is most influential for successful in the 

school. It includes curiosity and motivation for learning. Therefore, curious children will integrate 

faster in the school environment. The cognitive field is well documented in the research literature in 

relation to readiness as a predictor of success at school [63, p. 20-26]. The cognitive index is present 
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in much of the research, which found it contributes tremendously to the prediction of academic 

achievements in first grade. The researchers did a list of skills and knowledge with which the child 

attends in kindergarten [75, p. 273-241; 105, p. 397-420; 171, p. 1-21]. They speak about linguistic 

knowledge as a significant predictor and phonological organization as predicting readiness for first 

grade because the major part of learning in first grade is acquiring basic language skills such as 

reading and writing. The issue of language refers to vocabulary and deciphering and identifying 

letters, which children learn in kindergarten. At this age the child acquires language and literacy 

skills, a precondition to readiness for school, learns the basics of formally language, and therefore 

needs a basic knowledge in phonology, letters, vocabulary and other linguistic skills. Research 

shows there is a strong correlation between linguistic skills and readiness for school [1, p. 55-76; 6, 

p. 489-516; 36, p. 25-38; 169, p. 24-60; 118, p. 27-53]. 

 With all empirical approbation about the importance of adjustment and readiness, 

kindergarten still give many attention and efforts to developing linguistic/cognitive skills and 

knowledge to prepare the child to formal study. Nevertheless, emotional and social skills usually get 

little attention in spite of their importance because the ability to regulate emotional and social skills 

is very important and valuable for positive process of adjustment to academic framework [81, p. 3-

19]. Cognitive maturity is easy to measure because there are clear tests connected to the curriculum. 

Emotional and social adjustment is more complex in some ways, but there is a need for more 

precision, since many factors comprise emotional and social maturity, including the ability to 

socialize, taking responsibility and linguistic ability, coping with difficulties, independence and the 

willingness to accept tasks, balanced social relations in which the child is a partner and an equal 

group. 

In the Republic of Moldova the issue of children’ adjustment to primary school has been 

approached by a number of researchers: A. Bolboceanu, S. Cemortan, Cuzneţov L., L. Mocanu, V. 

Pascari Vrancean M., G. Chirică (207, 208, 209, 210, 211, 212, 213, 214). The investigations refers 

to school’s maturity and immaturity, the children’ education in the family and school, the 

development of language, communication, creativity at preschool, conditions for school adjustment 

of children with SEN, socialization and socio-affective development of children, the training of 

skills for learning for children of 6-8 years old, the theory and methodology of artistic education of 

children, preparing and training of teachers for primary education. 

The analyzed studies of targeted authors mention that at the age of 6-7 years significantly is 

increased the possibility of the child's intellectual activity. The development of thinking operations 

through practical actions directly ensures the internalization of these operations, while enhancing 

the transition from preoperative thinking to concrete-intuitive thinking. At this age is gradually 
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developed the certain elements of causal thinking, the activity of knowledge is deepened. There 

appear simple logic elements of thinking oriented to systematization and generalization of 

phenomena and events, the ability to operationalize with generalized and schematic picture. 

However, this period covered psychological deformations, which are distinguished by 

underdevelopment, which demonstrate that these processes are in forming and not fully meet 

regulatory function in the independent activity of the child. Their manifestation is possible in 

cooperation with the teacher. In addition, at the age of 6-7 years begins a new formation, a new 

level of regulation of the child’s activity. It is the conscious organization of work, based on a 

structured plan. These psychological characteristics of 6-8 years old children influence the learning 

skills of training in the context of continuity’s process. Therefore, the compliance by teachers of 

specific psychological development of 6-8 years old children is one of the factors for achieving 

continuity between preschool and primary school institution in learning skills training. 

The research shows that 6-7 years old children often substitute the task of learning with 

practical task, valorizing the achievement of the activity. Therefore, at this age an important role 

has the instruction to accomplish the task. There is mentioned that for a child of 6-7 years old the 

requirement to execute a task by applying a particular process is a new and unusual situation. For a 

child matters the result, but he is less concerned about how to act. Most times when a child is asked 

how he achieved a concrete task, he is unable to describe the operational approach. Therefore, it is 

important to teach the child to make a distinction between learning tasks, operational procedures 

and purpose. 

Because at the age of 6-8 years old a practical action is an indispensable part of effective 

knowledge, the act of learning will gain a vivid character, attractive and engaging by applying 

technological strategies, active-participative methods, stimulating active participation of children. 

In this category are included: the solving of problem, modeling, algorithm, exercise, game, which 

show the activism of children. 

The active-participatory assimilation of operational procedures for solving practical tasks, 

the awareness of cognitive training procedures condition for children the action planning 

competence and self personal activity. In this regard, the researchers argue that the power to plan 

own activities represent for a child a distinguishing characteristic of intelligence. 

Approaching the problem of school maturity, experts state that a child can be considered 

suitable for work or mature for first year school classes if he has reached the optimal stage of bio-

psychosocial development appropriate for his age and manages to scale knowledge prescribed in 

the syllabus. Therefore, the ability, the school maturity is the expression of a child's development 

phase. It marks that level of development (physical, psycho, social behavior), to which the activity 
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of institutionalization can contribute to further development of personality. This level is placed 

between 5 and 7 years and is based on the principle of psychological development in close unity 

with the biological and social principle. So is justify the new model of early child’s schooling, 

which involved not only the chronological, but also the health, socio-cultural conditions, the 

potential level of somato-psychic development and the possibility leveling some lacking features 

through preventive action and valuing the outstanding ones. 

The concept of "preparation" ("mature") designates the whole exchange made by the 

psychiatric processes which opening the way for new acquisitions. The mental and physical 

development of a child must attain a certain degree of maturity that he can benefit from school 

learning. Otherwise, the learning process becomes ineffective or, in cases of overloading, immature 

of child becomes even harmful. This does not mean, of course, that the mental development of 

children, the rhythm of this development cannot be accelerated or slowed. The pupils do not take 

advantage, however, only when are found, in terms of their development, at least at the stage 

immediately preceding the period covered by their intellectual training. For this reason, the 

schooling at 6 years old and the desire to prevent failures since the small schooling age make 

necessary the medical and psychological examination of children at their entrance to first class. 

This exam of identification degree is required because of school maturity mismatches between 

chronological age - the classic criterion of schooling - and the psychological (mental, ax, 

emotional, etc.) development of children. 

The process of verification the needed training for framing a child in school is important in 

preventing the school failure. If the level of child's development is not in according with school’s 

needs, he will likely repeat the class or one of the following classes. On the other hand, today's 

fully proven that the level of development of different psychic functions can be alleviated to some 

extent by correct organized activity, especially at children with temporary mental delay, to those 

without of educational influence appropriate within the family or those with lower mental 

efficiency as a result of trauma or emotional shortcomings. The checking of mental development 

and the volume of knowledge will allow the detection and systematic practice of functions lagging 

behind the development of skills, assimilation of new, shares necessary notions for understanding 

and purchasing a whole field of school know ledges. 

The acquiring of know ledges and skills stipulated for Class 1 requires a certain level of 

physical and intellectual development able to provide the minimum conditions of the school 

success. It is not so the amount of information available to the child, how the fundamental tools and 

formed sensor motor mechanisms, allowing the concrete data assimilation and verbal that is offered 

at lessons. 
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In this context, there is mention that school success in complex matrix of factors that 

intellectuals share is quite significant, approximately 50% of school performance is attributed to 

intelligence. But remains no less an important place the non-intellectual factors of personality , 

such as interest, emotional and character’s features and the conditions for organizing the school’s 

activity, the teaching methods etc. 

The preparing of children for schoolwork - in terms of physical maturity - also implies other 

aspects involved in learning materials provided in class 1, especially reading, the writing and 

mathematics. In addition, children will be enrolled in first class are very different not only as 

individual tempo of growth and development, but also according to chronological age. 

 

1.3. The age of school enrollment – experiences and trends 

There is great interest throughout the literature about identifying the proper age for starting 

school. Most of the researchers refer to the influence of age on academic achievements [18; 39; 47, 

p. 43-62; 80; 88; 113, p. 319-328; 124; 1-29]. The age has a big effect in relation between readiness 

for learning and entering school. The reasons are vary from personal characteristics of genetic 

heritage and the importance of stages ‘development of the child up to environment and family data, 

including familial support and dedication.  

In part, the age is considered important but not decisive or dominant feature for readiness or 

adjustment [155, p. 73-79].  The quality of education at home, familial support, quality of 

interaction and climate at home, parents' education, the relationship between children and adults and 

mediation between children and adults aspects for readiness [24, p. 2110-2112]. Enrichment 

activities of the educational environment at home with learning materials and a variety of learning 

aids provide support, experimentation and enrichment of the physical home environment. Some 

researchers consider the home environment the strongest element. They compare children from 

varied backgrounds, when the effect of age is more significant and stronger than any other factor 

among children with low socio-economic status, from weak environments or underprivileged 

populations [88; 203, p. 1-9].  

While age is an important and strong variable, there are stronger factors that predict 

academic success such as educational interference, which contributes to cognitive capability [41], 

preparing the child with an enrichment program and improving reading and writing skills [32, p. 

1239-1249]. T. Elder and D.H. Lubotsky concluded that genetics is the most important and its 

influence is broader and stronger than other components. The difference between pupils stems from 

genetic factors, not environmental, familial or cultural.  
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Many researchers adopted the point of view toward the influence of age and genetic element 

on achievements and level of readiness functioning, mainly in first and second grade [26, p. 62-68]. 

Other researchers emphasized that the difference was smaller in lower grades and in kindergarten 

[33, p. 93-94]. Researchers, which examined the effect of age in lower grades, found a gap in 

academic functioning related to literacy, expression, arithmetic and all other skills. This gap 

narrows in older school age children and even disappears in the higher grades [33, p. 93-94]. 

R.E. Black in his researches on effects of the starting age for school examines children who 

delay enrollment. The results in this research strongly support the positive effect of age when the 

child starts school. Older children possess the necessity of cognitive, social, linguistic or physical 

maturity to better perform. The delayed entry may help their adjustment level [47, p. 43-62]. 

Furthermore, the “oldest” in the class may have more social and emotional skills through greater 

self-confidence and capabilities [49].  

The range of ages that children start school, "the age of reason" is a stage of development in 

early childhood that is unique and sensitive developmental stage. It is considered the time from pre-

school and kindergarten to elementary school. The child leaves the small, warm and secure 

framework and moves to a larger framework where he faces different challenges and expectations 

academically, socially and behaviorally. During this stage, the child attains a level of maturity and 

acquires the necessary basic skills to allow him arrive at a level of physical, emotional, social and 

academic adjustment appropriate for the formal school setting. 

Multiple thinking abilities are developed at this age and a set of neurobiological changes 

occur as the memory system and the ability to understand more complex developed processes. Such 

as expanding language and vocabulary enrichment, expanding the range of concentration (one-

dimensional thinking branches into multidimensional thinking), the transfer into logical concrete 

thinking, broadening the ability to face problems, problem-solving ability, delaying gratification, 

considering others, taking responsibility, obeying rules, having discipline and communicating with 

others. 

This stage is critical, quick and dynamic, considered as a process built on cultural, 

psychological and social characteristics. What is special during this time is that at the beginning of 

the child's way in school, there are psycho-pedagogic conditions; the child needs to be prepared for 

and adjust to the new environment that is different from his time in kindergarten. With the 

complexity of the needed abilities to succeed at school, the child is vulnerable to deprivations, 

anxieties and hard feelings. Yet, he remains sensitive to external intervention, support, 

encouragement and enforcement. Therefore, suitable and adjusted educational intervention is 

required. It needs to be significant and constructive. In addition, the child needs positive mutual 
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activity with significant adults such as parents and teachers to develop self-esteem, "me" powers, 

personal consistency and his own sense of control. The quality of the preparation of children to 

elementary school has long -term effects in the child's life [149].  

Starting school represents a significant moment for children and their families. It is a time of 

change that is both challenging and exciting.  A growing body of research widely acknowledges the 

importance of the transition to school, which may be associated with anxiety, uncertainty and 

confusion. 

In Israel, as in a number of countries around the world, children begin first grade at six years 

old. J. Suggate identified that in 33 countries the age for entering school is six years old. The age 

differs from one country to another according to the learning program, the school and the 

environment. 

It is assumed that children in Israel by entering in first grade have attained the level of 

physical, emotional, social, sensory-motor and cognitive maturity to enable them to begin their 

formal studies at school. The educational system in Israel invests significant resources for 

identifying those children who are predicted to fail due to immaturity as early as possible. Many of 

these children remain an additional year in kindergarten to give them time to reach the necessary 

level of emotional, social and cognitive maturity expected at school. 

The school year in Israel starts on September 1, and the deadline is December 21. There is a 

correlation between the age of starting school, readiness and learning as a product of natural 

maturity.  

Table 1.3. The age of school enrollment (in years) in 56 countries 

Number of Countries School entry age (in years) 

1 4 

3 5 

33 6 

19 7 

The source: Sally P. Literature Review: Transition from Early Childhood Education to 

School. Report to the Ministry of Education. 2010. 

 

The research is based on young children from around the world, of about six years old, who 

were all younger than their classmates were. Nearly all the scientific approaches and research 

indicate that children can be ready for formal learning at about age six. So the young children in this 

research are younger compared with other children from the world.  
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The influence of age is more significant in low socio-economic developed families. 

According to this opinion, the level of readiness is low and the influence of age increases according 

to the family's status, income and parents' education, along with poor language skills, emotional and 

social difficulties [47, p. 43-62; 111; 175, p. 39-60].  

One of argument in favor to keep younger children in kindergarten for one more year and 

postpone their entry to school is that such postponement would be beneficial to these children in 

term of social, emotional, physical and cognitive adjustment, as well as for knowledge, mastery of 

language and literacy. Younger children are less ready than older ones, and this lack might lead to 

failure or have long-range implications [18; 39; 47, p. 43-62; 76; 113, p. 319-328; 124, p. 1-29].  

In Israel, there is no formal mechanism that deals with letting a child stay for another year in 

kindergarten (or in any grade at school). All the same, letting a child remain another year in 

kindergarten is different from school. Having him, stay in kindergarten has to do with the prediction 

of his future functioning due to a lack of maturity in academic, social, emotional and physical 

aspects for first grade, whereas at school, the decision relies on the child's actual successes in class. 

Until 2010, such a decision was in the hands of the parents, along with a recommendation of the 

kindergarten teacher or the psychologist. After 2010, the authority and the institution are 

responsible for this decision, but in fact, until today this decision is in the hands of the parents. This 

phenomenon of letting a child stay for another year is more common among Hebrew-speaking 

children than among Arabic-speaking children. The scope of the phenomenon is about 17% among 

Hebrew-speaking children versus 7% of Arabic-speaking children. The assumption is that many 

Arabic-speaking children start studying at a younger age. The present research emphasized this 

point and supports the keeping of a child in kindergarten for one more year as a good thing for his 

future. Therefore, the research justifies the need to consider this option along with other 

opportunities in order to help reaching a more accurate decision about this issue. 

In Israel, school is a separate system from kindergarten, not only as an organization but also 

as a physical and geographical separate entity. The transition program is the responsibility of 

school. There are not many meetings between these two institutions and there is no structured 

formal transition program. There is the law of compulsory education (1949), which determines that 

the state is responsible for providing compulsory education to every child in Israel from the age of 3 

and up to 17 years old in a recognized educational institution and that the parents of the child must 

send their child to a recognized educational institution. The goal of the law is to provide equal 

opportunity of education to all children of the country without an economic, ethnic or background 

discrimination.  
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In the author's opinion, during the transition process, the key role lies to identifying 

pedagogical conditions of children’ adjustment to primary school. We specify that in specialized 

literature the term „condition” designate a fact, a circumstances on which depends the emergence of 

a phenomenon or influencing the course of an action. In psychology, the term „condition” usually is 

presented in the context of human psychological development. Pedagogues and psychologists 

occupy a similar position toward „condition” as a set of natural, social, domestic and foreign 

variable influences, which contribute to the physical, mental and moral development of personality. 

Hence, the term „condition” can be presented as a category that reflects pedagogical and 

psychological factors leading up pedagogical adjustment process. On the other hand, in our view, 

starting from those reported in this chapter, more dimensions ensure optimal pedagogical conditions 

of children adjustment to primary school on which we will focus in our research (Figure 1.1.). 

Psychological and pedagogical conditions 

of children’ adjustment to primary school  

 

Internal 
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Fig. 1. The psycho pedagogical conditions of children’ adjustment to primary school. 

The social context 
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The age of admission of children to school involves dividing children in the same class into 

two groups: older children who were born in the first triad of the year (January, February, March) 

and young children who were born the last triad of the year (October, November, December);  

Emotional development refers to emotional stability, mood, external appearance, honesty, 

acceptance of the child by the teacher. 

Social development reflects sociability, aggressiveness, leadership qualities, activism, 

energy and independence of child. 

Intellectual development refers to the degree of development of cognitive, psychological 

processes. 

Learning skills reflect perseverance, concentration, perception, ambition, interest and self-

confidence of the child. 

The education level of parents involves dividing them into groups with higher levels of 

education, midl and lower. 

Family and school atmosphere reflects the overall circumstances, psycho-emotional and 

moral atmosphere where the child is within the family and the school. 

The teachers competence refers to communication skills and relationship between the child 

and the family. 

