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Abstract

PISA scores as well as the OECD reports concerning Greece have influenced the
Greek educational policy measures that have been initiated with respect to the entire spectrum
of the educational levels, including the pre-primary education. The curriculum outlines the
directions for programmes regarding planning and development of activities in the context of
a variety of academic subjects. Bearing this in mind, a number of educators and academics
are fretting about the schoolification of the early childhood curriculum and of the pre-primary
school. Schoolification is named the phenomenon of pushing down primary school academic
activities into pre-primary programs as pre-primary school is perceived as a preparatory stage
for children’s success in primary school. There have been criticisms that the curriculum is
leading to the schoolification of the pre-primary school and is over-focusing on academic
objectives (performance-based) rather than the intrinsic value of children’s capabilities

(capabilities-based).

However, evidence suggests that the “official curriculum may be only loosely
connected to what teachers teach in the classroom” (Cohen et al. 1990, cited in: Lee
Stevenson & Baker, 1991). Insofar, there has been scarce (if not at all) studies regarding the
aspects of curriculum which are endorsed and implemented by teachers. This is due to the
conscious exclusion of pre-primary teachers from the planning and designing process of the
curriculum and to the lack of assessment regarding teachers’ practices. Teachers’ beliefs,
thoughts and decisions on educational matters constitute the most significant part of teaching
process. A teacher’s belief usually reflects the actual nature of the instruction the teacher
provides to students (Kagan, 1992). In order to have a clearer view on whether schoolification
is really occurring in Greek pre-primary school, the lack of research in the area of pre-primary
teachers’ beliefs and practices as well as in pre-primary school assessment led the researcher
to conduct an empirical study. The basic human capabilities (Nussbaum, 2011) of thought,
play, affiliation, senses, imagination and emotions were measured accordingly with scales
formulated from capabilities-based beliefs and practices versus performance-based beliefs and

practices.

The following research questions were investigated:
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e Are teachers’ beliefs predicted by the antecedent factors (e.g. years of
experience, administrative control, self-efficacy, and decision-latitude)?
e Do teachers’ beliefs predict teachers’ practices?
e Do Greek pre-primary teachers favour performance-based or capabilities-based

beliefs?

The data from the empirical quantitative study with 341 Greek pre-school teachers as
participants—recruited from 3 training programs of novice teachers (PEKs) and 5 retraining
programs of well-experienced teachers (Didaskaleia) purposively selected based on their
regional diversity—were used in order to test the conceptual model by employing structural

equation modelling (SEM).

The analysis of the results brought forward that years of experience negatively affects
performance-based beliefs, implying that the more experienced teachers get, the more their
performance-based beliefs decrease. On the contrary, administrative control and decision
latitude positively affect teachers’ performance-based beliefs and therefore the higher they
are, the more teachers tend to endorse performance-based beliefs. Self-efficacy influences
positively both capabilities-based and performance-based beliefs, implying that although it is
a significant factor in the formation of teachers’ beliefs, it does not impact differentially on

the formation of capabilities-based or performance-based belief.

Moreover, it was deduced that teachers’ beliefs predict teachers’ practices.
Specifically, the two sorts of beliefs significantly predicted the respective practices.
Additionally, capabilities-based beliefs negatively predicted performance-based practices.
This, results in the conclusion that teachers do practice what they preach but also that the
more teachers believe in a capabilities-based orientation of pre-primary pedagogy, the less

they are likely to practice performance-based activities.

Lastly, it was discovered that teachers tend to favour more capabilities-based beliefs;
an encouraging finding which demonstrates that teachers are resisting the schoolification
tendency favoured by the curriculum and they endorse pedagogy that focuses on the

enhancement of children’s capabilities. Implications of these findings are discussed.
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ITHACA

When you set out on your journey to Ithaca,
pray that the road is long,

full of adventure, full of knowledge.

The Lestrygonians and the Cyclops,

the angry Poseidon - do not fear them:

You will never find such as these on your path,
if your thoughts remain lofty, if a fine
emotion touches your spirit and your body.
The Lestrygonians and the Cyclops,

the fierce Poseidon you will never encounter,
if you do not carry them within your soul,

if your soul does not set them up before you.

Pray that the road is long.

That the summer mornings are many, when,
with such pleasure, with such joy

you will enter ports seen for the first time;
stop at Phoenician markets,

and purchase fine merchandise,
mother-of-pearl and coral, amber and ebony,
and sensual perfumes of all kinds,

as many sensual perfumes as you can;

visit many Egyptian cities,

to learn and learn from scholars.

Always keep Ithaca in your mind.

To arrive there is your ultimate goal.

But do not hurry the voyage at all.

It is better to let it last for many years;

and to anchor at the island when you are old,
rich with all you have gained on the way,

not expecting that Ithaca will offer you riches.

Ithaca has given you the beautiful voyage.
Without her you would have never set out on the road.
She has nothing more to give you.

And if you find her poor, Ithaca has not deceived you.
Wise as you have become, with so much experience,
you must already have understood what Ithacas mean.

Konstantinos Kavafis

vii
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ALL | REALLY NEED TO KNOW I LEARNED IN KINDERGARTEN
(a guide for Global Leadership)

All I really need to know about how to live and what to do and how to be I learned in kindergarten. Wisdom was
not at the top of the graduate school mountain, but there in the sand pile at school.

These are the things | learned:

Share everything.

Play fair.

Don't hit people.

Put things back where you found them.

Clean up your own mess.

Don't take things that aren't yours.

Say you're sorry when you hurt somebody.

Wash your hands before you eat.

Blush.

Warm cookies and cold milk are good for you.

Live a balanced life - learn some and think some and draw and paint and sing and dance and play and

work every day some.

Take a nap every afternoon.

o When you go out in the world, watch out for traffic, hold hands and stick together.

o Be aware of wonder. Remember the little seed in the Styrofoam cup: the roots go down and the plant
goes up and nobody really knows how or why, but we are all like that.

e Goldfish and hamsters and white mice and even the little seed in the Styrofoam cup - they all die. So do
we.

e And then remember the Dick-and-Jane books and the first word you learned - the biggest word of all -

LOOK.

Everything you need to know is in there somewhere. The Golden Rule and love and basic sanitation. Ecology
and politics and equality and sane living.

Take any one of those items and extrapolate it into sophisticated adult terms and apply it to your family life or
your work or government or your world and it holds true and clear and firm. Think what a better world it would
be if we all - the whole world - had cookies and milk at about 3 o'clock in the afternoon and then lay down with
our blankies for a nap; Or if all governments had as a basic policy to always put things back where they found
them and to clean up their own mess.

And it is still true, no matter how old you are, when you go out in the world, it is best to hold hands and stick
together.

[Source: "ALL | REALLY NEED TO KNOW | LEARNED IN KINDERGARTEN" by Robert Fulghum.
http://www.robertfulghum.com/]
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CHAPTER 1
INTRODUCTION

The school must be a spearhead into the future classless society.
(Olof Palme, 1968)

This chapter aims to sketch the structural context in which this study is taking
place. After presenting the research rationale, background information on the Greek
educational system, the early childhood services and the qualifications of the study’s
participants are drawn. The outline of the study as well as the vocabulary used in the

theoretical and the empirical part of the study is introduced.

1.1. Research Rationale

Over the last decades, a significant number of facts have focused the interest of
scientists, policymakers, politicians, and economists on early childhood education and
care. As a result, it has shifted from backstage to the centre of social policies.
Nowadays, early childhood education and care is regarded as a way not only to
reconcile work and family life but also to promote the socio-economic integration of
vulnerable groups in society. A short look at the results of well-known intervention
studies with cost-benefit analyses such as the “Chicago Child—Parent Centres”
(Reynolds, 1997), “High Scope Perry Preschool Program” (Schweinhart & Weikart,
1997), or “Carolina Abecedarian Projects” (Campbell et al, 2002) leave no doubt
regarding the long-term effects of preschool programs on children’s cognitive and social
development — especially for those living in poverty or at risk. The rationale for public
investment in such programmes is the expectation of a demonstrable and calculable

return, a quasi-contract in which preschools receive funding in return for delivering
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certain outcomes (Dahlberg & Moss, 2005). Influential international organizations such
as UNESCO and the World Bank were also involved in these discussions.
Consequently, early childhood education and care programmes appear to have grown
more academically demanding over the last 20 years. Early childhood education and
care has come to be viewed as a bridge between home and school, as a preparation for
academic learning, as a remediation for the effects of poverty, as a way of socialising

children, as well as an academic training in itself.