From the diagram, we can deduce what may constitute the key indicators for a successful 

transition from kindergarten to elementary school. The literature presents different meanings and 

definitions for a successful transition, but there is agreement that a positive experience and 

organized beginning provide a high indication of a positive attitude towards school. Great interest, 

especially in the quality of education is a multidimensional variable that encompasses the physical 

environment, the academic content and the training of the educational team in addition to the 

relationship between child and teacher and the child's self. The dominant conditions for a successful 

transition are readiness and maturity in the broad sense that encompasses social and emotional 

adjustment and learning ability. We can conclude that the "correct age" for starting school is not 

merely a casual fact but the opposite, a most significant variable at a fundamental threshold in the 

child's life. 

 

 1.4. Conclusion to Chapter 1 

1. The current research deals with the transition from kindergarten to elementary school, and 

investigates the psycho-pedagogical conditions for child's adjustment to school in the broader sense, 

including social, emotional, motor and academic maturity and readiness. The conditions of 

adjustment are all important. They influence one another and elevate academic success and the 
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child's self-assessment and his social and emotional adjustment. The central issue of the present 

research is the readiness of children who were born in the last third of the year (October, November, 

and December). The research examines until what extent younger children differ from the 

normative functioning necessary for success at school versus children born in the first third of the 

year (January, February, and March). The focus is on the influence of chronological age on maturity 

in a wide and comprehensive sense. The central assumption is that younger children in their class 

may be too young for formal learning. Therefore, they need more attention and educational 

interference to help them to integrate and go through this critical period of starting to learn at 

school. The research pays special attention to the teacher, the parents and the educational 

institution. 

2. The research allocates the psycho-pedagogical conditions that predict success in first 

grade. In this research, the effect of age may be a significant factor, but the central assumption is 

that younger children may be too young for formal learning, and they need more attention and 

educational interference to help them integrate and go through this critical period of starting to learn 

at school. The research examines the psycho-pedagogical conditions broadly and thoroughly. 

Recent research focuses on the cognitive aspect of academic achievements, but in recent years more 

attention has been directed to the emotional, social and physical aspects. 

3. There are disagreements between the process of readiness for school and the factors that 

influence and predict adjustment. The researches present many variables toward this task, which 

change their self among different groups, communities, schools, locations and families. The author 

divides these approaches in three main groups. First group claiming that biological maturity is the 

predictor, while the second group says that acquired skills, knowledge and environmental 

conditions are more influential in creating readiness. The third group considers that integrate 

biological maturity with learning and experiencing as predicting readiness and adjustment stay at 

the basis of children adjustment for school. 

There are different indicators for adjustment. The first are the individual, biological and 

psychological aspects, along with capabilities and skills. The child is ready for learning when he is 

equipped with the essential skills for learning. The second is the environment and the quality of 

interaction and mediation at school with homeroom teachers as meaningful figures for the children. 

4. The age of entering to school has a direct and critical influence on learning. This approach 

acknowledges the weight of age and biological maturity together with the environment. As well, the 

month of birth is an indicator, predicts the level of academic results, and may even determine the 

status of children at school. Readiness is considered a social-cultural concept. Assessment of 

readiness is for the sake of classification that considers characteristics of biological maturity, age, 
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experience, quality of mediation, the family and the social-cultural environment of the child. 

Although many factors contribute to readiness, the chronological age is the strongest and most 

influential on skills. Maturity is an outcome of developmental stages, regardless of experience or 

interaction with the family and society, but these variables do not have a sufficient influence. Only 

after a certain age, children are ready and mature enough to learn at school.  
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2. THE IDENTIFICATION OF CONDITIONS OF KINDERGARTEN CHILDREN’S 

ADJUSTMENT TO PRIMARY SCHOOL 

 

2.1. The design of investigation’s process  

The scientifically literary review presented in the previous chapter indicates that readiness 

for study of young children is a common problem and there are different opinions about 

chronological developmental age or environmentally acquired age. Various studies indicate the age 

as a variable that holds a prominent place in the discussion and the research on the subject of 

readiness for school.  

The phenomenon of insufficient maturity of preschool children starting first grade is very 

common in Israel. It may be caused by different factors. There is a lack that forms a functional gap 

between children in the same class.  

The author of these PhD theses has proposed to check the connection between the variable 

of the age at which the child starts school and formal study at school, by making a practical study. 

The research is focus on checking the variable age as the factor that influences the level of social, 

emotional and academic readiness. It was made by using the technique of comparison between 

younger children and older children in the same class. The comparison was made between those 

children who were born in the first third of the year (January, February, March) and those who were 

born in the last third of the year (October, November, December). The experimental group 

comprised the younger scholars; the control group comprised the older scholars.    

The main claim of the research is the level of readiness for school of older scholars. Their 

emotional, social and academic readiness is higher than the readiness of their younger classmates. 

By providing the practical study the author stated the following hypotheses: 

There are a positive correlation between the age of the child and his social adjustment, 

learning ability and emotional readiness for elementary school. Older children in class show a 

higher level of readiness than younger children.  

There is a significant positive difference between the experimental group and the control 

group referring to the level of social, learning ability and emotional readiness.  

There is a positive correlation between the level of readiness of girls and boys in the same 

group (experimental group and the control group).  

There is a difference at the level of readiness between children from different family 

situations. The child's readiness improves as the family status rises. 

Data Analysis: 
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All the statistical data was entered into Excel software, which was then transferred for 

analysis using SPSS computer software. Correlations were run to determine the relationships 

between age groups. Statistical analyses were prepared for frequency in distribution, averages 

(compared means) and standard deviation to test the dimensions of the scattered center of data. 

The Research Questions:  

1. First Research Question: Does the age of entering school have a significant and relevant 

influence on child's readiness and adjustment to elementary school?  

2. Second Research Question: Is there a functional gap between the younger children and the older 

children in the same class? 

3. Third Research Question: Is there a difference in readiness for learning between genders of the 

same age?   

4.  Forth Research Question: Is a difference in readiness level for elementary school connected to 

family status? 

The research adopted a mixed quantitative and qualitative methodology to expose as many 

aspects of the learning process as is possible. Considering most aspects of adjustment, the methods 

of collecting data were included in the teachers’ questionnaire (Appendix 1) and interviews with 

parents (Appendix 2). 

In addition, there were two groups:  

Experiment group: Younger children in the class, born in last third of the year 

Control group: Older children in the class, born in the first third of the year 

The study uses a comparison between Experiment and Control groups. The quantitative part 

of the test and the qualitative part are done through indirect assessment of educators who have been 

asked to sort the children according to the criteria of age.  

Table 2.1. Children’s groups 

12 11 10 9 8 7 6 5 4 3 2 1 

 

Experiment Group  

Comparison between the two groups 

Control Group 

 

Younger children Older children 

 

The table indicates the age range of the children based on the month of the year to show 

both the Control group (older) and Experiment group (younger) children. This table is designed to 

make it easier for teachers when filling out the questionnaires of quantitative part that check the 

adjustment level in social, emotion and learning ability for children in the class. Together with the 
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teacher, the author rating the children in two category by age, first category is for younger and the 

other for older children from the same class. 

The research objects consist of kindergarten children from the Arab sector. 276 children 

from 31 preschool kindergarten classes participated in the research. The criterion for choosing 

students was their date of birth. The pupils were divided into two groups: Experiment and Control 

— younger and older — either the first third of the year or the last third of the year. 

The author selects the children in a balanced way, not only by criteria of months when the 

children were born, but also by gender criteria - boys and girls (Younger children 170, older 

children 106, Male 166, Female 110). 

The study compared the Experiment and Control groups. The quantitative part of the study 

test and the qualitative part were done through indirect assessment of educators being asked to sort 

the children according to the criteria of age and younger children’s parents.  

The process: After the approval by the Chief Scientist and the Kindergarten Supervision 

Department of Israel’s Ministry of Education, the kindergarten teachers received an explanation 

about the research and the scale used for it. The research was executed and results were obtained 

based on factors that were studied and recruited for this cause. Indirect observation was not used for 

all factors. The observation in the research is not a direct observation of the children but indirectly 

by homeroom teachers, who observed the children in different and diverse group, in individual 

activities and situations, in structured and open tasks, in easy and difficult tasks. They witnessed the 

interaction between the children and between children and adults. The connection between them 

and children is direct during many daily hours.  

The kindergarten teachers agreed to participate and be part of the research. The kindergarten 

teachers completed the questionnaires and evaluated each selected child in their class. The 

questionnaire was filled out only after parents' consent, after the goals of the research were clarified 

and after assuring the parents that the information would be confidential and used only for research, 

without using the children's names or any other identifying details. The kindergarten teachers, who 

received the questionnaire and evaluated the children were the regular teachers in the kindergarten 

not substitute teachers. The questionnaire was given to kindergarten teachers assumed that the 

children's achievements in first grade may be predicted before they enter school, based on the 

kindergarten teacher's evaluation about their readiness and the age index of the child. The 

kindergarten teachers were asked to choose from a list of two groups, according to the criterion of 

age. The children were then classified into the two aforementioned groups: Experiment and Control 

Kindergarten selection was made randomly from the northern district of Israel’s Arab sector. 

However, the kindergartens were located in a generally concentrated area, so there were similarities 
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in family and socio-economic status. The research goal and its importance were explained to the 

kindergarten teachers to enlighten them about the investigation aimed at predicting the level of 

readiness of kindergarten children for elementary school.  

The author made personal visits to each kindergarten and with the teacher's cooperation, 

chose the kindergarten children, who were suitable for the research and classified them in the 

appropriate groups, Experiment and Control. Since the research subject is in the researcher's work 

area, the map of the children's ages and their adaptation as shown in the Research tools results were 

discussed and generally observed, making it easier for the teacher to understand the findings. 

The stage of recruiting the teachers required special organization to interest them in the 

research, which was possible because the author's work area is a professional and practical area of 

interest. Since the author is the teachers' guide, it was interesting to summarize the results of the 

tool they completed with them to provide a clearer, better and sometimes surprising, picture of their 

kindergarten's results. 

After completing the questionnaire, a total evaluation was made with a discussion about the 

issue of early entrance to school. Here, the kindergarten teacher expressed her personal opinion 

about the evaluation of the child's chances to succeed at school and about the maturity level of the 

younger children (Experiment group).  

Table 2.2. Children’s name key 

Older children in the class Younger children in the class 

12 11 10 9 8 7 6 5 4 3 2 1 

 

 

          

 

 

The table is designed to help teachers to fill in one form for all children, so the author used 

key names for each child. A part of the questionnaire refers to older children and the second part 

refers to young children .This table is designed to words of one questionnaire instead of a large 

number of copy's. The questionnaire will fill up to 12 children. The teacher gives a response in 

accordance with the table number key when every child received a number of tables. 

Table 2.3. Date of birth 

            Date of birth 

            Name key 

12 11 10 9 8 7 6 5 4 3 2 1 No. 

The questionnaire was designed as a form to help the teacher to complete it easy for all selected 

children. For this purpose, the researcher devised the children’s name key system (Table 2.2) and 
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the names and birthdates key (Table 2.3) to ensure confidentiality without using the children's 

names or other identifying details. This was very useful and made it easier for the teachers, when 

referring to the scale. 

As mentioned, this key describes all the selected children for evaluation and was used to 

help teachers to recognize the children in the questionnaire. The children were chosen according to 

the date of birth. Each profile and each child was given a number and the teacher uses the table 

when filling out the questionnaire. 

The following items were checked in the research:   

1.   The level of children's adaptation to school — younger children (Experiment group) 

compared to the older children (Control group) in the class. The goal was to see if there are 

differences between the groups regarding social readiness, emotional readiness and academic 

readiness.  

2.   The correlation between the child's age by month of birth and level of emotional readiness. 

3.  The correlation between the child's age by month of birth and level of social readiness. 

4.   The correlation between the child's age by month of birth and level of academic readiness. 

5.   The correlation between the level of readiness in three dimensions — emotional, social and 

academic — and the family status, socio-economic status and parents' education level. 

6.   The correlation between the levels of readiness in three dimensions comparing between the 

genders in the same age group. 

7.   The comparison is done in all aspects of readiness and adaptation in the first part of the 

research between the Experiment group and the Control group. 

A scale for assessing children' adjustment in kindergarten and in school, according to the 

kindergarten teacher - adjustment is assessed in three dimensions: A. Academic, this is the 

adjustment to learning assignments. B. Social - the child's interaction with other children and adults. 

C. Emotional - behavior that reflects the child's emotional adjustment. The scale consists of three 

fields. Each field consists of six items (18 items totally). Each category has a scale of five grades 

and there is a statement that describes a pattern of behavior that is characteristic of the child in each 

grade. The assessment refers to various fields of behavior rather than a specific activity. 

List of fields and items 

A. Adjustment to learning   C. Emotional adjustment B. Social adjustment 

1. Perception 1. Discipline 1. Aggressiveness 

2. Interest 2. External appearance 2. Social ability 

3. Concentration 3. Honesty 3. Leadership 
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4. Ambition 4. Mental balance 4. Energy and activity 

5. Perseverance 5. Mood 5. Independence 

6. Self-confidence 6. Acceptance by the teacher 6. Scapegoat 

The assessment in the scale is based on the report of the kindergarten teacher, who has daily 

contact with the children in situations and activities. The teacher’s report consist of personal 

opinion and recommendation about the academic framework suitable for each child in the follow 

academic year, either entering to first grade with integration hours or staying an additional year in 

preschool kindergarten. 

Reliability of the Scale 

Two tests were conducted about the reliability of the scale: A. Consistent reliability through 

Cronbach Alpha (α) and B. Reliability test retest. 

Table 2.4. Coefficients of internal consistency (α) of the kindergarten teachers 

according to subscales (N=387) 

 

 

 

 

 

 

 

The term “adaptation” is perceived as a flexible and changing dimension that is influenced 

educationally by the spirit of the institution's educational and social frameworks. It concerns the 

evaluation of the child's functioning within the institutional system and the institution in which he 

studies. Behavior considered to be adaptation is anchored in the values of the society in which the 

assessed pupil belongs and according to expectations derived from how the student functions. 

Accordingly, evaluation of adaptation is based on the assessment of the evaluating educator. It is 

considered highly subjective. Therefore, directions are minimized as much as possible to reduce the 

subjective base in the term of evaluation by choosing the tool that contains clear, literal statements 

that are appropriate for each institution. 

The tool allows a comprehensive picture of the child's functioning as a pupil in the 

educational framework, as expressed in three dimensions: 

a.  The learning cognitive dimension refers to evaluation in the level of study tasks and 

study achievements.   

α Scale 

.77 Adjustment to learning assignments 

.66 Emotional adjustment 

.69 Social adjustment 

.88 The entire scale 
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b.  The social dimension refers to the interaction of the child with their age and 

interaction of the child with adults in his environment.  

c.  The emotional dimension reflects the emotional world of the scholar. 

The tool is very effective for presenting a clear multidimensional picture for evaluation of 

the adaptation grade in accordance with the spirit of the research, its questions and targets. The tool 

proved its efficiency in various academic institutions, which were used for evaluation to identify 

children whose chances of success in first grade was in question and to intervene at an earlier stage 

to suit the scholar's needs at all levels.    

 Scholars' achievements in first grade may be predicted based on the kindergarten teacher's 

evaluation of the readiness and age index of the child. In most studies, kindergarten teacher and 

educators were found to be effective analysts. Their evaluation had direct implications on both work 

and educational practice. These are educators who see the child in individual and group activities 

and in different situations, with structured assignments and with formal and informal assignments. 

As this evaluation considers different aspects of the student's personality, these educators are more 

aware than any other professional at the chances of success. Their acquaintance and daily contact 

with the children for long hours every day made them the best evaluators, one who know the child 

better than any other person in the child’s environment.  

The tool saved time and gave the educators an acceptable first impression about the planned 

evaluation time for completing the questionnaire for several scholars. The name key also helped the 

educators to save time in completing the questionnaire. The evaluation of readiness was based on 

the nominal definition. A picture of the level of maturity and of social and emotional development 

was received via the questionnaire. As much as possible, the sample was taken from a stable family 

situation (in the normal range) and any exceptional family situations were removed to neutralize the 

environment variable. 

General questionnaire for each individual child:  

The questionnaire was given to preschool kindergarten teachers. They completed the general 

questionnaire for each child. The questionnaire contained six items to check three adaptation 

indexes: academic, social and emotional.  

Six items contain three dimensions: 

1. Academic maturity index: language skills, arithmetic skills, general success in 

learning in school. 

2. Indexes of social integration in school. 

3. Indexes of emotional maturity and self-control appropriate during this period of 

childhood. 
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One item refers the kindergarten teacher's personal recommendation according to the child's 

suitable future study framework for the following year of study. That is, either advancing to first 

grade with the recommendation to receive integration hours or to stay an additional year in 

preschool kindergarten. 

Statistical frequency and description of the current study: 

There are below are the results of the description of variables, as well as the correlation and 

differences between the variables. They are presented in three parts. 