On the EU level, the OECD reports have had a significant impact on policy
measures for early childhood education and care. At the Barcelona summit in 2002,
Member States adopted targets to provide childcare to at least 90% of children aged
between 3 years and mandatory school age and to at least 33% of children under the age
of 3 years by 2010. The importance of ensuring suitable childcare provision as an
essential step towards achieving equal opportunities in employment between women
and men is recognized explicitly in the European Employment Strategy. In 2006, the
issue of high-quality education became one of the predominant strategic objectives in
the broader socio-political environment of the European Union. “Pre-primary education
has the highest returns in terms of the social adaptation of children. Member states
should invest more in pre-primary education as an effective means to establish the basis
for further learning, preventing school drop-out, increasing equity of outcomes and

overall skill levels” (Education, Audiovisual and Culture Executive Agency, 2009).

This sequence of facts could not fail to impact on Greek early childhood
education. Multiple changes in the horizon of early childhood education and care have
been occurring over the last decade such as curriculum reform, the expansion of
working hours (all-day kindergarten), and the establishment of pre-school education as
obligatory for one year from the ages of 5-6 years. It is interesting to note that these
radical changes were introduced without including the early childhood teachers in the
design and planning procedure. A number of these changes have been criticized. For
example, there have been criticisms that the curriculum is leading to the schoolification
of pre-primary school and is over-focusing on academic objectives (performance-based)
(Chrysafidis, 2006; Doliopoulou, 2002, 2003) rather than the intrinsic value of
children’s capabilities (capabilities-based). Schoolification is the name given to the

phenomenon of pushing down primary school academic activities into pre-primary
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programs and perceiving pre-primary school as a preparatory stage for children’s
success in primary school. Indeed, the trend to schoolify pre-primary education is stated
clearly. The upgrading of pre-primary education as well as the full preparation of
children for primary school has been a government law (l. 2525) since 1997. Aspects
such as play-oriented experiences, social recognition, and socio-emotional growth seem

to be of less importance.

However, evidence suggests that the official curriculum may be only loosely
connected to what teachers teach in the classroom (Cohen et al., 1990, cited in Lee
Stevenson & Baker, 1991). According to Dahlberg and Moss (2005), although
regulatory frameworks — such as standards, curricula, or guidelines — provide external
norms that may be reinforced through processes of inspection, practitioners also create
their own internal norms, and these are indeed more important in determining their
conduct. The lack of research designed to obtain a clear view of what is implemented in
practice in the area of kindergarten teachers’ beliefs and practices as well as in pre-
primary school assessment is what has led the researcher to examine and illuminate

unknown aspects of this field of knowledge.

Policymakers increasingly recognize that schools can be no better than the
teachers and administrators who work in them (Guskey, 2002). Teachers’ beliefs,
thoughts, and decisions on educational matters make up a highly significant part of the
teaching process. A teacher’s beliefs usually reflect the actual nature of the instruction

the teacher provides to students (Kagan, 1992).

Over the past 20 years, researchers have shown increased interest in studying
teachers’ beliefs and how these beliefs relate to teaching and learning practices (Fang,
1996; Kagan, 1992; Pajares, 1992) According to Fullan (1989), mastering practices and
beliefs is the key to success. If effective use is not achieved, especially with respect to

the practices and beliefs of front-line implementers, outcomes will not be achieved.

Although there has been worldwide research on early childhood teachers’
beliefs, it is mainly linked to examining the NAEYC (National Association for the
Education of Young Children) (1991) guidelines regarding what are considered to be
developmentally appropriate practices (DAP) and developmentally inappropriate
practices (DIP) (Bredekamp & Copple, 1997). Up to now, there is a paucity of empirical
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research in Greece in the area of pre-primary teachers’ beliefs. Furthermore, the issue of
which aspects of the curriculum are adopted and implemented by teachers has not been

addressed.

This study uses the concept of the Capability Approach (CA), pioneered by the
economist and philosopher Amartya Sen and further developed by the philosopher
Martha Nussbaum as an alternative lens through which to regard early childhood
curricula. The CA is a broad normative framework for the evaluation of individual well-
being and social arrangements, the design of policies, and proposals about social change
in society (Robeyns, 2003). The term capability represents the alternative combinations
of things a person is able to do or be — the various “functionings” a person can achieve.
The term “functionings” reflects the various beings and doings a person enjoys (what
children are effectively able to do and to be). Therefore, capabilities are children’s

potential functionings.

As far as the discussion concerns children, the possibility of converting capabilities into
functionings depends mostly on parents’, guardians’, and teachers’ decisions, because
they are the ones who assist children in acquiring, enriching, and expanding further

capabilities.

1.2. Background

1.2.1. Educational system

In order to understand the dynamics of the development of early childhood
education and specifically pre-primary school in Greece, it is important to be familiar
with the essential information provided in this section. This research does not aim to
describe the Greek education system. However, a brief overview of both the
administrative organisation and the structure of this system is necessary before the

debate on early childhood education can continue.
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Greece’s educational system is highly centralized and its administrative
organization can be distinguished into four levels: national, regional, prefectural, and
the single school unit. Education is divided into three levels of study: primary,
secondary, and tertiary. Mandatory schooling lasts 10 years and consists of 1 year in
pre-primary school (nipiagogeio), 6 years in primary school (dimotiko), and 3 years in
lower secondary school (gymnasio). Primary education is composed of pre-primary
schools (nipiagogeia) and primary schools (dimotika scholeia). Pre-primary school may
optionally enrol children who reach the age of 4 on December 31st of the year of
registering. Nevertheless, attendance of pre-primary school is mandatory for all children
who reach the age of 5 on December 31st of the year of registering. Attendance of
primary school (dimotiko scholeio) is also mandatory. Children who reach the age of 6
on December 31st of the year of registering have to enrol in primary school and attend
for 6 years. Secondary education is composed of lower secondary schools (Gymnasia),
unified upper secondary schools (Eniaia Lykeia), and technical vocational schools
(Technika Epaggelmatika Ekpaideftiria). Primary school graduates enter 3 years of
lower secondary school (gymnasio) up to the age of 15, before deciding to continue in
either an upper secondary school (eniaio lykeio) or a technical vocational school (TEE).
Tertiary education consists of universities (AEI) and technological educational institutes
(TEI). Education in Greece is provided free of charge in public schools. The concept of
free education includes the free supply of textbooks, state provision of financial aid to
schools for their operation, and scholarships for high-performing young students. Figure
1.1 illustrates the education system structure as presented by Karras (2010).

Due to this study’s focus on the first stage of primary education, namely, pre-
primary education for which the Ministry of Education and Religious Affairs, Culture
and Sports is responsible, the information provided on the Greek educational system is

limited. Further information can be found in Eurydice/Eurybase (2010).
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Figure 1.1. Structure of the Greek educational system
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Taken from Karras (2010).

1.2.2. Early Childhood Services

Early childhood education and care is an art that is practiced in nursery schools,
elementary schools, day-care centres, homes, and other institutions. Its practitioners are
known as early childhood educators, preschool/pre-primary teachers, and day-care
workers. As a field, its purpose is children’s education, care, and the nurturing of
development. Apart from their critical contribution to cognitive stimulation,
socialization, child development, and early education, they are an essential service for

employed parents (Kamerman, 2006).

The centre-based early childhood services in Europe date back to the end of the
19th century and are the twofold outcome of: (a) preschool institutions, pioneered by

the French and Belgians and known as /’école maternelle, initially providing part-time
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education for children aged 3 to school age and (b) nursery institutions of the welfare
sector to be found in Germany and Scandinavia. The former were created by the
middle-classes to prepare young children for primary schooling, whereas the latter
emerged as charitable activities or as health or welfare centres for the children of
working parents or families at risk (Bennett & Kagan, 2010). The distinct historical
roots of these institutions, although blurred over time, are still preserved. The diverse
standpoints on children’s childhood can be traced in their programme goals, contents,
and approaches.

Although, today “childcare” and “early education” are regarded as being for all
families, and nurseries increasingly emphasize developmental or educational aims
(UNESCO, 2004), they differ in their types of service, workforce, access criteria,
funding, and regulation (including curriculum). UNESCO (2004) highlights:

The dual origins have left a legacy in many countries: divided systems of
early childhood services, with differences in administration, access, cost to parents,
funding, regulation — and in the structure and education of the workforce. Typically
one system has “childcare” or “nursery workers”, the other “teachers”. Typically, too,
the latter have higher levels of basic education, better pay and other employment

conditions and greater social status.