Table 2.5. Frequency statistics 

Variable  Values  Count 

(N=276) 

% 

Age:  Younger  170 61.6% 

Older  106 38.4% 

Gender:  Male  166 60.1% 

Female  110 39.9% 

Parents’ 

education: 

 

 

Without 

education 

 

 68 24.6% 

Secondary  143 51.8% 

Academic  65 23.6% 

 

 

Fig. 2.1. Details statistics: age, gender and parents’ education 

Socio-demographic: the above tables present the socio-demographics dates of the study 

population. According to the dates from Table 2.5, we see the distribution of age, older children was 

61.6% (170) compared to 38.4% of younger (106) one. There were 60.1% (166) males and 39.9% 

(110) females. The distribution of parents' education was 24.6% (68) non-academic, 51.8% (143) 

secondary (high school) and (65) 23.6% academic. We can see that the sample population is diverse 

and includes all relevant components according to research objectives. In the Table 10 we can see 
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the diversity of the study population which helps that the results of the study would include a 

comparison as it is possible, respectively performed by age, gender and marital status in order to 

achieve the most accurate results. 

The Parents' Interview. There were conducted twenty interviews of parents in our research. 

The families were chosen randomly from the same area of the quantitative sample, the Arab sector 

in Israel’s northern district. The sample was based on the recommendation of the kindergarten 

teacher. The parents who participated in the sample were selected on the criteria of their perceived 

cooperation according to the teacher and considered the following criteria: 

-Those that may cooperate and agree to be interviewed. 

-Those who may be interested in expressing their opinion on the subject.  

-Those that had a younger child, born in the last third of the year and entered school in the 

previous two years. 

The parents of the younger children in class answered questions about their opinions related 

to the experience of starting school when the child is relatively young. Each child was evaluated 

separately from the list of children in each kindergarten. Every young child was selected and the 

teachers completed more structured and comprehensive questionnaires, if advancing him to first 

grade, keeping in kindergarten or transferring to special parental and educational staff attention. 

With the recommendation of the kindergarten teachers, the parents of the younger children 

were chosen to share with the author their experience as parents, when their relatively young child 

takes his first steps in school. The socio-economic status of the parents was from medium to high. 

There was no case of an exceptional family that had problems. The interviews were by 

appointment. The author arrived at the parents’ home; in some cases, interviews took place in an 

informal study institution. In these cases, the parents met with the author at the appointed time. The 

researcher clarified the research subject, its goals and the purpose of the interview. The parents had 

received an explanation about the anonymity of the research. All information was for research goal 

only and was not used in any other way. Parents were identified to a considerable extent with the 

research and sometimes expressed their opinion in detail. In some cases, parents took the 

opportunity to express themselves about the most painful aspects of the experience. 

The research tools for parents constituted of parents' interview from two parts: an open part 

and a structured part. The parents' questionnaire examined the chronological data and dealt with the 

age of the child. The collected data was used in accordance with the research goals. Several parts 

from two previous tools were taken and adjusted to the research goals. The research used "A” scale 

of evaluation the children’ adaptation in kindergarten and school”. 
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A questionnaire for parents (with young children) was written and used according to the 

research goals. Parts from two previous tools were adopted, and adjusted to the research goals. We 

took under consideration four selected temperaments: emotional, active, sociable and impulsive 

(EASI) proposed by G. Buss and R. Plomin. Emotionality and sociability appear in one form or 

another in all lists of personality and are well represented in personality questionnaires.  

 The open part contained five items that generally referred to and summarized the parents' 

positions, and the difficulties and challenges they have with their child as a younger child in the 

class. The parents recounted their experience about their child's starting school as a relatively young 

child in his class. 

1. One item that describes the experience of starting school early. 

2. One item that describes the parents' position and personal opinion about age as a 

significant and important component of maturity. 

3. One item that checks the parents' position about an additional year in kindergarten as a 

solution to starting school early. 

4. One item of recommendation for other parents who have children who were born at the 

end of the year. 

The structured part included 23 items that referred to three dimensions of adaptation and 

readiness, according to the nominal definition of the research. 

Cognitive function 

1. The success level by grades  

2. Persistence in independently learning tasks 

3. Level of performing home tasks; speed of learning tasks  

4. Level of attention and concentration   

5. Expresses a will regarding the importance of playing more than learning  

6. Motor function, quality of copying and writing 

Motivation and persistence 

1. Motivation to perform learning tasks  

2. Motivation to go to school  

3. Satisfaction of school  

4. Love of school  

Behavioral function and ability 

1. Ability to follow behavioral rules  

2. Ability to delay gratification  

3. Ability to face difficulties  
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Emotional function 

1. Level of self-confidence  

2. Tends to be shy  

3. Feels of equal in class  

4. Expresses the need for constant reinforcement 

Social function 

1. Tends to be among people all the time  

2. Develops normal relationships with adults  

3. Develops and initiates friendships with children of his age  

4. Prefers being with others than by himself   

5. Largely depends on adults 

The parents' questionnaire was checked at the following levels: 

1.  The parents' positions about their child who starting school at a relatively young age and 

started his formal study. 

2.  The parents' evaluation regarding multidimensional evaluation of academic, emotional and 

social readiness of their young children who started school early.  

3.  How the age is significant to maturity and readiness to study in school at first grade? 

4.  How much the parents see an additional year in school as a solution to the problem of 

starting school early? 

5.   The recommendations expressed by parents from personal experience. 

 

2.2. The quantitative and qualitative analyses of experimental results  

 

2.2.1. The quantitative analyses of experimental results 

According to the research hypotheses we expected to found a significant difference between 

two groups: experiment group of younger children from class, who were born in the last third of the 

year and the control group - the older children of class, in order to highlight the significant of age 

during the children’ entering school process. As a hypothesis there were expected that a significant 

difference will be found in the readiness and adjustment level between older and younger children. 

Older are more socially, emotionally and academically mature than their younger classmate. 

Table 2.6. Descriptive statistics 

Variable  M SD  Α 
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Emotional 

development 

 2.93 1.406  0.941 

Social development  3.36 1.165  0.905 

Learning ability  4.80 0.303  0.692 

 

 

Fig. 2.2. School adjustment by emotional, social and learning abilities 

According to the findings in Table 2.7 we see that the average of emotional development 

was 2.93, with a standard deviation of 1.406, a reliability level of 0.941. The variable of social 

development received an average of 3.36, with a standard deviation of 1.165, a reliability level of 

0.905. Learning ability received an average of 4.80, with a standard deviation of 0.303 with a level 

of reliability of 0.692. 

First, we hypothesized that there is a positive, significant correlation between emotional 

development and social development. Similarly, there is a positive, significant correlation between 

emotional development and learning ability and there is positive, significant correlation between 

social development and learning ability of all children. 

Table 2.7. Correlations between emotional development, social development and 

learning ability of all children 

   Variable 1  2  3 

1 Emotional development -     
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2 Social development  .901
**

  -   

3 Learning ability 0.033  .130
*
  - 

 *p<.05,**p<0.01 

In order to examine the correlations between emotional development, social development 

and learning ability of all children, we performed a Pearson’ correlation between the variables. 

The results indicate that emotional development is positively and significantly correlated to child’s 

social development (r=0.901, p<0.01**). Social development is positively and significantly 

correlated to child learning (r=0.130, p<0.05*). However, there is no significant correlation between 

emotional development and learning ability (r=0.033). 

The following part examines the hypothesis that there is a difference in emotional 

development, social development and learning ability among children with parents of different 

educational levels. 

Table 2. 8. Analysis of variance (F) of parent's education among children, regarding 

emotional development, social development and learning ability 

   Parent's Education   

 Variable 

  

 

 

Low education 

(n=68) 

Non-academic 

(n=143) 

 Academic 

(n=65) 

 

F(2,273) 

 M  SD  M  SD  M  SD  

Emotional 

development 

 2.75  1.238  2.78  1.456  3.36  4.060* 

Social 

development  

 3.25  1.225  3.38  1.201  3.44  1.019 0.491 

Learning 

ability 

 4.80  0.306  4.83  0.307  4.75  0.287 1.333 

 *p<.05,**p<0.01 

The data shows that there is a significant statistical difference between parents (with 

academic education, parents with secondary education and those without education) and their 

child's emotional development (F(2, 273) = 4.060, p<0.05*). Children are more developed 

emotionally if their parents are more educated. Similarly, the above data indicates that there is a 

significant statistical difference between parents with academic education, parents with secondary 

education and those without education and their children's social development (F(2, 273)= 0.491, 

n.s). However, the above data, indicates that there is no significant statistical difference between 
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parents with academic education, parents with secondary education and without education and their 

children's learning ability (F(2, 273) = 1.333, n.s.). 

Differences – t-tests: Age differences  

It was hypothesized that there is a significant statistical difference between older and 

younger children of the same class in their emotional, learning and social development. 

Table 2.9. Age differences in emotional, learning and social development 

  

 Variable 

  

 

 

 

         Age             Age  

t(274) Younger 

(n=170) 

 

 

 

Older 

(n=106) 

 

 

 

 M  SD  M  SD   

Emotional 

development 
 1.87  0.482  4.64  0.226  -55.30** 

Social development   2.55  0.654  4.66  0.275  -31.65** 

Learning ability  4.78  0.318  4.84  0.275  -1.500 

 *p<.05,**p<0.01 

 

 

Fig. 2.3. School adjustment levels  

It was hypothesized that there should be a significant statistical difference between younger 

and older children in emotional, learning and social development of all ages. 

A t-test was performed, as presented above in order to examine the hypothesis. 
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The data shows that there is a significant statistical age difference in emotional development [t 

(274) =-55.30, p<0.01**], so older children (M=4.64, SD=0.226) are more developed emotionally 

compared to younger children (M=1.87, SD=0.482) in the same class. 

Similarly, the data shows that there are significant statistical age differences in their social 

development [t (274) =-31.65, p<0.01**], so older children (M=4.66, SD=0.275) socially compared 

are more developed than younger children (M=2.55, S=0.654) from the same class. However, the 

data shows that there are no significant statistical age differences in their learning ability [t (274) =-

1.500]. A comparison between three components of adaptation to the elementary school show a 

positive correlation between the age variable and readiness. We can see the difference in age that 

prominently appear as the results of highlight the significant differences in the level of social and 

emotional adjustment between two groups of study, a control group and an experimental group of 

tests which mean that old children  are more developed than younger in class.   

Gender differences  

Table 2.10. Gender differences in emotional, learning and  

social development in all ages 

  

 Variable 

  

 

 

 

Gender       Gender 

t(274) Male 

(n=166) 
 

Female 

(n=110) 

 M  SD  M  SD  

Emotional 

development 
 3.17  1.385  2.57  1.364 3.553** 

Social development  3.41  1.235  3.28  1.050 0.892 

Learning ability  4.75  0.325  4.88  0.248 -3.573** 

 *p<.05,**p<0.01 
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Fig. 2.4. Gender and school adjustment among old and young children 

It was hypothesized that there should be a significant statistical difference between girls and 

boys in emotional, learning and social development at all ages. A t-test was performed, as presented 

above, to examine the hypothesis. The data shows that there are significant statistical gender 

differences in emotional development [t (274) =3.553, p<0.01**]. So males (M=3.17, SD=1.385) 

are more developed emotionally compared to females (M=2.57, SD=1.364). 

Similarly, the data shows that there are significant statistical gender differences in learning 

ability [t (274) =-3.573, p<0.01**], so females (M=4.88, SD=0.248) are more developed in their 

learning ability compared to males (M=4.75, S=0.325). However, the data indicates that there are no 

significant statistical gender differences in their social development [t (274) = 0.892]. 

Gender differences among younger children: 

It was hypothesized that there is significant statistical difference between girls and boys in 

emotional, learning and social development among younger children. 

Table 2.11. Gender differences in emotional, learning and 

social development among younger children 

 

 Variable 

  

                          Gender 

t(168) 
Male 

(n=96) 

 

 

 

 

Female 

(n=74) 

M  SD  M  SD  

Emotional 

development 
2.06  0.553  1.63  0.197 6.273** 

Social development 2.53  0.843  2.57  0.253 -0.393 
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Learning ability 4.74  0.338  4.84  0.281 -2.089* 

 *p<.05,**p<0.01 

 

 

Fig. 2.5. Gender and School Adjustment among young children 

A t-test was performed, as presented above, to examine the hypothesis. 

The data shows that there is a significant statistical gender difference in emotional 

development [t (168)=6.273, p<0.01**] among young children, so males (M=2.06, SD=0.553) are 

more developed emotionally in comparison with females (M=1.63, SD=0.197). Similarly, the data 

shows that there are significant statistical gender differences in learning ability [t (168) =-2.089, 

p<0.05*] among young children, so females (M=4.84, SD=0.281) are more developed in their 

learning ability compared to males (M=4.74, SD=0.338). 

However, the data shows no significant statistical gender differences in social development 

among younger children [t (168) =-0.393]. We may suppose that children who are at the latent 

phase would rather focus on their interest of cognitive matters, while social matters would be left to 

the later phase of adolescence. 

Gender differences among older children 

It was hypothesized that there is a significant statistical difference between girls and boys in 

emotional, learning and social development among older children. 

Table 2.12. Gender differences in emotional, learning and 

social development among older children 

  

 Variable 

  

                           Gender 

t(104) 

 

 

 

Male 

(n=70) 

 

 

 

 

Female 

(n=36) 

 

 M  SD  M  SD 
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Emotional 

development 

 

 
4.70  .220  4.50  .169 4.886** 

Social development  4.62  .325  4.75  .085 -2.372* 

Learning ability  4.77  .306  4.97  .125 -3.730** 

  

*p<.05,**p<0.01 

 

Fig. 2.6. Gender and School Adjustment among old children 

The data shows significant statistical gender differences in emotional development [t 

(104)=4.886, p<0.01**] among older children, so males (M=4.70, SD=0.220) are more developed 

emotionally compared to females (M=4.50, SD=0.169). 

Similarly, the data shows significant statistical gender differences in social development [t (104)=-

2.372, p<0.05*] among older children. So males (M=4.62, SD=0.325) are more developed socially 

compared to females (M=4.75, SD=0.085). Moreover, the data shows significant statistical gender 

differences in learning ability [t (104)=3.730, p<0.01**] among older children, so females (M=4.97, 

SD=0.125) are more developed in their learning ability compared to males (M=4.77, SD=0.306).  

Table 2.13. Age differences in emotional development 

                             Age   

Emotional Younger Older t(274) 
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development  

  

(n=170) 

  

(n=106) 

  

M SD M SD 

Discipline 1.82 0.833 4.83 0.377 -35.032** 

External appearance 1.62 0.770 4.34 0.476 -32.705** 

Honesty 1.76 0.981 4.15 1.225 -17.837** 

Mental balance 2.09 1.008 4.66 0.755 -22.613** 

Mood 2.56 1.082 4.83 0.377 -20.775** 

Accepted by the 

teacher 
1.38 0.897 5.00 0.000 -41.573** 

 

 *p<.05,**p<0.01 

 

Fig. 2.7. Different level of emotional development 

The data shows that there are significant statistical age differences between older and 

younger children in all emotional factors related to their emotional development. We noted that 

older are more disciplined, have a better external appearance are more honest and mentally 

balanced. Furthermore, they are more accepted by the teacher. A t-test was performed, as presented 
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above, to examine the hypothesis, that there should be a significant statistical difference between 

younger children and older. The data shows there is significant statistical age difference in all 

emotional development factors. So, in Discipline [t (274) =-35.032**] older children (M=4.83, 

SD=0.377) are in high discipline in comparison with younger children (M=1.82, SD=0.833). The 

similarly in External appearance [t (274) =-32.705**] older children have more in this factor 

(M=4.34, SD=0.476), while younger   (M=1.62, SD=0.770). In honesty older are (M=4.15, 

SD=1.225) younger children are (M=1.76, SD=0.981); in mental balance older are  (M=4.66, 

SD=0.755), than younger are  (M=2.09, SD=1.008). The same with older children mood which are 

(M=4.83, SD=0.377) than younger are (M=2.56, SD=1.82). What about the accepting by the 

teacher, older are more acceptance (M=5.00, SD=0.00) than younger (M=1.38, SD=0.897). 

Table 2.14. Age differences in social development 

                                 Age 

Social development 

Young 

(n=170) 

 

Old 

(n=106) 

 

t(274) 

M SD M SD  

Aggressiveness 2.78 1.215 4.85 0.360 -17.091** 

Social ability 2.56 0.784 4.32 0.952 -16.705** 

Leadership 1.82 0.951 4.49 0.771 -24.317** 

Energy and activity 2.12 1.054 4.66 0.476 -23.39** 

Independence 3.33 1.008 4.66 0.476 -12.738** 

Scapegoat 2.76 1.454 5.00 0.000 -15.863** 

 *p<.05,**p<0.01 
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Fig. 2.8. Different level of social development 

A t-test was performed, as presented above, to examine the hypothesis that there should be a 

significant statistical difference between younger children and older.  The data shows there is a 

significant statistical age difference in all social development factors, so  older children [t (274) =--

17.091**] are more aggressive (M=4.85, SD=0.360) in comparison with younger children (M=2.78, 

SD=1.215), similarly in social ability [t (274) =--16.705**] older  have more in this factor (M=4.32, 

SD=0.925), while younger (M=2.56, SD=0.784),  in  leadership older are  (M=4.49, SD=0.771) 

young children are  (M=1.82, SD=0.951), in energy and activity older are  (M=4.66, SD=0.476) 

than younger are  (M=2.12, SD=1.054), in independence older children  are  (M=4.66, SD=0.476) 

than younger are (M=3.33, SD=1.008) and scapegoat older are (M=5.00, SD=0.00) than younger 

(M=2.76, SD=1.454).     

Table 2.15. Age differences in learning ability 

 

Learning ability 

Young 

(n=170) 

 

Old 

(n=106) 

t(274) 

M SD M SD  

Perception 4.81 0.688 4.99 0.097 -2.658** 

Interest 4.75 0.462 4.89 0.347 -2.676** 

Concentration 4.81 0.397 4.88 0.330 -1.551 

Ambition 4.80 0.416 4.74 0.503 1.149 
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Perseverance 4.79 0.588 4.76 0.544 0.341 

Self-confidence 4.73 0.632 4.76 0.469 -0.488 

 *p<.05,**p<0.01 

 

 

Fig. 2.9. Different level of learning ability 

According to the findings, we see that only perception and interest have a significant 

correlation, while the other factors have no significant differences. The data shows a significant 

statistical age difference in perception [t (274) =---2.658**] between older children (M=4.99, 

SD=0.97) and younger children (M=4.81, SD=0.688), similarly in interest factor older are (M=4.89, 

SD=0.347).  

Table 2.16. Age differences in months in emotional development 

Sig. F 
Born in 

December 

Born in 

November 

Born in 

October 
Variable 

N.S. 0.361 N=56 N=120 N=100 Discipline 

N.S. 0.44 N=56 N=120 N=100 External appearance 

N.S. 0.32 N=56 N=120 N=120 Honesty 

N.S. 0.63 N=56 N=120 N=120 Mental balance  

N.S. 0.17 N=56 N=120 N=120 Mood 
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N.S. 0.1 N=56 N=120 N=120 
Accepted by the 

teacher 

 

The data shows there is not a significant statistical age difference in emotional development 

in different months: October, November and December. We prepare this table in order to see the 

deference between children in the same group. We need to get a clear picture in a significant 

differences, the date improve that all children who were born in the last third of the year are at the 

same level and are less than the older in the class in adjustment and readiness during the time of 

transition and starting the first grade.  

Table 2.17. Age differences in months in social development 

Sig. F 
Born in 

December 

Born in 

November 

Born in 

October 
Variable: 

N.S. 0.15 N=56 N=120 N=100 

N=100 

Aggressiveness 

N.S. 1.38 N=56 N=120 Social ability 

N.S. 0.33 N=56 N=120 N=120 Leadership 

N.S. 0.714 N=56 N=120 N=120 Energy and activity 

N.S. 0.25 N=56 N=120 N=120 Independence 

N.S. 0.645 N=56 N=120 N=120 Scapegoat 

 

The data shows that there is not significant statistical age difference in social development in 

different months: October, November and December. The Table 30 shows and improves that all 

younger children who was born in the last third of the year are at the same level of readiness with 

no significance of the month of born. All components of social development have no significant age 

differences in months. 

Table 2.18. Age differences in months in learning development 

Sig F 
Born in 

December 

Born in 

November 

Born in 

October 
Variable 

N.S. 1.47 N=56 N=120 N=100 Perception 

N.S. 0.748 N=56 N=120 N=100 Interest 
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N.S. 0.776 N=56 N=120 N=120 Concentration 

N.S. 1.69 N=56 N=120 N=120 Ambition 

N.S. 0.213 N=56 N=120 N=120 Perseverance 

N.S. 1.63 N=56 N=120 N=120 Self-confidence 

 

The data shows there is not a significant statistical age differences in learning development 

in different months: October, November and December. All components of social development 

have no significant Age differences in months in learning development. That mean no significant 

deference between children in the same group, the date improve that all children born in the last 

third of the year are at the same level of adjustment. 

Table 2.19. Emotional development prediction based on age 

SIG F Rsq. R Prediction 

P<0.01** 3058 0.918 0.958 Emotional adjustment 

P<0.01** 1227 0.817 0.9 Discipline 

P<0.01** 106 0.796 0.89 External appearance 

P<0.01** 318.55 0.537 0.73 Honesty 

P<0.01** 511.36 0.65 0.807 Mental balance 

P<0.01** 431.6 0.612 0.78 Mood 

P<0.01** 1728 0.863 0.929 Accepted by the teacher 

 

Linear regression was used to examine the correlation between emotional factors.  Results in 

the Table 32 reveal a significant correlation between all emotional factors. The data shows that 

there is a significant statistical correlation between age and emotional adjustment (r=0.958, 

p<0.01**) in all emotion factors.  

Table 2.20. Social development prediction based on age 

Sig. F Rsq. R Prediction 

P<0.01** 1001 0.78 0.886 Social adjustment 

P<0.01** 292.08 0.516 0.718 Aggressiveness 

P<0.01** 279.06 0.5 0.7 Social ability 

P<0.01** 591.3 0.683 0.827 Leadership 
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P<0.01** 547 0.666 0.816 Energy and activity 

P<0.01** 162.44 0.372 0.6 Independence 

P<0.01** 251.6 0.479 0.692 Scapegoat 

 

Linear regression was used to examine the correlation between social factors. Results in the 

Table 33 reveal a significant correlation between all social factors. The data shows that there is a 

significant statistical correlation between age and social development (r=0.886, p<0.01**). 

Table 2.21. Learning development prediction based on age 

Sig. F Rsq. R Prediction 

N.S. 2.24 0.008 0.09 Learning 

P<0.01** 7.06 0.025 0.159 Perception 

P<0.01** 7.16 0.025 0.16 Interest 

n.s. 2.4 0.009 0.093 Concentration 

n.s. 1.31 0.005 0.069 Ambition 

n.s. 0.116 0.00 0.021 Perseverance 

n.s. 0.238 0.001 0.029 Self-confidence 

 

Linear regression was used to examine the correlation between learning factors. Results in 

the Table 34 reveal a significant correlation between interest (r=0.159, p<0.01**) and perception 

factors (r=0.16, p<0.01**). There is no significant regression in other learning development factors: 

Concentration (r=0.093, p<0.01**), Ambition (r=0.069, p<0.01**) and Perseverance(r=0.21, 

p<0.01**) similarly as self-confidence (r=0.029, p<0.01**). 

This part of the study include interview of parents who have the experience of a young child 

entering at school. In the interview are examined the attitude of parents. The tool has been built 

from two parts: one component of the quantitative level, amended to include a questionnaire built in 

order to examine the research objectives and hypotheses, questionnaire based on research variables 

related questions, questions ordered by scale from 1-5. The second part of the interview included 

open questions - ended questions tailored to the needs of the research. 

Table 2.22. Parents' interview (part 1)  

Correlation between age and adjustment level 

Adjustment level Young children Sig. 
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Cognitive function 0.1 n.s. 

Motivation and persistence 0.01 n.s. 

Behavioral function and ability 0.52 P<0.01** 

Emotional function 0.4 P<0.01** 

Social function 0.52 P<0.01** 

 

A. Pearson correlation was performed to examine the hypothesis when exploring parents’ 

attitudes towards young children regard to cognitive, social and emotional developments. As 

indicated in the Table 2.31, parents reported a significant positive correlation between emotional 

development and the children’s age in months (r=0.4, p<0.01**). Similarly, parents reported a 

significant positive correlation between social development and the children’s age in months 

(r=0.52, p<0.01**) and a significant positive correlation between behavioral development and the 

children’s age in months (r=0.52, p<0.01**). However, there was no significant correlation between 

the children's age and their cognitive development (r=-0.1), motivation and learning ability 

(r=0.01). 

Table 2.23. Differences between female and male children of the same class 

Motivation Cognitive Behavioral Social Emotional Gender 

M=4.1 

SD=0.23 

M=3.1 

SD=0.113 

 

 

M=3.2 

SD=0.11 

 

 

M=4.1 

SD=0.23 

 

 

M=3.2 

SD=0.2 

 

 

Male 

)N=9) 

M=4.2 

SD=0.11 

M=3.21 

SD=0.01 

 

 

M=3.11 

SD=0.2 

 

 

M=4.9 

SD=0.22 

 

 

M=4.2 

SD=0.34 

 

 

Female 

(N=11) 

Based on parent's attitudes, it was hypothesized that there is a significant statistical 

difference between female and male children of the same class regarding emotional, learning and 

social development. A t-test was performed as presented above to examine the hypothesis. 

The data indicates that there are significant statistical gender differences in emotional development 

[t (18)=4.31, p<0.01**], so that females (M=4.2, SD=0.34) are more developed emotionally 

compared to males (M=3.2, SD=0.2). 
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The data shows there are significant statistical gender differences in social development [t 

(18)=3.2, p<0.01**], so females (M=4.9, SD=0.22) are more developed socially compared to males 

(M=4.1, SD=0.23). However, the data confirms no significant statistical gender differences among 

young children in their cognitive development [t (18)=1.2], motivation and learning ability [t 

(18)=1.11] or behavioral aspect. 

Table 2.24. Correlation between age and cognitive factors 

Sig Age Variable 

n.s 0.11 Grades 

n.s 0.21 Persistence in learning tasks 

n.s 0.102 Making homework 

n.s 0.113 Speed level 

n.s 0.13 Attention and concentration 

n.s 0.23 Importance of play more than learning 

n.s 0.11 Motor function 

 

The data shows no significant statistical correlation between age and cognitive factors. As 

indicated in the Table 2.33, parents reported a significant negative correlation between cognitive 

factors and the children’s age in grades are (r=0.11). Similarly, parents reported a significant 

negative correlation between Persistence in learning tasks and age (r=0.21), and no significant 

correlation in making homework (r=0.102) and speed level (r=0.113). In edition there were no 

significant correlation in attention and concentration (r=0.13). The “play” is more important than 

“learning” (r=0.23) and Motor function (r=0.11). 

Table 2.25. Correlation between age and motivation factors 

Sig. Age Variable 

n.s 0.011 
Motivation to performing learning 

tasks 

n.s 0.2 Motivation to go to school 

n.s 0.21 Satisfaction of school 

n.s 0.1 Love school 
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The data shows that there is no significant statistical correlation between age and motivation 

factors. As indicated in the Table 2.34, parents reported a significant negative correlation between 

motivation (r=0.011), tasks (r=0.2), and motivation to go to school (r=0.2,) In addition, no 

significant correlation  in satisfaction of school (r=0.21) and love school (r=0.1). 

Table 2.26. Correlation between age and behavioral achievement 

Sig. Age Variable 

P<0.01** 0.5 Ability to keep behavior rules 

P<0.01** 0.49 Ability to delay gratification 

P<0.01** 0.51 Ability to face difficulties 

 

The data shows that there is a significant statistical correlation between age and all 

behavioral achievement factors. As indicated in the Table 2.25, parents are reported to a significant 

positive correlation between ability to keep behavior rules (r=0.5, p<0.01**). Similarly, parents are 

reported to a significant positive correlation between the Ability to delay gratification, the 

children’s age (r=0.49, p<0.01**), similarly in Ability to face difficulties (r=0.51, p<0.01**).  

 

Table 2.27. Correlation between age and emotional function 

Sig. Age Variable 

P<0.01** 0.52 Self-confidence 

P<0.01** 0.48 Tends to be shy 

P<0.01** 0.5 Feels an equal in class 

P<0.01** 0.51 Express the need to constant reinforcement 

 

The data shows that there is a significant statistical correlation between age and all 

emotional functions. The data shows that there is a significant statistical correlation between age 

and all emotional function factors. As indicated in the table above, parents reported a significant 

positive correlation between age and self-confidence (r=0.52, p<0.01**), Similarly, parents reported 

a significant positive correlation between age and tends to be shy (r=0.48, p<0.01**) similarly in 

feels of equal in class (r=0.51, p<0.01**) and express of the need to constant reinforcement (r=0.51, 

p<0.01**). 
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Table 2.28. Correlation between age and social development 

Sig. Age Variable 

P<0.01** 0.51 Tends to be among people all the time 

P<0.01** 0.52 Develops normal relationships with adults 

P<0.01** 0.44 Develops and initiates friendships with children 

P<0.01** 0.45 Prefers being with other than by himself 

P<0.01** 0.53 Largely depends on adults 

 

The data shows that there is a significant statistical correlation between age and all social 

factors. There is a significant statistical correlation between age and all social factors, as indicated 

in the Table 2.37, parents reported a significant positive correlation between age and Tends to be 

among people all the time (r=0.51, p<0.01**) for Developing normal relationships with adults 

(r=0.52, p<0.01**), Developing and initiating friendships with children (r=0.44, p<0.01**).  

Similarly parents were reported a significant positive correlation between age and Prefers being 

with other than by himself (r=0.45, p<0.01**), largely depends on adults (r=0.53, p<0.01**). 

The main findings are: A. Pearson correlation was performed to examine the hypothesis 

when exploring parents’ attitudes towards young children regarding cognitive, social and emotional 

developments. 

 

2.2.2. The qualitative analyses of experimental results. Parents' interview (part 2)  

Questions: 

1. Tell  about the experience of starting school when the child is younger?  

Stress and frustration: Most interviewed parents presented their position about the 

experience of the younger child's starting school as a difficult, frustrating and exhausting 

experience. There was a situation where author fully identified the parents’ connection to the 

research subject and their appreciation of the innovative nature of the work. Parents said that it was 

very important for them to talk and express their opinions about the subject. Although it was 

clarified to the parents that the interview was for research purposes only, it seems that sometimes 

they viewed the interview as an opportunity to express themselves and give their opinions in a way 

they did not previously. Parents noted their struggles with the new situation as total uncertainty and 

stressful for them as parents and for their child. Most parents mentioned stress before the beginning 

of school year. All parents presented a higher level of concern than normal. The parents of young 
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children always compared the transition of the younger child as more difficult experience compared 

to the child's classmates. 

Academic weakness: The parents observed academic weakness at their child. He was not yet 

ready and need more time to mature before formal study. It is a difficulty that reflected the parents' 

opinion and expectations of the child. Most parents noted that their expectation according to the 

evaluation of the kindergarten teacher and the educational staff that maintains the curriculum has 

become more difficult over time. Their concern focused on three questions: Will my son/daughter 

manage academically? Will he/she manage at school? And the most important question - What if 

he/she still is not ready, yet? The mentioned expectations are a general perception at the level of 

adaptation and academic, social, behavioral and emotional maturity, all at the adaptation 

dimensions.   

Leaving/separating: Most parents noted a situation of the child's difficulties in disconnecting 

and separating from his parents, especially on the first day at school. The parents noted crying, fear, 

frustration and difficulty to be alone. It negatively affected the parents who felt uncertain about the 

child's emotional adaptation and they felt their child "suffering". The new situation floods them 

with many questions about the child's capacity to cope with the new situation. 

Need to overinvest: Parents are obligated to give and invest more, sometimes in an 

exaggerated way, to nurture and to try to close the gap between the child and the other children in 

his class. In many cases, parents were obligated to do tasks such as doing homework together with 

their child. 

A dependent child, one who is not independent: Younger children depend more of parents in 

their homework and study tasks and therefore need constant guidance. The parents agreed that this 

attitude nurtured a dependent child, who tends to ask for help even when he does not need it. In 

addition, many parents reported their awareness that Early entrance to school  makes a dependent 

child. However, they keep helping and investing although they know that should act different by 

giving the child a space and encouraging his independence.  

2. How important is the age as a component of maturity for formal learning?  

The age is an important component: Without any exception, the age is a most significant 

issue. Parents noted the importance of environment and family, their role and educational pedagogic 

enrichment. All parents noted that a child is too young to be able of formal study. There are, 

however, individual differences among children. Each child has his own characteristic parameters, 

but the age remains a significant and main variable according to the parents.  

Reinforcing awareness of social and emotional issues: Awareness of the emotional and 

social issues is more than the academic issue. Parents reported that after their experience, they are 
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more aware of the fact that maturity is not related only to the academic aspect, which is measured 

by grades, but has components that are no less important than the academics. 

3. In your opinion, how much is an additional year in kindergarten as a solution to 

immaturity? 

An additional year in kindergarten was a suggestion as a solution. Although all the 

interviewed parents accepted this offer, they did not take the opportunity suggested by the 

professional staff. A significant proportion of parents supported the importance of an additional 

year in kindergarten as a matter of "let time take its course." Many parents noted the importance of 

an additional year in kindergarten as an academic solution but were concerned about the social and 

emotional aspects for different reasons, for example — The dilemma and fear that it will harm the 

child in the social and emotional aspects, because all his friends will go to school and he will stay in 

kindergarten.  

Pressure on the child who feels he is losing his group of friends from kindergarten -The 

perceived stigma: What people will tell about the child? How will other adults and children see 

him? Will it help him integrate again in the system? 

4. What would you recommend to other parents, who have a child in preschool kindergarten 

who was born in the last third of the year? 

Most parents, of both boys and girls, recommended an additional year in kindergarten. In 

spite of the concern about the child's emotional and social status, most recommended to consider an 

additional year in kindergarten if the professional staff suggested it. 

Some parents recommended cooperation between themselves and school to understand the 

child and his needs, to take into account the child’s situation and to try to help him. They carefully 

suggested avoiding giving the child a feeling of immaturity or incompetence.   

5. Please write anything you want to say and were not asked about 

Differences between children in class: Parents indicated individual differences between 

children, therefore adjusted learning is needed and the curriculum must be flexible and suitable for 

each child. 