However, subsequent developments were slow, with some expansion occurring
during World War Il and some following that. Kamerman (2006) argues that except for
the eastern European socialist countries, in which extensive developments occurred
right after World War II, and in France, with the integration of preschool into the
education system in 1886 and the expansion of the ecole maternelle in the 1950s, the
most significant developments date from the 1960s: the end of colonialism, the
establishment of independent states in Africa, the dramatic increase in female labour
force participation rates, the extensive developments in child and family policies in
Europe and the United States, and the debate between care versus development as the
critical issue in the ECEC field.



Chapter 1 | 8
Introduction

Several countries such as the UK follow a divided approach in ECEC by
providing public education in nursery schools and market-provision services. This

approach retains its class-related characteristics.

Greece clearly adopted a bifurcated approach to early childhood reception
structures because there is an administrative division with two forms of publicly funded
childcare facilities for pre-school children: one within the framework of the education
system which falls under the Ministry of Education and Religious Affairs, Culture and
Sports (from now on referred to as the Ministry of Education); and the other within the
framework of the social welfare system under the supervision of municipalities, which

fall under the Ministry of Interior.

Sims-Schouten (2000) explains that there are three types of childcare centres within the
Greek welfare system, namely, infants’ centres (for babies from 1-30 months),
children’s centres (for children from 2.5-6 years) and infant-toddler centres (for
children from 40 days—6 years). In contrast, within the education system, pre-primary
schooling is provided for children from 3.5 years to compulsory school age, which is 6

years.

Greece’s early childhood education and care sector is underfunded and
underdeveloped despite the proven benefits to the child, economy and society. Access
to early childhood education and care is constrained by the low number of opening
hours and limited number of services. Subsidised provision is offered only on a part-
time basis (European Commission, 2009). The public childcare centres and pre-primary
school supply is unable to meet demand and serves only a proportion of those who
would like to use such facilities. The rest are obliged to turn to private sector providers.
Private pre-primary schools also come under the responsibility of the Ministry of
Education, which regulates staffing, building requirements, and staff—child ratios. The
number of public pre-primary schools far outweighs the number of private, because
according to the Hellenic Statistic Authority for the school year 2011/2012, only 474
out of a total of 5,921 pre-primary schools were private. The lack of places in public
care has a social impact on specific families contributing to their vulnerability and
creating greater inequalities. Although eligibility criteria such as the socio-economic

situation of the family (poor) or the type of family (single parent family) are supposed
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to be taken into account and priority should be given to those with a low income, better-
off families know how to “play the system” and ensure a place for their child. It should
be noted that private sector providers can be of two sorts, namely, private non-
subsidized childcare and childcare offered by relatives and/or friends. The role of the
private for-profit sector in the provision of certain social services such as childcare has
increased greatly in Greece over the last decade. It appears that parents who can afford
to pay prefer private to public childcare for reasons of quality. However, due to the
financial crisis and economic recession, a shift towards publicly funded childcare
facilities and a decline in the parents’ willingness to pay for a place in a private
institution can be observed. The lack of national official records on the demand and
availability of childcare facilities is indicative of the marginal role early childhood
education and care plays in Greek politics, making it hard to estimate the level on which
ECCE needs to catch up in order to meet the needs of society.

Resources devoted to education are modest. Participation in early childhood
education and care is particularly low, influencing education outcomes in later years, the
child care sector is poorly regulated and under-developed, and the separate
administration of pre-school and childcare has led to inefficiencies.
(Koutsogeorgopoulou, 2009) Notably, trying to get a childcare place for a child under
the age of 3 years is like running a marathon. Koutsogeorgopoulou (2009) highlights
that only 7% of 3- and under 3-year-old children were enrolled in childcare in 2003
compared to an average of 22% in the OECD area. These children are usually cared for
by grandparents; or, in some cases, parents employ immigrant women as nannies who
are often working illegally in Greece. The existence of the black economy makes it hard

to gain an overview of childcare arrangements organised by families.