Emotional and social immaturity: The majority of the reports indicated that children were 

equipped with knowledge list and study skills as language, motor skills, but did not have an easy 

transition. They had difficulties especially in the emotional and social aspects, a fact that harmed 

the quality of their study experience and its implications. As regards the study achievements, there 

were children of high level, but as regards emotion and sociality they were immature. This position 

of special observation of the emotional social aspect was prominent in all parents' interviews. 
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Parents noted many examples of social or emotional problems that harmed the child, his satisfaction 

and motivation to study. 

Changes in school: All parents indicated the nature of the multidimensional changes that 

bring the child to a difficult new world. The young child is not prepared yet to adjust to, and cope 

with. This new world, for example the issue of the building and how the child will manage, the 

toilet or cafeteria with many older children around, and how will the young child find his place in a 

big society to which he is not accustomed yet. 

Parents repeatedly indicated the correlation between factors as a recommendation and in 

presenting the importance of curriculum, expectations, transition plans and more. 

 

2.3. Conclusions to Chapter 2. 

1. The theoretical study demonstraded demonstrated that the psychopedagogical conditions 

of children’ adaptation to primary school acts as a coherent system comprising: internal conditions: 

admission to school age (children born in the first triad of the year / children born in the last triad of 

the year); social development (sociability, aggressiveness, leadership qualities, activism, 

independence, energy child); emotional development (emotional stability, mood, external 

appearance, honesty, acceptance of the child by the teacher); development of learning skills 

(perseverance, concentration, perception, ambition, interest, self-confidence of the child) and 

external conditions: parent education level (low, medium, higher); child’s support by family 

(emotional and social dimensions of development, providing support and encourage the child to 

meet school requirements); family and school climate (psycho-emotional and moral atmosphere in 

which the child is within the family and school); teacher’s competence (ability to communicate and 

relation with child and family). At the same time, the successfully overcome the difficulties of the 

transition period and the effective insurance of adaptation process, requires a thorough analysis of 

the current level of development of these conditions. 

2. The results of the study indicate on the importance and significance of influence of the 

genetic developmental component of age. Difference of age has a great, clearly significant affect on 

functioning in class and social/emotional adjustment. As well, there are significant statistical gender 

differences in emotional and social development. Males are more developed emotionally compared 

with females. Females are more developed in their learning ability compared to males in the same 

group. Further, there are no significant differences in learning ability and social adjustment between 

children of different family status. The results show that a child whose parents are more educated is 

more developed emotionally. 
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3. In some aspects of the qualitative part of the interviews, parents expressed difficulties 

with their children. Most interviewed parents presented the experience of having a younger child 

start school as difficult, frustrating and exhausting experience. 

4. The research results show a difference between the groups. The results note a disparity. A 

lack of readiness for younger children and the month of birth are considered the basis in the 

evaluation of readiness. The results indicate that there are significant statistical gender differences 

in the emotional development among older children and similarly among younger children, and that 

males are more developed emotionally compared with females. Similarly, there are significant 

statistical differences by gender in the social development among older and younger children. Males 

are more developed socially compared with females in the same group. Moreover, there are 

significant statistical genders differences in their learning ability, females are more developed in 

their learning compared to males in the same group. The research results indicate the absence of 

significant differences in the social and the academic component according to family status.
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3. THE VALORIZATION OF PSYCHOPEDAGOGICAL CONDITIONS AND 

METHODS OF KINDERGARTEN CHILDREN’S ADJUSTMENT TO 

PRIMARY SCHOOL 

3.1. The identification of peculiarities of psycho pedagogical conditions for 

children’s adjustment to elementary school 

This study offers mixed research that deals with the transition from preschool kindergarten 

to elementary school. The main discussed issue is the quality of children’ adjustment who were 

born during the first third of the year (January, February, March) and their adjustment to school 

compared to their classmates who were born during the last third of the year (October, November, 

December). The research attributes a big importance to maturity for studying, readiness for first 

grade and fitting with tools and necessary skills to enter in school system. It checks the closeness of 

younger students to normative functioning for their age, how they fit the new school framework and 

how the system fits their needs. 

This research compares the children who study in the same class, defined as being of the 

same age. By nature, there is a chronological gap and therefore a functional gap between the 

children. The claim is that the class in school is not "all in one basket," but there are individual 

differences and variance among members of the same age group. One of the significant differences 

in this research is the chronological age of children when entering school. 

The research hypothesis deals with different aspects of maturity and readiness. The first and 

main aspect in the research is the analyzing of connection between the child's age and readiness by 

expanding the term of 'readiness for study' as a cognitive, social and emotional ability without 

preliminary reference to academic achievements. The debate is practical and expressed in the wide 

sense of maturity and readiness components that influence the child's normative functioning during 

of formal study with all difficulties of transferring from one framework to a fundamentally different 

one, elementary school. 

The results of the current research enlighten the importance of the age of entering to school 

as one of factors considered critical for success at school. In the case of young children, the age 

variable may be considered the reason for a lack of varied maturity of emotional, cognitive and 

social aspects. The author concludes that the primary and general aspects support a significant 

connection between age and maturity. Therefore, the diagnosing of children in class by comparing 

older and younger one, deepen the insights to a connection between chronologic age and readiness. 

In the paper is underlining a distinct difference between these two groups. The comparison is made 

between the control group and the experimental group, which is used to predict the child's 
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adjustment and maturity during his first step in school. It determines his success in school. The 

results of the research are similar and are supported by many prior global studies regarding the 

importance of diagnosing the child before he enters in formal studying, in order to facilitate and to 

pass this time as successfully as possible for child and his family [67; 72;119, p.43-50]. 

Many studies, and in our research, are looking for a suitable age for most successful 

academic process throughout all the years of the child’s study [182]. 

In addition to this, many studies adopted the point of view that matches the results, 

hypothesis and questions of this research - that the genetic component is the most significant.  The 

age differences cause differences in data and in the level of adjustment and readiness. Clear and 

significant differences in the level of academic function are found especially in first and second 

grades. The research result shows the gap between younger and older group, and a gap in the 

existence of a positive distinct connection between the child's age and readiness. The author refutes 

the importance of the age variable in the experiment group and compared with two research groups. 

By comparison there is reinforced the vision of chronological age importance as reflected in a clear 

functional gap between children and supports the main claim that the school class is not "one 

basket" but a variety of different ages and it will naturally cause a functional gap between the 

children of the same class. The received results are supported by previous studies and are cited in 

the professional literature [88].  

The research results show a difference between the research groups according with 

hypothesis that there is distinct difference between these two groups. However, in the literature 

there are no distinct response and no unequivocal agreement regarding the responsibility for 

readiness. The importance of age is supported by other factors that influence and predict readiness. 

The results and the response to hypothesis were received based on what was expected from the 

research. The author considers that biologic maturity is the strongest predictor among other factors. 

The functional gap of the readiness level of young children in the research is obvious because the 

age and time factors are good predictors. The focus in the research is explained in according with 

biological payload and explaining acknowledgment of the age, which supports biological maturity. 

This attitude stems from the recognition of readiness as a developmental process [36, p.25-38]. 

The results note a disparity and a lack of readiness of younger children. The birth month is 

considered a basis in evaluating readiness. The research concept is supported by consideration of 

the month of birth when a child is starting school. As some research claims, chronological age is the 

strongest and the most influential variable on the skills and the measured scale of the readiness 

evaluation [130, p. 254-262; 134]. 
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The results show the importance of the age criterion in the first stage of academic readiness. 

Before a certain age, children are considered not ready for formal study. These results give a 

homogeneous picture that emphasizes age as determining the child's development level. Although 

maturity and readiness are the results of a process that is reflected in developmental stages, they are 

not connected to experience, environmental interaction or family and society background. Only 

after a certain age, children are ready for formal study. The time before this age, generally before 

the age of six, is considered a stage in early childhood, when a child needs to experience the 

playing. The child learns according to various study methods through playing and not through 

structured study. A study process involves grades and measured results, which do not meet the 

child's needs and ability [25, p.204-211].   

Recognizing the existence of a connection between age and readiness is supported by the 

research results and congruent to the hypothesis and clear results that indicate a distinct affirmative 

connection. There is additional support of professional literature, where is declared that the main 

players of a successful transition are the children themselves [65]. 

The research results emphasize the readiness issue as a matter of chronological age related 

to the child's degree of development and developmental stage when entering school. These results 

are explained by the natural ecological evolution approach, which emphasizes the dependence 

between various development stages.  

The transition is a developmental sequence built of stages. The child experiences this natural 

sequence stage by the level according to his coping with tasks and previous demands. It develops a 

more advanced stage according to previous experience. The meaning of the attitude that suits the 

research's atmosphere is natural developmental hierarchy that explains simple skill acquisition and 

previous experience, which leads to development and progress to a more complex stage and 

experience [12; 93]. It should be emphasize that the results are supported by a common point of 

view of this approach toward a systematic development process, in which each step leads to 

acquiring a sequence of cognitive, social and emotional skills needed for developing a set of skills 

for child. In the research there was shown the natural developmental function, because the readiness 

is a function of biological maturity and genetic regulation, set by a regular timetable. The current 

research is build on clear milestones and stipulates the significance of age in according with natural 

ecological approach, that strengthens the attitude of seeing readiness as natural developmental 

process, by which it is better to wait until the child arrives to a ready stage, which suits his current 

age time. 

Through another way, the natural approach explains the disparity between two groups and 

the existence of different kind of differences between younger and older children, especially in 
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normative function that suits the age differences. This is the "idealist natives’" approach, which is 

focused on the individual himself and his level of maturity. Although this approach acknowledges 

the status of society or the environment, it is marginal to the personal issue and the biological 

payload. Despite the environment is an important component of readiness, the age has the strongest 

influence and holds a more important and critical place that should be watched when starting 

school, especially in social and emotional maturity. 

From the hypothesis, one may confirm the existence of a difference between the age groups. 

The author responds to the argument of the most crucial component of readiness.  Readiness is an 

innate biological matter, an environmental or family acquired matter, an issue of age or social 

interaction. The results do not deny the importance of environmental, social interaction and family 

data. Nevertheless, the environment and family status limit the functional gap between ages, 

especially in the cognitive academic area and still focus and recognize the importance of age 

according to the assumption that maturity is influenced by biological, psychological and genetic 

factors. The influence of age is wider and stronger than other components. The existing difference 

that is shown in the results is explained according to the stronger genetic rate than the 

environmental rate related to parental and family status (Elder & Lubotsky, 2008). 

Ascertaining the correlation between the factors related to readiness for adjustment to the 

school environment and the age of the child, the author deducting the following components: 

Learning ability. The cognitive area is represented to a considerable extent in the specialty 

literature. The term 'readiness' is an area that predicts success in school. Therefore, this component 

is particularly important as prominent and strong in predicting readiness, more than other aspects of 

that term. The cognitive index has a key place in many studies, which found that this area has a 

major contribution in predicting academic achievements in first grade and there is a list of skills, 

and knowledge with which a child comes from kindergarten [75, p. 237-241]. 

Many researchers note the academic readiness as a matter of a tool box of academic skills 

and knowledge including among other things mathematical knowledge of counting, lingual 

knowledge of recognizing the letters and more [78, p. 213-227; 105, p. 397-420]. 

The results of research hypothesis regarding the connection between age and academic 

achievement readiness index indicate an affirmative connection between two variables of age and 

academic achievements. This was confirmed, but the difference is not a significant difference as 

was expected in the research. The academic dimension shows that the received results are at a lower 

level of significance, compared with the expected social and emotional index. The results showed a 

positive correlation between the age variable and readiness. The comparing of the younger and the 

older group was partially supported and is not a disparity expressed in distinct significant 
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difference. The results may be explained by the academic cognitive component and examining 

previous research in the professional literature that explains the importance of the family 

functioning and the environment. These play a significant role and can support the list of academic 

skills as well as the ability of environment and family to reduce the academic gap in the academic 

index shown particularly in achievement and grades.  

In addition, the results are supported by the research that compares the age factor to other 

factors, which support the age component as predicting success and are referred as a strong and 

important variable [180, p. 455-465]. However, there are more factors that may not be ignored as 

predicting academic success, such as, educational intervention, enrichment of the environment and 

the quality of interaction with the variables of family background that can change academic moves 

to improve the cognitive ability and the level of predicting academic achievements in school. These 

variables affect on the child's readiness when preparing an enrichment or reinforcement plan to 

improve academic skills such as reading and writing, skills that effect the reduction of age gap 

between ages and groups in class [32,p.1239-1249]. 

Socio-emotional adjustment. The terms maturity and adjustment in terms of language, 

mathematics and a list of skills and knowledge, can be expanded to include elements of social and 

emotional development, which are positive and essential for children's adjustment in elementary 

school. This sense of emotional and social development grew based on the essential changes in 

adjustment to a new society. The changes influence the individual's adjustment in a very different 

place. Social changes have a direct and indirect influence on personality and on building and 

designing attitudes of the new academic institution [101; 70, p.67-78]. 

The meanings of social and emotional components are intensified in the results and are 

demonstrated in the statistics of the research results. There are significant statistical age differences 

in emotional development. Older children are more developed emotionally compared with younger 

children of the same class. Similarly, there are significant statistic age differences in their social 

development, so that older children are more developed socially compared with younger children of 

the same class. 

The current results may be interpreted as a distinct significant difference between the 

younger and the older group as anticipated and according to the research hypothesis. A 

developmental aspect related to time and development stages may be interpreted such as many 

studies regarding developmental attitude and vision of the social and emotional view that is not 

related to society and its enrichment or to family. It is characterized by the fact that a child may 

acquire a certain level of social and emotional maturity only when he experiences the 

developmental stages that may bring him to social experience and social maturity suitable to him 
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and his chronological age. This is characterized only when the suitable stage related to age and 

children's development is attained [63, p.20-26]. 

Comparing younger and older children (experimental group - control group), the author 

concludes that social maturity increases. The older are at the higher end of the scale in social and 

emotional maturity and readiness. These results did not surprise and confirm, that the research 

hypothesis intensify with the existence of a significant difference in social readiness, and in all 

expression of social strands presented in the research.  Special voting referred to the importance of 

the social element, which goes in the identical direction of research that identifies the special place 

for the importance of social and emotional components. Such components are considered 

significant in the child's development process and as predicting adjustment for school, especially in 

the first year and the first steps in first grade in each child's life at the beginning of his school path 

[22,p.78-82; 135, p. 46-50; 186,p.42-64; 189,p. 204-209]. The results strengthen the need to acquire 

a certain level of social and emotional skill while entering school, not only academically, which is 

important but not unique. The social element is needed to achieve adjustment, to pass the critical 

and significant phase [109, p. 333-359; 144, p. 357-389] and to guarantee a level of social 

emotional development in advanced steps, especially due to their importance in the future to 

proceed to more advanced studies [127]. The results of comparing these two groups were clear. We 

conclude that children have to be equipped with a complex of social skills relevant and necessary 

for their adjustment and maturity in first grade. This will greatly help them in school life. The 

professional literature will use them as a basis for a sequence of social skills essential to coping in 

relationship with other children, colleagues and adults from school and class, that help the child fit 

in and adjust with expected social and psychological changes [78, p.213-227]. 

The lack of social and emotional abilities affects the quality of life at the emotional and 

social aspects. The confirmation of the research hypothesis about the social and emotional 

adjustment is expressed in the context that some noted definitions of 'readiness' in social terms like 

"the complex of behavior patterns needed for the individual to adjust himself the his social 

environment" or behavior are suited to expected environment, demands, changes and challenges 

from environment [81,p.3-19]. The complex of changes aimed to match person's demands to the 

demands of his environment [87, p.276-280]. In a similar way, adjustment is defined because of a 

balance between the child and his environment in order to assure the survival of the individual in 

the physical and social environment [155, p. 73-79].  Adjustment is the way in which the individual 

copes with stress and conflict, balance and harmony in the relationship between the individual and 

his environment.  



86 

 

Readiness of boys versus readiness of girls. The results indicate that there are significant 

statistical genders differences in the emotional development among older and young children and 

those males are more developed emotionally in comparison with females. Similarly, there are 

significant statistic gender differences in the social development among older and younger children, 

and that males are more developed socially in comparison with females in the same group. 

Moreover, the data show that there are significant statistical gender differences in their learning 

ability and that females are more developed in their learning in comparison to males in the same 

group. 

The research results refute the research hypothesis about the existence of a positive 

difference in the level of adjustment of girls compared with the boys in each age group. The 

research results toward the difference between boys and girls were contradictory to the hypothesis. 

The research hypothesis shows a distinct positive difference at the level of adjustment of girls 

comparing with boys of the same age group. This hypothesis was not confirmed and the results are 

contradictory to hypothesis. Another contrast is received when the hypothesis notes that the girls' 

readiness level will be higher than the boys' readiness level, but the results show the opposite. In 

some of components, the boys' adjustment level was higher than the girls’ were. This was not 

expected. The hypothesis assumed the girls' readiness level would be higher in all adjustment 

components. 

Few studies were found regarding the differences of gender pertaining to adjustment and 

less which treated regularly the differences between boys and girls as regards maturity and 

adjustment to school and academic readiness. For example, Janus M., Kopechanski L., Cameron R. 

in their paper “In Transition: Experiences of children’ parents with special needs at school entry” is 

a study that explored the idea that emotional adjustment of boys was higher than that of girls [155, 

p.73-79]. 