Certainly, the Greek situation needs to be regarded through the lens of the
prevalent family model. Carlos and Maratou-Alipranti (2000) argue that Greece, being a
Southern European country, has a traditional family model dominated by marriage —
usually the married two-parent family — and child-rearing values. As they
characteristically note, the incidence of divorce, cohabitation, and births out of wedlock
is low, and fertility rates are also low. Further, although the nuclear family is the usual
household form, the family unit is part of a larger, close network of kin relationships.

Relatives in Greece constitute a support network providing economic and social
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functions for the family. Traditionally, grandparents and other extended family
members contribute to the care of the children in their family network (Oberheumer,
Schreyer, & Neuman, 2010). Solidarity between the generations continues to fulfil
valuable economic and social support functions, and to provide family members with a
pool of resources in areas such as health care, nursing, employment opportunities, and
care of children and the elderly (Carlos & Maratou-Alipranti, 2000). Furthermore, the
role of the woman within the family but also within the labour force should be taken
into account. Oberhuemer, Schreyer, and Neuman (2010) explain that despite a
significant increase in recent years, the female employment rate in Greece is fairly low
by EU standards, because less than one-half of the female population (48.7%) was
officially employed outside the home in 2008, compared with an EU average of 59.1

per cent.

1.2.3. Pre-primary school (nipiagogeio)

Following the trend in other European countries, pre-school education was
established by law in Greece at the end of the 19th century. The organization, duration,
and content of the training of pre-primary teachers, was last defined by law in 1985,
along with the structure and, generally, the operation of primary and especially pre-
primary education; the legal regulations on the structure and operation of the latter are

still in force today with additional detailed regulations on more specific subjects.

Pre-primary school is, after the family, the first level of education in which
children are confronted with arrangement issues, procedures, practices, and activities
associated with the implementation and operation of school rules in the educational
process. Pre-primary school is part of the Greek educational system within the
framework of primary education. Its purpose according to Law 1566/85 is “to help the
infants to develop physically, emotionally, mentally, and socially within the framework
of the broader purpose of primary and secondary education”. The objective of the
Nipiagogeio is to give an equal opportunity to all young children to develop physically,

emotionally, mentally and socially within the framework defined by the broader
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objectives of Primary and Secondary education. Specifically, Nipiagogeio helps young

children to:

- develop their senses and organize their motor and cognitive abilities

- enrich and enable each child to make sense of the experiences deriving
from their physical and social environment

- acquire the ability to distinguish the relationships and interactions existing
init

- develop the ability to understand and express themselves through symbols
generally and especially in the fields of language, mathematics, and the arts

- create interpersonal relations that will assist their gradual and harmonious
integration into the life of the community

- develop initiatives freely and easily within the framework of the organized
environment and to become accustomed to the give-and-take relationship

between the individual and the group.

Pre-primary school is free of charge based on Article 16 of the Greek
Constitution, according to which free education is a fundamental right for all Greeks.
However, according to Doliopoulou (2006), it is well known that significant burdens —
regarding mainly operational costs — are often laid on the parents unofficially. Since
2006, pre-primary school has become compulsory for one year. Children can begin this
stage of their education at the age of 4 years and stay until they are old enough to attend
the first stage of primary school. There are two types of pre-primary schools - half-day
pre-primary schools with hours from 8.30 a.m. to 12.15 p.m. and all-day pre-primary
(Oloimero Nipiagogeio) operating from 7.45 till 16.00. Generally speaking, the morning
pre-primary schools employ one teacher, who could be male or female. This teacher
will have between 7 and 30 children aged 4-5.5 years. The children are together in the
same class but the pace and degree of difficulty of activities is differentiated according
to each child's ability. All-day pre-primary schools employ two teachers and can expect
to have 31-60 children. The school year for Nipiagogeio begins on September 1st and

ends on June 21st.

The pre-primary sector has undoubtedly been influenced by developments in
school education. The thrust of educational policy has been to improve the quality of

education and promote learning in the classroom. In order to monitor the standards of
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school education services provided, the Directorates of Education in each prefecture
oversee the registration, operation, and inspection of all schools including pre-primary
ones. The Government’s early reluctance to become involved more directly in pre-
primary education is reflected in a number of policy documents. There is evidence for
the emphasis given in recent years to pre-primary education in the legislative barrage on
the organization and operation of pre-primary schools and in a number of weighty
changes such as the significant increase in pre-primary school units, the upgrade of pre-
primary teachers’ training, and their grade and salary equalization with primary
teachers. Through its reports and resultant recommendations, the Ministry of Education
has made some efforts to tackle several important issues and barriers to high-quality
pre-school education. Nevertheless, pre-primary education has been and continues to be
somewhat neglected, because it receives comparatively low priority from the Ministry
of Education compared to primary, secondary, and tertiary education. The Government
is not committed to continue upgrading the training of pre-primary teachers. In the
literature, it is claimed that the equalization of salaries between preschool teachers and
teachers of older students as well as equal accreditation will contribute to improving
preschool teachers’ status and professionalization (Jalongo et al., 2004; Lindsay &
Lindsay, 1987). However, in Greece despite the apparent “universification” (Arreman &
Weiner, 2007) of educators within the educational system with regard to standards of
training and salaries, it is clear that preschool teachers face low prestige within society
but also within the educational system in comparison with primary and secondary
school teachers.

The situation could be illustrated by paraphrasing Opper (1993) and adjusting
his argumentation to fit the Greek context: Pre-school education continues, as in the
past, to be the Cinderella of the education system. As her two elder sisters, Primary and
Secondary, prepare themselves to go to the ball organised by the Ministry of Education,
she remains in the kitchen, neglected and despised, gleaning the meagre droppings that
fall from the Ministry’s table.

12
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1.2.4. Qualifications of pre-primary teachers

Pre-primary teachers in Greece are pedagogues. The pedagogue is a professional
working with the theory and practice of pedagogy. Pedagogy is a long-established
tradition in Continental Europe but virtually unknown in, for example, the English-
speaking world in which “pedagogy” is often translated, incorrectly, as “education” and
the “pedagogue” as “teacher”. The approach is relational and holistic: “The pedagogue
sets out to address the whole child, the child with body, mind, emotions, creativity,
history and social identity” (Moss & Petrie, 2002, cited in UNESCO, 2004).

Pre-primary teachers’ basic training has undergone many changes during the
past years. As a result of these changes, Zografou (cited in Doliopoulou, 2006)
identified the following categories depending on teachers’ age and educational

background:

1) older teachers who had undergone a 1-year training;

i) middle-aged (or slightly younger) 2-year training teachers;

iii)  graduates of a 4-year pre-school education course; and

iv)  the youngest teachers with the strongest academic background,
postgraduate studies, further training, and so forth.

The first two categories may cover a minor number of the teachers in pre-
primary schools because most of them — if not all — have now retired. According to
Vrinioti, Kyridis, Sivropoulou-Theodosiadou, and Chrysafidis (2012), a significant
percentage (approximately 90%) of pre-primary school staff has university training, a
standard unmatched in several highly developed countries in Europe. Greek universities
have nine departments of pre-primary education offering an eight-semester full course
of studies for a bachelor degree including practical training in pre-primary schools and
offering potential graduate pre-primary teachers high levels of educational attainment.
This degree enables prospective teachers to enter the national pedagogical examination:
If they pass this examination, they are eligible to apply for a position as a public servant
working for the Ministry of Education. Every department has its own syllabus with
compulsory and free selection courses and each syllabus department may vary
significantly from another. The department graduates are mainly women, because, as in
many Western countries, pre-primary education is in principle a gender-skewed
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profession saturated by females who are primarily interested in getting jobs as regular or
supply teachers in public pre-primary schools. The profession of a pre-primary teacher
is regarded as a means of upward socio-economic mobility and secure future

employment.

In its effort to increase and disseminate knowledge of developments in the field
of in-service education and to reform the education system, the Greek Ministry of
Education established a network of in-service teacher education centres (PEK) in 1985.
PEKSs offer a 100-teaching-hour programme in three sequential phases. These phases
are structured around three main dimensions: cognitive, practical, and reflective. The
attendance of the programme is mandatory and varies according to a teacher’s length of
service. The first phase lasts 60 hours for newly appointed teachers and 30 hours for
substitute teachers. The second and third phases are attended by newly appointed
teachers who, when entering the PEK, have less than 8 months of teaching experience in
schools and have completed the first phase of introductory training. The introductory
training programme addresses newly appointed primary and secondary school teachers
as well as those hired as substitutes. The programme addresses an adult population that
varies in terms of gender, age, basic university education, educational training and, most

importantly, in terms of teaching experience.