The results of this study were not supported by the research literature. Among them was one 

study that checked differences between genders in indices of social, academic and behavioral 

adjustment, which produced two important findings because significant differences in adjustment 

were found, while the girls' readiness was better than boys of the same age [44]. The results are also 

contradictory to longitudinal research that indicated the girls' readiness is higher than boys' 

readiness socially and emotionally. Furthermore, self-confidence and independence of girls was 

found to be stronger than that of boys [72]. 

Different Family Statuses. There is a significant statistical difference between parents with 

academic education, parents with secondary education, and parents without any education and their 

children's emotional and social development. Children are more developed emotionally when their 
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parents are more educated. However, there is no significant statistical difference between parents 

with academic education, parents with secondary education and with no education between their 

children is learning ability.   

The research hypothesis about distinct significant differences between children from 

different family situations of the same age group indicates that there is a positive connection 

between the variables toward the emotional component of readiness.  A positive connection was 

expected between two variables in all indices of readiness. According to this hypothesis, a distinct 

significant difference was expected in the age group according with child's family status as regards 

the cognitive component and the emotional and social component. The results show that there is no 

notable difference between children from different statuses for all readiness indices. A significant 

difference between children is shown only in the socio- emotional component. The research results 

show and strengthen the importance of educational moves of support, reinforcement and constant 

accompaniment. It is important because in this way one may nurture the emotional side through 

intervention, in order to face the difficulties they have to confront through adjusted education and 

emotional intervention that may reduce disparity and increase the chances of success [13, p.271-

274; 83, p. 1-5]. 

The results may be interpreted according to research, which found differences between 

populations, differences by socio-economic background, ethnic origin, parents' income and 

domestic environment. The readiness level will be increase between higher and lower income. Poor 

people have a low income and the need increases due to their special needs [97]. Differences were 

found in social, academic, behavioral and cognitive aspects. In those cases more intervention is 

needed to guarantee success or to reduce disparity between groups [27, p.1505-1516; 73; 157, p.15-

34].  

The research results indicate the absence of significant differences in social and academic 

component according to the family status. This refutes the research hypothesis about the existence 

of significant differences and the existence of a distinct positive connection between children from 

different family statuses. This does not deny the significance of the environment and its important 

and significant place in the process of transferring from kindergarten and first grade. In addition to 

this, it strengthens the attitude that gives chronologic age of significant place. Maybe this 

hypothesis was not checked because a standard family status was checked with no conspicuous 

problems. There was no manipulation to deepen and accurately check, to define the level of family 

intervention. Therefore, this requires an additional research, as detailed in the research 

recommendation. 
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A detailed indirect evaluation of parents involved in the research contains fundamentally 

different parts, as a scale for interviewing the parents of young children with open questions, in a 

structured way, in order to identify the dimensions of social, emotional and academic adjustment: 

- An interview with parents, who experienced their child entering school, but are younger than his 

classmates are. 

- Attitudes and statements of parents' experience, expectations and recommendations about the 

whole issue of transferring a young child, in addition to statements and quantitative evaluation 

reflected by the quantitative evaluation of the structured part.  

The findings of the parent's interviews raise the clear recognition of the importance of time 

of transition from kindergarten to elementary school as a critical and significant stage in child's 

development and progress in an early age. This recognition gives the transition acknowledgment 

and significance with psychological, social and academic elements. Parents indicated special needs 

of their children who are the youngest in their group. The difficulties were not only of an academic 

nature, but there were challenges that children and their parents experience during school period. 

Parents' opinion was regarding the importance of age in the transition period, because that is a 

process composed of different characteristics: psychological, social and academic. There are 

psycho-pedagogic conditions needed for the child to be prepared and to adjust to his new 

environment and different period than the kindergarten period. These conditions are necessary and 

essential for child's success. 

In the first question, the parents were asked to tell about the experience of starting school 

when the child is young. The answers showed child's experience while entering school and personal 

experience of the parents for handling the situation. The author concludes in according with 

interview that a child is vulnerable to deficiencies, anxieties and bad feelings. In most answers, the 

difficulty of separation from parents, crying, fear and frustration was especially noticeable. 

Therefore, the difficulty of separating from parents on the first day at school was discussed. It 

severely influenced the parents' functioning in handling a difficult situation from the emotional 

aspect and from the aspect of expectation of their child's adjustment to the new system. Parents 

reported a feeling of a "suffering" child and it was the first impression of the experience. In 

response, the parents took the experience as a challenge that demanded special investment, their 

interference and support of child more than any time. Sometimes they noted unnecessary excessive 

interference, as will be discussed later. The parents' report matches the mood of the current study. 

There are studies, which noted the importance of parents' functioning and their support of the child, 

who is sensitive to external interference, support, encouragement and reinforcement. This demands 

proper educational interference adapted to his needs – it will be significant, constructive and with 
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promoting consequences. In addition a child need positive interaction with significant adults like 

parents and teachers to develop his self-esteem, his "me" power, the personal consistency and his 

sense of control. Therefore, the quality of the children's readiness for elementary school has a 

lengthy influence on the child's life. 

Interviews with parents also focused on the low ability of the young child to delay 

gratification, take academic responsibility, and the ability to communicate his new environment, 

which includes essential changes. Among other things, parents noted their concern about all the 

changes, comparing the two frameworks - kindergarten and school. These all are physiological, 

psychological, social and academic changes in the size of the building and in the parents' 

expectations that their child will manage in the large framework with which he is not familiar. It is 

especially noticeable in parents' concerns, as the interviewees noted in the current research that 

referred to changes. There are many-researched congruence in the changes noted by parents’ 

interview. The aspects raised also worry for children and their parents: how will can a young child 

who starts school to find his way around the big building. There are also changes in duties, 

relationships, learning strategies, disciplines and expectations, changes in teaching and learning 

methods, changes in atmosphere and educational climate, time management, educational 

perception, responsibility to learning and demands, and changes in pedagogic approaches [72; 139].  

By answers at the question, parents reflected their concern regarding the formality of the 

relationship between the child and the teacher, a different interaction model, attention and 

communication than the one to which the child was in kindergarten. They also reflected the parents' 

concern about the expectations regarding academic achievements, reading, writing and 

mathematics, homework, learning and responsibility for learning and structured evaluation 

measured by grades, compared with the learning approach in kindergarten with the sandbox and all 

kinds of games and the process of transition to school. This approach and the data received is 

compatible with the studies that note the attitude and difference between two frameworks in the 

interaction model between a child and a teacher and the learning process [203, p. 1-9; 63, p.20-26].  

In addition, parents' answers reflected their concern about the learning system characterized 

in playing compared with learning and sitting in class for long time. The answers are compatible 

with studies that explored children's attitudes to the perception of kindergarten compared with 

school. Children perceive kindergarten as a place to play and school is perceived as a place to study, 

sit for long hours, receive homework and leaving less time for playing [139; 154, p. 44-49].  

From everything noted about the focus of answers to the first question one may identify the 

importance of the transition, which symbolizes a new era that includes anxiety and uncertainty for a 

child and his family. The parents were overwhelmed with questions, anxieties and expectations for 
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their children, for themselves, and for their ability to handle a difficult situation as this experience is 

perceived and shown in the worried parents' expression. The worried tone of voice and expression 

were important characteristics at the interview. Parents putted many questions that were a source of 

anxiety, a feeling of uncertainty and pressure. Similarly, parents reported that their children were 

afraid and anxious about the new place. The answers and the manner of expression and speech were 

not surprising to the interviewer because everything said was similar to comments in previous 

studies. These noted the questions, anxiety and expectations as something that may influence 

behavior and academic achievements, not only for short term but may have influence for long term 

[72].  

Anxiety influences the children's emotional and social welfare and may cause difficulties in 

the social, emotional adjustment that directly affects the academic achievements [101].  Many 

parents face questions and for them it is a very complex matter, especially for parents of children 

with low ability or children with disabilities and special needs. Sometimes when children face 

difficulty, it becomes a challenge for some of them. They have difficulty to follow rules, regulations 

and different values and sometimes it challenges the children and worries them [63]. 

The recommendations of parents and kindergarten teachers offer a picture of suitable time 

on entering school. It is an important point in evaluating and predicting the child's status and his 

readiness level as regards the psycho-pedagogic conditions for the child and his success in school. 

The recommendations for an additional year in kindergarten were expanded.ere appeared dilemmas 

as should the solution be - to "give time for it" or, if the child enters first grade should the situation 

be controlled and cooperation increased in order to reduce the gap between children of the same 

class in school. 

At some point, parents were asked to add things not raised in the interview. The parents had 

much to tell about the experience itself, about their part in a successful transition and about the 

nature of attitude and the preparation of the learning system to soften the transition as much as 

possible.  Regarding the required preparation, especially for the younger children, the parents noted 

correlation and balance between all factors including the family, noting a triangle that included the 

child, the family and the learning system. The parents' answers correlate with research that noted 

the adjustment process as a balanced and adapted process between the child, family and school. The 

child is ready and fits to the study situation, while school adjusts itself and its program according to 

the children's population and its needs. This adjustment guaranties success [37, p. 338-352]. 

According to this, position parents voted for adjusting the curriculum that will address the 

complexity. These findings are supported by many previous studies that suggest flexible curricula 

that answer the complexity of the local community [2, p.351-364; 197, p. 69-74].  In addition, 
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partnership held an important and significant place in the parents' answers. The parents' partnership 

is needed to support the children and helps educators. In cases of children who have difficulties or 

special needs, all factors have to cooperate and pay attention to the children's needs, and in case of 

difficulty, increase the need for support of all involved parties. Parents collectively noted the age as 

a significant issue in maturity to study and gave a response to one of the solutions for overcoming 

immaturity by postponing starting school as a solution to early entrance. The parents emphasized in 

their answers that a lack of readiness among young children might cause failure.  

Postponing the start of school will bring better social and emotional physical and cognitive 

adjustment. The findings and the parents' answers about keeping the child in kindergarten came 

from their concern for their children. Parents supported an additional year in kindergarten in a very 

clear manner. However, sometimes, in despite of concern, the internal dilemma was obvious. 

Everything involved in postponing entering school from the social and psychological aspects, and 

the family pressure was accompanied by many questions, concerns, and expectations. All the above 

is part of the process of adjustment to school and along with the literature regarding the constant 

argument over children’ postponing the starting school or remaining an additional year in 

kindergarten. Many studies support the postponing starting school, because maturity changes as 

regards linguistics, language and literacy. The knowledge and skills also change. The chance to 

succeed is higher and may turn the delay into a benefit and improve achievements. The younger 

children will be less ready than the older children will. The lack of readiness of children has a long-

term influence [18; 39; 47, p. 43-62; 76; 121; 113, p.319-328].  

Everything implied by the parents' interviews shows the importance of age and its intensity 

affects the maturity level. It suits the approach that age is a significant criterion of readiness to 

learn. Before a certain age children are considered unready for formal study. The determining 

criterion is the development of the child himself. The interviewed parents' attitude is reflected in 

seeing that maturity is a result of developmental stages with no connection to experience or 

interaction of family and society. If those influence, it is not correlated and not sufficient. Only after 

a certain age will a child is ready. At the stage prior to maturity to learn in school a child has to play 

and needs to be treated according to his chronological and his developmental stage [192].  

Parents noted that when evaluating and defining immaturity at different levels, an aspect to 

be considered is the importance of age and its connection to immaturity. Many parents 

recommended an additional year in kindergarten, in order to give children time and, meanwhile, 

they will attain emotional, social and cognitive maturity that will enable them to handle the 

expected learning process in school. 
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With everything that has been said about parents' attitudes one cannot be ignored - the 

source of difficulty that was noticeable in the issue of an additional year in kindergarten, which 

most parents mentioned honestly. It was accompanied by concern and uncertainty that are 

understandable because of the parents confront situation. The obtaining decision is related to 

predicting immaturity for first grade, which is meaningful from academic, social, emotional and 

physical aspects.  

 

3.2. The evaluation of the effects of recovery conditions for children’ 

adjustment to primary school  

3.2.1. The experimental program to optimize the conditions of children’ adjustment to 

primary school  

Experimental of psycho pedagogical conditions for kindergarten children adjustment to 

elementary school had been described the ascertaining experiment that checks the hypotheses 

related to correlation between young age factors of pre-school children and the level of  readiness 

for school performance indicators. There is speaking about the risk of getting to school without the 

needed equipment of coping resources. The experimental process was based on theoretical aspects 

of school readiness and the results of ascertaining experiment. The formative experiment carried out 

through the program "School is a chance to succeed" that was implemented on the length of 10 

meetings and workshops, per 2.5 hours each, entailing various educational issues by means of  

influencing, guiding, formative and expositive methods. In our research, the author checked the 

connection between the child's age and readiness by expending the term readiness for study as the 

cognitive, socio-emotional ability without preliminary reference to academic achievements.  

The results of the current research enlighten the importance of the age of entering to school 

as one of the factors considered critical for success at school. In case of young children, the age 

variable may be considered the reason for lack of varied maturity of emotional, cognitive and social 

aspects. The author emphasizes a distinct difference between two groups - the control group and the 

experiment group – the comparison between them is used to predict child's adjustment and maturity 

during his first step at school. It determines his successes at school.  

In the research, the functional gap of the readiness level of target group - the young children 

- is obvious, because the age and time factors are good predictors. The focus group of our study is 

described also in specialty literature, like this - the biologic payload explains the acknowledgment 

in the weight of age that supports the biologic maturity attitude that comes from the recognition of 

readiness as a developmental process [8, p. 338-352].  The results show a homogeneous picture that 
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emphasizes the age as one determining the child's development level.  The research results 

emphasizes the readiness issue as a matter of chronologic age related to the child's developmental 

degree and his developmental stage while entering school. These results are explained by the 

natural ecologic developmental approach, which emphasizes the dependence between various 

development stages.  

The transition from kindergarten to school is a built developmental sequence of stages.  A 

child passes this natural sequence stages according to his coping with tasks and previous demands. 

He develops a more advanced stage according to previous experience. The meaning of attitude that 

suits the research's atmosphere is natural developmental hierarchy that explains simple skill 

acquisition. Previous experience leads to development and progress of a more complex stage and 

experience [4, p. 40-45]. 

The Cognitive Academic Adjustment. The cognitive index has a main place in many 

researches, which found that this area has major contribution in predicting academic achievements 

in first grade and there is a list of skills and knowledge of child accumulated from kindergarten [13, 

p. 237-241]. The results are referring to research hypothesis toward the connection between age and 

academic achievement readiness index. The hypothesis indicates and confirmed a distinct 

connection between the variables of age and academic achievements.  Nevertheless, the difference 

is not a distinct significant difference as was expected in the research. The academic dimension is 

the dimension, which received a lower level of significance connection comparing to socio-

emotional index. 

The interventional program “A Threshold to grow". The research results indicate clear 

functional gaps within the adjustment process, especially in the emotional and social areas of young 

children who were born in the last trimester of the academic year and study in regular educational 

system. These difficulties appeared to express themselves in various socio-emotional ways. 

Socio-emotional adjustment is starting from ecological approach. We can maintain that in 

order to develop himself adequately, a child needs a nourishing and facilitating environment in 

which he can experience a sense of belonging. It is supposed that when a child is about to enter at 

school, he might already be ready/competent enough to cope with new challenging conditions of a 

learning environment. Unfortunately, when a child's development is disturbed by some unexpected 

factors such as young age, which may also come with co morbid factors such as ADHD, sensory 

regulatory disturbances, or lack of social competence to deal with complex situations that school 

may bring, the normative adjustment might take unexpected avenues and even fail . 

Adaptive conduct of the child to his new formal learning  environment, accompanied by  the 

ability to maintain social  meaningful  relationships are indispensable preliminary conditions for 
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answering the challenging demands of becoming a  well - functioning pupil. To become a first 

grade pupil is not a self -understood matter. A certain level of coping resources is required in order 

to function adequately from cognitive socio-emotional perspectives. Since the findings of this study 

have discovered clear gaps in these critical indicators between young kindergarten children and 

older peers who are supposed to enter school soon, the need for an interventional program for 

young children has become obligatory.  

Starting from the above-mentioned consideration we formulated the goal of the 

interventional experiment to evaluate the validity of the connection between the experimental group 

and the control group. 

The program had been implemented by the use of training and exercising socio-emotional 

competences in young preschool children, with a focus on problem solving and emotional 

comprehension.  

We assumed that: 

1. Lack of socio-emotional adjustment may disrupt the child's functioning within the formal 

academic life. 

2. A means of reducing the gap consists in the creation of a secure and supportive space that 

enables normative development by acknowledging the discrepancy between the child's young age 

and the need to encounter the school challenging environment .  

3. The interventional program, which had been elaborated within this research, was designed 

to include a vast spectrum of meaningful contexts. 

4. The research findings indicate that the socio-emotional gap between the experimental 

group and the control group was considerably significant while the learning indicators were similar 

in both groups. Thus, we decided not to include the learning indicator in the post test after the 

application of the program. 

5 . The objective of the interventional program was to evaluate and validate its efficacy to 

decrease the functional socio-emotional gap between the two groups   

6. On the practical level, we tried to enable the young child to improve his socio emotional 

coping by acquiring coping in activities. It becomes more accepted by his peers who became able to 

recognize the positive aspects of his personality 

8. To develop elementary life’s skills for children by enhancing competences of listening. 

9. To raise the child’s self- awareness to the way he perceives the place among the peers 

community. 

10. To raise the parents awareness of young children’ needs and the adequate ways to deal 

with them. 
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11. Children who participated in the program were all young one and were chosen from the 

lot of children who participated in the research. 

12. In order to facilitate the organization of the sessions, we tried to include children who 

learned in the same places 

The intervention had been effectuated on several levels and it included: 

-  Counseling of the young children's parents. It started from ecological approach, which 

assuming that only a joint pact between kindergarten staff and parents can ensure a successful 

process. We invited parents to be practically involved in the intervention process as equal partners. 

The parents were guided how to strengthen the child's self- image and how to enjoy and develop 

more effective open channels of family communication  . 

- The meetings with the parents took place at the threshold of the child's becoming a school 

pupil and they were systemically co-ordinate with the school counselor involvement. All they 

designed the acquirements of the current study. 

- A  4 sessions of group- work were held during  the  regular kindergarten schedule,  as an 

integral part of it. 

- The children participated in a socio-emotional play. The author conducted five sessions 

and six sessions were lead by the kindergarten teacher accompanied by the supervision of the 

author. The playing format of the sessions facilitated the communication process enhancing self-

expression and forming an opportunity to experiment simulated life situations without the 

threatening impact of encountering failure or criticism. At the end of each session children had been 

involved in an artistic inter active process and they could take home their art products. This 

procedure contributed to children's motivation to enthusiastically come   at the meetings and 

cooperate with their group colleagues. The stress was on encouraging the child's initiative and 

reinforcing his self- confidence and ability to relate effectively with his peers. 

The timetable for the implementation of the program 

a. The sessions with the young children had been held during the school year in the 

kindergarten, in the last months of the school year (as close as possible to transition to school). 

b. The counseling activities with teachers and parents had been implemented as follows: the 

first session - at the end of the school year and the final session - during the summer holiday, in the 

last week before the beginning of the new school year. 

c. The kindergarten teachers and the I-st class schoolteachers were present at both meetings. 

The teachers have been asked to complete the same questionnaires that they completed concerning 

the children who had been involved in the interventional experiment after which we have studied 

the results. 
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Significant differences relating to the children age 

Table 3.1. Frequency statistics 

Variable Values  Count 

(N=105) 

% 

Age: Young  55 52% 

Old  50 48% 

Gender: Male  60 57% 

Female  45 43% 

 
    

 
    

 

 

Fig. 3.1. The age and gender differences – t-tests: Age differences 

It was hypothesized that there is a significant statistical difference between old and young 

children of the same class in emotional, learning and social development. 

The research results show significant differences relating to the learning, social and emotional 

components according to the declared hypothesis in the research in comparison with the control 

group and the experimental group. 

Table 3.2. Age differences in emotional and social development 

  

 Variable 

                       Age 

t(103) 

  

Young 

(n=55) 

 

 

Old 

(n=50) 

M SD  M  SD 

Emotional development 2.17 0.99  4.90  0.60 -35.10** 

Social development  2.71 1.11  4.81  0.54 -16.65** 

 

*p<.05, **p<0.01 
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Fig. 3.2. Different level of social and emotional development 

A t-test was performed as presented above, in order to examine the hypothesis. 

The data shows that there is a significant statistical age difference in emotional development [t 

(103) =-35.10, p<0.01**]. So, the older children (M=4.90, SD=0. 60) are more developed 

emotionally compared with younger children (M=2.17, SD=0.99) of the same class. Similarly, the 

data shows that there are significant statistical age differences in their social development [t (103) 

=-16.65, p<0.01**]. The older children (M=4.81, SD=0.54) are more developed socially in 

comparison with younger children (M=2.71, SD=1.11) of the same class.  

Table 3.3. Age differences in emotional developments 

                        Age   

Emotional 

development  

Young 

(n=55)  

Old 

(n=50) t(103) 

  M SD M SD 

Discipline 1.97 0.86 4.95 0.41 -20.03** 

External appearance 1.77 0.80 4.49 0.51 -18.70** 

Honesty 1.91 1.01 4.30 1.26 -7.83** 

Mental balance 2.24 1.04 4.81 0.79 -8.61** 

Mood 2.71 1.11 4.95 0.41 -9.77** 

Accepted by teacher 1.53 0.93 4.98 0.03 -26.57** 

              

*p<.05, **p<0.01 

The data shows that there is a significant statistic age differences in their emotional 

development in all of emotional factors. In comparison between old and younger children, we noted 

that older are more disciplined, more honestly and mental balanced, furthermore they are more 

accepted by the teacher. 
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Table 3.4. Age differences in social development 

                    Age 

Social development 

Young 

(n=55) 

Old 

(n=50) t(103) 

M SD M SD 

Aggressiveness 2.93 1.25 4.98 0.39 -7.09** 

Social ability 2.71 0.81 4.47 0.98 -6.70** 

Leadership 1.97 0.98 4.64 0.80 -14.31** 

Energy and activity 2.27 1.08 4.81 0.51 -13.39** 

Independence 3.48 1.04 4.81 0.51 -5.73** 

Scapegoat 2.91 1.48 4.98 0.03 -8.86** 

           *p<.05, **p<0.01 

The data shows that there are significant statistical age differences in their learning 

development in interest and perception factors only, while there are not significant statistic age 

differences in the other learning factors. 

Table 3.5. Age differences in emotional and social development 

comparing after and before intervention program (young children) 

 

  

 Variable 

                        Age 

t(53)  

 

Young 

Before    (n=170) 

Young 

After        (n=55) 

M SD M  SD 

Emotional development  1.80 0.58 2.17  0.99 -5.10* 

Social development   2.47 0.55 2.71  1.11 -6.55* 

 

*p<.05, **p<0.01 
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Fig. 3.3. Social and emotional development. The level of young children 

 

 

Table 3.6. Age differences in emotional and social development 

comparing after and before intervention program (old children) 

  

 Variable 

                       Age 

t(48) 

  

Old 

 Before  

 (n=106) 

 

 

 

Old 

 After  

 (n=50) 

M SD  M  SD 

Emotional development 4.64 0.22  4.90  0.60 -2.15 

Social development  4.66 0.27  4.81  0.54 -2.10 

 



100 

 

 

Fig. 3.4. Social and emotional development. The level of old children 

No statistically significant difference was found between younger children, compared before 

and after intervention (t (48) = - 2.15, p> 0.05), in emotional and social development (t (48) = - 

2.10, p> 0.05. 

By comparing the younger and the older children (experiment group - control group), it 

seems that social maturity is increased by distinct level. The older children are in the higher edge of 

socio-emotional maturity and readiness scale. These results of interview with parents did not 

surprise. Due to them, the research hypothesis is getting stronger referring to the existence of 

significant difference in social readiness and in all expression of social strands presented in the 

research with no exception. The research identifies the special place of the importance of socio-

emotional components, which are considered significant for child's development process and as a 

predicting adjustment to school, especially in the first years of each child's life in the beginning of 

his way in school [23; 25, p. 1198-1213]. 

There is a significant statistic gender differences in their emotional development. The males 

are more developed emotionally in comparison with females. Similarly, there is a significant 

statistic gender differences in their learning ability, so that females are more developed in their 

learning in comparison with males. 

Few researches treated regularly the differences between boys and girls in the issue of 

maturity and adjustment to school and academic readiness. A research that checked this correlation 

found that emotional adjustment of boys was higher than emotional adjustment of girls [23]. In 

concordance with the literary survey and the quantitative findings of the diagnostic part of our 

experiment, parents voted for adopting an adjusted curriculum that will address the complexity. 

These findings are supported by many previous researches that suggested flexible curriculums that 

answer the complexity of the local community [21, p. 1-18; 27, p. 69-74].  
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In conclusion, the parents' interviews stress the importance of age and the amount of its 

influence on maturity level suits the approach that age is a significant criterion of readiness to 

learning. The interviewed parents' attitude is reflected in seeing that maturity is a result of 

developmental stages with no connection to experience or interaction of family and society. Parents 

had intuitively figured out that entering school is not a self- understood matter. In the stage before 

maturity to learning in school, a child has to play and needs to be treated according to his age and 

his developmental stage.  

3.2.2. Practical applications 

The children from the experiment group of our research are the youngest children who are 

registered at school in comparison with the average age of entering school all over the world. As a 

result is their lack of readiness. The educational system should carefully consider their special needs 

and the need for more attention in relation with their older peers. To help them bridge the transition 

from kindergarten to elementary school and to succeed in school life. For almost all children the 

school entry happens when they turn six years old, unlike our younger children group in the current 

study, which were born in the period of October, November and December, which means that they 

enter school less than six years old. In other words, their entrance into the first grade is actually a 

high risky situation.  

The subject of transition to school has engaged kindergarten teachers, supervisors, parents 

and the education system. There were always fears and thoughts. Parents always asked if their child 

is ready for school or if it is better to keep him an additional year in kindergarten. If the child was 

born in advanced months of the year, each question become more critical and entailed more 

questions whose answer was not obvious, but was vague and doubtful. The author consider that by 

letting a child, which was born in the last third of the year, to go to first grade involves risk, fears 

and question marks. The need thus increased to conduct this research since it brings practical 

answers, affords an opportunity to learn, has practical implications that may contribute to research 

and has a constructive and contributing educational vision. It is recommended to check the 

children's data, study information and skills such as language skills, vocabulary, mathematics and 

general knowledge. The list of the abilities included in the child's data is important and a necessary 

background for child's adjustment to first grade, strengthening his self and his self versus the others. 

It is an important and significant process in transition.  These are very important and are included in 

the research as a part of the cognitive area, but should be checked as a separate area. This aspect 

should be included as part of readiness measures, as connected to the list of skills necessary for first 

grade. The reason for this is the expectation of the child to be able to copy and move in a manner 

suited to his age, an ability to make advanced movements suitable to his age and keep his balance – 
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which is an important area for acquiring motor skills in order to acquire writing skills. The study of 

the first grade is focused on reading and writing. It should be verified before starting first grade, that 

a child is capable of copying shapes, can cut and paste, have eye-hand coordination and good 

coordination between vision and good pencil holding. 

Another target of the research was to check the existing differences between age groups 

from one class in school. The task was to verify if there were significant differences in the level of 

normative functioning at the time of transfer from kindergarten to first grade. This is another option 

for clarifying the issue of readiness. The existing differences are caused by the chronological age 

and decisions regarding the child's future. One of the critical decisions is keeping the child an 

additional year in kindergarten. In Israel, a significant percentage of the preschool class stays an 

additional year in kindergarten because of developmental delay in the cognitive, social and 

emotional areas. According to this, not each additional year in kindergarten necessarily helps the 

child's maturity. Therefore, a full diagnosis is needed to improve the quality of predicting readiness. 

One of those factors is the child's age, as is shown in the current research. The results show a deep 

examination in favor of the younger child in favor of remaining an additional year at kindergarten, 

in order to let time works. The research supports the opinion that the child's age delays his 

development and staying in kindergarten is a possible solution for his benefit and welfare. 

 The author highlights that all the key players have a significant role in promoting school 

readiness and in promoting the physical, social-emotional, and educational aspects of all young 

children for their quality early education. It is significant to spend effort on transition program. The 

current research did not check the size of schools and kindergartens. There was no reference to 

elements related to programs of transition between the checked kindergartens and schools, where 

the studied children are going from. It is known that transition programs may help in softening the 

transition and readiness should be improved. The research did not check if any intervention was 

conducted for a program of transition between frameworks. Such a program might influence the 

data. One of the key successful transitions depends on the nature of the relationships between all 

involved actors. Respectful, reciprocal relationships between the involved adults are also the key 

factors in a successful transition. This is important for all children but seems to be especially 

influential for children with special needs. Another facet is increasing the opportunity to 

communicate with teachers, emphasizing that there is more than one indicator regarding adjustment. 

The child is ready to study when he is equipped with the complex of defined skills, which are 

essential for learning. 

Networking with parents is helpful to support their children’s learning. Supporting 

children’s learning dispositions and positive expectations are likely to be particularly relevant for 
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long-term success. Families can ensure children to have many opportunities to find out about school 

before they start and to get to know other children who plan to go to first grade or are attending 

their child’s school. Once children are at school, families who get involved and advocate their 

children are likely to assist their transitions. In addition, parents can help in fostering their 

children’s friendships with other children. It is a very important step that families can take to 

support children’s transition to school. 

The research used predicting adjustment and readiness of pre-school kindergarten children 

based on age and development. Therefore, the importance of raising the readiness issue based on 

true results and not only on prediction is fundamentally increased. Thus conducting comprehensive 

longitudinal research is recommended to follow the progress of the younger children in class, both 

in the first and second year, as well as their progress at older ages. School readiness, includes the 

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

community to support optimal early child development. It is the responsibility of schools to be 

ready for all children at all levels of readiness. Children's readiness for kindergarten should become 

an outcome measure for community-based programs, rather than an exclusion criterion at the 

beginning of the formal educational experience. 

Children’s friendship with other children is an important step that families can take to 

support children’s transition to school. In addition, the network with other parents and caregivers 

can be helpful. Rich learning experiences are also important and do not cost money. As regard 

children’ school entry, families can ensure children to have many opportunities to find out about 

school before they start, and to get to know other children who plan to go to. Once children are at 

school, families who get involved and advocate their children are likely to assist their transitions. 

Parents have positive expectations and ensure children to have health checks. Positive, responsive 

relationships between children, teachers and families, and culturally responsive teaching and 

assessment are strong themes in ensuring long-term success. It foster children’s relationships and 

friendships and create contexts, which reduce the negative consequences of not having friends. 

To support children’s transition to school is a measure for parents, school and teachers. The 

literature offer many ways, programs and strategies that teachers could implement, which can 

support children’s transition to school. The orientation programs help children to become familiar 

with school, offer the positive opportunity to build an intervention process between all involved 

actors. As well as working with child, sharing information and working with families, connecting 

with funds of knowledge that children bring to school from home, making links between children’s 

learning, providing opportunities for play that enables children to explore experiences, develop 

language and foster understanding, meaning and support. These programs can also constrain 
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children’s behavior and create anxiety, providing information activities for children and families, 

developing home-school partnerships. 

The current research is also engaged in identifying the right age to start school. Most of the 

countries in the world believe that the ideal age to start formal studies is six years old. Also in many 

countries, school starts at the age of seven. In Israel, the starting age is six years old, but the cut-off 

date for registration is the end of December and the first day of study year in Israel is September 1. 

Accordingly, the children’s start of first grade is risky, with a high probability of difficulties coping 

in a critical transfer from kindergarten to school. It is therefore important to give constant escort, 

containment and institutional flexibility to adjust the system to the needs of this group. The research 

results direct special attention to reevaluating the young children's development and evaluating the 

amount of their adjustment in the new framework. The research findings acknowledge the 

importance of biologic development, but beside these factors, we may find more factors that come 

from environmental factors that fit and interact with the biologic factor. There is functional 

disparity between the ages of classmates. Young children are more likely to have difficulties in 

transition from kindergarten to school than their older colleagues are. They are likely to have fewer 

resources to deal with conflict. Therefore, they might demonstrate distorted and interfering 

behaviors that may be interpreted as lack of social and emotional adjustment. We therefore suggest 

checking these results regarding a lack of adjustment at different ages. The practical implications of 

a lack of adjustment in older ages and in higher classes may also be answered. The disparity 

between ages in class should decline over time as the children are getting stronger and become 

equipped with different skills.  

In our study, scholars enrolled in the first grade of primary school were grouped into two 

groups according to their age ranges as younger and older in the same class. As a result, it was 

observed that socio-emotional and academic adjustment scores of these two groups differ 

significantly in favor of the older children. This can be interpreted as the older children have higher 

socio-emotional adjustment levels. This is despite declarations about the maximum importance of 

the ability for emotional regulation and the importance of social skills as a major and valuable part 

of maturity during the transition from kindergarten to first grade. In addition, the results are 

supported by some of the definitions of the terms readiness and maturity that may be seen as the 

ability that includes social, learning and emotional ability as an important condition for readiness. 

The social emotional aspect is no less important from the academic aspect, as the research results 

reflect. The perception of the term “adjustment” is seen as a flexible and changing dimension and is 

affected by the institution's educational and social framework. It is about the child's functioning in 

the institutional system, in which adjustment is grounded in the values of the society to which the 
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appreciated students belong and in the expectations derived of the student's functioning in the 

institution in which he studies. The evaluation of adjustment is considered mainly subjective and is 

based on the evaluating educator's attitude. Therefore the goal is to minimize as much as possible 

the subjective base in the evaluation of the term by choosing a tool that contains literal clear 

statements, relevant for each institution.  

 

3.3.  Conclusions to Chapter 3 

1. The basis of the diagnostic results had been decided upon the critical socio-emotional 

indicators that could be included and influenced through pedagogic experiment. Consequently, the 

opportunity to practice and gradually acquire relevant socio-emotional coping strategies during the 

implementation of practical experiment, some supportive tools had been supplied with young 

children in their coping process with psycho-emotional issues. It was concluded that becoming 

competent in managing conflicts with peers, learning to solve issues assertively without becoming 

overwhelmed, could help young children become more competent pupils, belonging to the new 

educational environment of school in spite of their problematic starting point. The new coping 

resources, which had become available through pedagogical program, had a significant impact over 

the initial lack of readiness. The indicators which had been identified in the ascertaining 

experiment, served as benchmarks in elaborating formative program, in choosing the issues 

addressed during the intervention and subsequently in elaborating and adapting strategies and 

methods with a formative perspective. 

2. The efficacy of the formative program as a whole, the activities and methods aimed at   

fostering the missing of socio-emotional coping strategies for young children. All activities   within 

the intervention program had as a result the melioration of the socio-emotional   indicators, whose 

low value in the initial phase represented a certain way to fail at school. The formative experiment 

had as a result the following important phenomena – the improvement of the young pupils’ socio-

emotional key performance indicators. The enhancing of socio- emotional strategies for young 

children by means of educational program, which had been elaborated and implemented through 

this research, can stand at the basis of ensuring an   improved whole functioning as school pupils. 

Considering the age factor as an essential issue in predicting the grade of readiness and consecutive 

adjustment and success at school, it can be presumed that adequately approaching the phenomena of 

lack of readiness within young children is a critical issue, which has to be met at an early stage of 

entering school. 
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3. Interventional program was to promote the socio-emotional development of young pupils 

in order to close the gap between them and their older peers. Before entering into the program all 

children from both groups-the young children who participated in the experiment procedure and 

their older peers who formed the control group had been evaluated as to their socio-emotional 

functioning. The same evaluation had been effectuated at the end of the intervention. The results 

show a clear improvement of socio-emotional functioning of the young children in comparison with 

themselves at the initial phase of the intervention program, although they did not totally close the 

gap with their peers who probably might need additional intervention and some extra time.    

4. The correlation between the factor of cognitive learning adjustment and the age factor was 

not very strong as it had been expected and as opposed to socio-emotional element. It can be 

assumed that the cognitive capacity of young children is not far away from that of their older peers, 

which strengthens the presumption that it is the socio-emotional functioning, which causes the most 

difficulty in the passage phase of the young children, who enter school unequipped to manage with 

the new challenging requirements. Furthermore, the difference between boys and girls in their 

adjustment level to school was not confirmed. There was not found a socio-economic factor to be as 

significant as it had been expected at the beginning of the research, which leaves us again with the 

most significant criteria of the socio-emotional coping capacity as meta-capacity. Which can predict 

school readiness and adequate adjustment of young pupils to school at a high level of accuracy and 

therefore it had been chosen as the key competence to be accomplished by the means of the 

interventional program. 
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GENERAL CONCLUSIONS AND RECOMMENDATIONS 

This research concerns one of the most current and complex problems of the educational 

system - fixing the pedagogical adjustment of children to educational process. For the first time this 

issue is examined in another perspective, that of identifying particularities and specificities of two 

preschool age categories: children born in the first triad of the year / children born in the last triad of 

the year. In this context, the obtained results in the investigation led us to formulate the following 

conclusions: 

1. The research demonstrated that the psycho pedagogical conditions of children’ adjustment 

to primary school acts as a coherent system comprising: internal conditions: admission to school 

age (children born in the first triad of the year / children born in the last triad of the year); social 

development (sociability, aggressiveness, leadership qualities, activism, independence, energy 

child); emotional development (emotional stability, mood, external appearance, honesty, acceptance 

of the child by the teacher); development of learning skills (perseverance, concentration, perception, 

ambition, interest, self-confidence of the child) and external conditions: parent education level (low, 

medium, higher); child’s support by family (emotional and social dimensions of development, 

providing support and encourage the child to meet school requirements); family and school climate 

(psycho-emotional and moral atmosphere in which the child is within the family and school); 

teacher’s competence (ability to communicate and relation with child and family). 

2. It has been determined that the age of child greatly influences children's readiness to 

learn. Our results have shown significant differences between the age groups studied on their socio-

emotional development. Children born in the first triad of the year show a significantly higher 

degree of socio-emotional development than children born in the last triad of the year. 

3. The research results have confirmed the presence of gender differences as both at the class 

level and age group: at class, the boys show a higher degree of emotional development and learning 

skills than girls; at level of age group: within groups of small children, boys are more developed 

than girls emotionally and of learning skills; within groups of older children, boys are better than 

girls developed at all investigated components. 

4. It has been demonstrated that the level of parents’ education affects children's school 

adjustment. As higher the education level of parents is, so the degree of emotional development of 

children is higher. However, there are no significant differences between the education level of 

parents, social development and learning abilities of children. Parents with a high level of education 

consider the emotional development of the child as decisive phase for schooling, granting them 

special attention, while cognitive and social problems are left for the subsequent phase. 
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5. The results show that educational formative activities approach guidance, explanation, 

and concretization, used in the formative interventions should be geared towards assisting and 

advising parents, given the fact that only a joint pact between staff kindergarten / school and parents 

can ensure successful and harmonious development of a child. 

6. It was established that for promotion of positive experiences, in order to overcome 

successfully the difficulties of the transition period, is increased the role of assistance programs for 

children (formation of socio-emotional skills of children focused on facilitating of communication, 

confidence building, encouraging an effective networking with colleagues, simulation of life 

situations). The importance of teachers, parents and educational institution in this period is crucial; 

a decisive role has the achieving of partnership among key players, support and supervision of 

children during the first classes of primary school, friendly support of relations between children, 

granted, in case of necessity, an additional year of kindergarten.  

7. There was demonstrated the value of research, whose solved scientific issue is to establish 

an effective psycho pedagogical conditions of kindergarten children’ adjustment to primary school, 

having as a result the optimizing of transition, and its application in the educational system of Israel. 

The research results allow us to offer a set of recommendations: 

Recommendations for teachers: 

• To stimulate the integration of small children in the classroom; 

• To create a family atmosphere, to support interpersonal relationships in the classroom, 

to be responsive to the needs of the child;  

• To organize activities of assistance that allow the child to gradually adapt to the 

learning process; 

• To create an environment of safety and mutual trust between child and school; 

• To sustain a close contact with the child's parents. 

Recommendations for educators: 

• To provide a central role to socio-emotional aspects of small child, focused on behavior 

and routine classroom activities; 

• To make sustained efforts to maintain close contact with the school; 

• To create an appropriate atmosphere that of the school, which would lead to subsequent 

adjustment of the child to the educational process; 

• To pay special attention to educational continuity kindergarten / school and creating a 

transition program in benefits to the child. 

Recommendations for parents: 

• To systematically inform about the age peculiarities of children; 
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• To draw attention to the child's needs during the period of transition; 

• To support the development of child’s emotional and social dimensions; 

• To provide support and encourage each step of the child in order to cope with the 

demands of the teacher / school; 

• To cooperate with teachers and be available for the child, especially in the first days of 

school; 

• To participate actively in school life.  
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APPENDIX 

Appendix  1. 

A scale for assessing children's adjustment in kindergarten and at school according to the report of 

the kindergarten teachers. Smilansky & Shfatia (2002) Szold Institute 

Dear teacher, we thank you in advance for your cooperation. The following scale is intended for a 

research in psycho-pedagogy. All data and information will be used only for the sake of the 

research and no other use will be done with them. 

 There is no need to write the name of the child or any other identifying detail about him. 

You can use a fake name or a number. 

 The research is a field research, which examines the correlation between children's 

adjustment to school in the emotional, social and academic fields, and the age of the child. 

 The questionnaire is intended for kindergarten teachers, assuming that one can predict the 

achievements of pupils in first grade prior to their introduction to school based on the teachers' 

assessment together with the age of the children. 

 The criterion for choosing the children is their age. Older children, who were born in the 

first third of the year (January, February and March) and younger children, who were born in the 

last third of the year (October, November and December). 

 There are five statements in each category. Please choose the most suitable statement for the 

child you describe. 

 You can add more rows if you have more children who meet the criterion of age. 

  You can draw great benefit from this assessment, get to know the children in your class and 

create a picture about their status in your class. 

 For more help, please address:     

 Date of assessment: ___________ 

We thank you for your cooperation and wish you and all the children success in the future. Thank 

you! 

A 1. Children's Adjustment in Kindergarten 

Emotional Adjustment 

a. Discipline 

1.  Always disturbs and resists routine and a constant order. 

2.  Usually disturbs and shows anger when he is criticized for it. 

3. Generally disciplined and stops if I tell him to do so several times.  

4. Disciplined with no special urging. 
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5.  Always disciplined and there is never a need to punish him (self-discipline). 

b. External appearance 

1.  His appearance is always neglected and dirty. 

2.  Usually seen neglected but not dirty. 

3.  Sometimes neglected and sometimes neat. 

4.  His appearance is often neat. 

5.  Always neat and tidy. 

c. Honesty 

1.  Lies and cheats very often. 

2.  Lies, but admits the truth if commented about it. 

3.  Lies only to avoid punishment or shame. 

4.  Lies very seldom and only in situations when he cannot find another solution. 

5. Tells the truth even if he might lose from doing so. 

d. Mental Balance 

1.  Very small things take him out of his balance. 

2.  In most cases gets hurt easily even if there is not objective reason for it. 

3.  Gets hurt only when there is an objective basis for it. 

4.  In most cases succeeds to control his moods, and his balance returns quite soon to it normal 

state. 

5.  Always accepts success or failure in a nice way. 

e. Mood  

1.  Usually sad and depressed. 

2.  Often sad. 

3.  Generally not happy but not too sad. 

4.  Usually happy. 

5.  Always happy. 

f. Accepted by the teacher 

1.  Every teacher is happy to get rid of such a child. 

2.  Often makes the teacher want to get rid of him. 

3.  The teacher is usually happy to have such a child in class. 

4.  In most cases the teacher is very happy to have such a child in class. 

5.  The teacher is always very happy to have such a child around him. 
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Social Adjustment 

a. Aggressiveness 

1.  Always looks for a brawl and conflicts. 

2.  Uses to look for a brawl and conflicts. 

3.  Sometimes uses aggression. 

4.  Behaves aggressively only when it is necessary. 

5.  Gets away from any brawl or conflict. 

b. Social Ability 

1.  Usually isolated. 

2.  Has difficulty establishing social connections. 

3.  Establishes social connections but does not keep them. 

4.  Establishes social connections and usually keeps them. 

5.  Establishes social connections and keeps them. 

c. Leadership 

1.  Stands aside, observe, and do not participate.  

2.  Goes after others. Never initiates activities. 

3.  Very seldom leads and initiates activities by him. 

4.  Accepted as a leader only in special cases or in certain fields. 

5.  One of the outstanding kids and the leader. 

d. Energy and Activity 

1.  Indifferent to what goes on around him. 

2.  It is difficult to awake him to action.   

3.  Active in special cases or in certain fields.  

4.  Active and attentive. 

5.  Always attentive, active, enthusiastic and full of energy. 

e. Independence 

1.  Totally dependent on parents and other adults. 

2.  Mostly dependent, does not dare to act on his own. 

3.  Sometimes acts on his own and sometimes dependent. 

4.  Usually acts on his own. 

5.  Always independent, decides and acts by him.  

f. Scapegoat 

1.  Always and in most fields is the scapegoat of children. 
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2.  Usually and in many fields, is the scapegoat of children. 

3.  Sometimes and only in a specific field, is the scapegoat of children. 

4.  Very seldom, and only in special cases is the scapegoat of children. 

5.  Never is a scapegoat for children. 

 

Adjustment to Learning Assignments 

a. Perception 

1.  Very slow thinking. 

2.  His perception is slow, not always perceives and understands, even after repeated explanations. 

3.  Quite fast in thinking, perceives and understands things quite fast. 

4.  Fast in thinking and logical. 

5.  Perceives and understands things fast. 

b. Interested 

1.  It is almost impossible to get him interested in anything. 

2.  It is difficult to get him interested. 

3.  Interested in what goes on around him. 

4.  Interested in almost anything. 

5.  Interested in anything in an extra ordinary way. 

c. Concentration 

1.  Incapable of concentrating even in one activity for a short time.  

2.  Concentrates just for a short period. 

3.  Concentrates quite well in the things he does. 

4.  Concentrates for a long period. 

5.  Concentrated in an extra ordinary way in everything he does. 

d. Ambition 

1.  Not enthusiastic about success and does not do anything to ensure success. 

2.  Does not do anything to get success, but interested in it. 

3.  Usually tries to succeed. 

4.  Enthusiastic about success. 

5.  Does everything to succeed. 

e. Perseverance 

1.  Doesn't know to persevere in anything. 

2.  Very often does not persevere and doesn't finish what he has begun. 
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3.  Finished most of the things he has started. 

4.  In most cases perseveres and finishes one thing before starting another. 

5.  Never let’s go of one thing, unless he finished it. 

f. Self-Confidence 

1.  He is not confident, shy and silent and gives up easily. 

2.  Usually bothered by fear of failure. 

3.  Needs encouragement in order to cope with assignments. 

4.  Accepts certain assignments with confidence that he would succeed. 

5.  Copes confidently with every assignment with a real assessment of his ability to succeed in it.  

 

A1. 2 Personal details (please write the grade) 

Adjustment 

to learning 

assignments 

grade 

Social 

adjustment  

 

grade 

Emotional 

adjustment  

 

grade 

Parents 

participation 

low/medium/high 

Parents 

Education 

Gender  

 

M / F 

Birth 

Date 

Child 

       young 

       1. 

       2. 

       3. 

       4. 

       5. 

       6. 

       older 

Adjustment 

to learning 

assignments 

grade 

Social 

adjustment  

 

grade 

Emotional 

adjustment  

 

grade 

Parents 

participation 

low/medium/high 

Parents 

Education 

Gender  

 

M / F 

Birth 

Date 

Child 

       1. 

       2. 

       3. 

       4. 

       5. 

       6. 

 

General Assessment for your information 

High adjustment (grades 23-30) medium (13-22) low (6-12) 

 

A1.3 Recommendation and personal opinion 

Recommendation and personal opinion of the kindergarten teacher 

- What is the suitable educational frame for the child in the next study year: 

1. Go to first grade 

2. Go to first grade with recommendation to integration hours 

3. Stay additional year in pre-school class. 

 



131 

 

Appendix  2. 
 

Parents interview 
 

The psycho-pedagogic conditions children’ adjustment to elementary school 

Dear parents, 

In this research, we check the connection between age and the readiness and maturity by the time of 

entering elementary school. This focus was chosen because in class there are children in different 

ages by the year scale. 

"Class is not one basket" 

This research compares the level of maturity and readiness between the younger children in class 

who was born by the end of the year and the older children who was born by the beginning of the 

year. This is how we check the significance of age during the entrance to elementary school. 

The interview is built of two parts: 

A) Open: including open questions 

B) Structured part in which you have to grade between 1 to 5 by the Lekert scale were one - is 

the lowest level and five is the higher level. 

 

Thank you for your cooperation 

 

Parents' interview  

 
 

Name of child _________________         Date of birth _______________ 

Gender: Male  Female 

Parents' education:     Elementary High school         Academic        other 

No. of children with who you experience the same _____ 

(The experience of starting school at a young age) 

Date of filling the questionnaire _________ 

Part A (open) 

Tell about the experience of starting school at a young age 

________________________________________________________________________________

________________________________________________________________________________ 

How important is age as a component in maturity to formal learning, in your opinion?   

________________________________________________________________________________

________________________________________________________________________________ 
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In your opinion, how much an additional year in kindergarten is the solution to immaturity? 

________________________________________________________________________________

________________________________________________________________________________

What would you recommend other parents who have a child in pre-school kindergarten that was 

born at the end of the year? 

________________________________________________________________________________

________________________________________________________________________________ 

Please write anything you wanted to say and did not asked about 

________________________________________________________________________________

________________________________________________________________________________ 

Footnotes: 

________________________________________________________________________________

________________________________________________________________________________ 

 

 

Part B (structured)  

1 the lowest level  5 the higher level 

Cognitive function 

1. The success level by grades …………………………………... 1 2 3 4 5 

2. Persistence in learning tasks ……………………………….…. 1 2 3 4 5 

3. Independence level in making home tasks …………….…….... 1 2 3 4 5  

4. Speed level in making learning tasks …………………………. 1 2 3 4 5 

5. Level of attention and concentration ………………………….. 1 2 3 4 5 

6. Expresses a will to the importance of play more than learning …1 2 3 4 5 

7. Motor function, quality of copy, writing ………………………. 1 2 3 4 5 

Motivation and persistence 

8. Motivation to performing learning tasks ………………………. 1 2 3 4 5 

9. Motivation to go to school ……………………..………………. 1 2 3 4 5 

10. Satisfaction of school ……………………………………..……. 1 2 3 4 5  

11. Love school ……………………………………………….……. 1 2 3 4 5 

Behavioral function and ability 

12. Ability to keep behavior rules …………………………………. 1 2 3 4 5 

13. Ability to delay gratification …………………………//………. 1 2 3 4 5 
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14. Ability to Face difficulties ………………..……………………. 1 2 3 4 5 

Emotional function 

15. Level of self  confidence ………………..…………………..…. 1 2 3 4 5 

16. Tends to be shy ………………..………………………………. 1 2 3 4 5 

17. Feels an equal in class ……….…………..……………………. 1 2 3 4 5 

18. Express the need to constant reinforcement ………..…………. 1 2 3 4 5 

Social function 

19. Tends to be among people all the time ………..………………. 1 2 3 4 5 

20. Develops normal relationship with adults …………….………. 1 2 3 4 5  

21. Develops and initiate friendship with children his age …………1 2 3 4 5 

22. Prefer being with other than by himself  …………….…..……. 1 2 3 4 5 

23. Largely depends on adults …………………………….………. 1 2 3 4 5 

 

Thank you for your help 
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