In particular, one large group is teachers who have just graduated from
university and whose teaching experience is limited only to placements completed
during their studies. Another group consists of teachers from either public or private
schools who have worked for a long time in other kinds of occupational field —
unrelated to ECEC — before being assigned to schools. These teachers already have
teaching experience, but are likely to have developed vocational and educational
approaches different to those required for the classroom — in some cases better, but in
others, worse. A third group is the teachers who have graduated several years ago, have
work experience in other business areas, and will now have to meet the requirements of

their new role. Hence, the training needs of participants are significantly diverse.

Another opportunity for further training is offered to pre-primary teachers in
Didaskaleia. The purpose of Didaskaleio is to retrain and qualify preschool educators.

In this context, the Didaskaleio of pre-primary educators seeks to monitor developments
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in educational science and educational technology in order to promote research, the
production and transmission of knowledge, and experiences contributing to the
educational development of the country in order to provide the necessary additional,
general and specific, knowledge and skills that ensure free and fair academic and
professional careers for teachers in pre-primary education. Under the law, a pre-primary
school teacher in either the public or private sector who has completed no less than 5
and no more than 25 years of educational service has the right to participate in the
selection process for postgraduate studies at Didaskaleio (this also includes the years as
substitute teacher in public education). The selection of teachers attending Didaskaleio
is made by the Ministry of Education via written examinations. Attendance at a
Didaskaleio is compulsory and teachers are released from their teaching duties. Those
who successfully finish the biennial cycle of retraining in Didaskaleio are given a

diploma in retraining in educational science.

However, all in-service training types have been formulated by the state; the
available education is under the control of the Ministry, and any other initiatives
directly or indirectly involving in-service training activities have not been supported by
the Ministry. Within this administrative context, teachers' unions have criticized the
state monopolization of in-service activities due to the lack of any active teacher
participation in their formulation and implementation. Moreover, both the initial and in-
service teacher education courses require a mixture of theoretical and practical training,
whereas both types of course offered by the state emphasize training in only theoretical

knowledge.
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1.3. Outline of the study

This dissertation is organized in six chapters. Its structure is as follows:

Chapter 1 introduces the research rational, background information on early
childhood education and care (ECEC) and its relevance in the Greek context. It states
the problem this study aims to address, defines the aims, and highlights its significance.

In addition, it presents the design of the study.

Chapter 2 presents a literature review of related fields and concepts. It describes
the current situation in early childhood education and care from an international
perspective as well as within the Greek context and presents the curriculum, its
criticism, and the debate that has arisen. Theory and research on teachers’ beliefs and
practices is also presented in this chapter. Furthermore, this chapter attempts to embed
the present research within a wider theoretical framework and to pinpoint its
contribution to the research field. This is followed by an in-depth analysis of the

literature on the capability approach.

Chapter 3 sums up the research problems identified from the literature review
and presents the research questions and hypotheses. It also introduces the research

model constructs and research aims of this study.

Chapter 4 presents the research methodology. It delineates the research design,
the instrument’s development, the population sample, the data collection process, and
the tools used in the empirical investigation. Moreover, it reports the psychometric

properties — reliability and validity — of the study’s instrument.

Chapter 5 introduces the research findings. It reports and explains the results of
mean comparisons, correlation analyses, confirmatory factor analyses, and structural

equation modelling.

Chapter 6 offers a thorough discussion on the interpretation of the research
findings. This chapter bridges the gap between theoretical considerations and research

evidence. Limitations, implications, and conclusions are derived.
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1.4. Developing a common language

A wide range of terminology is used in the field and across agencies. In order to
avoid misinterpretations, this section presents and defines the operational terms used in

this study.

Pre-primary schools refer to public schools responsible for the provision of education

and care of 4- to 6-year-old children.

Pre-primary school teachers refer to tertiary education pedagogues who are working

in pre-primary schools.

Beliefs are “the implicitly held assumptions about people and events that individuals
bring to a particular knowledge domain” (Kagan, 1992, p. 75). These assumptions
influence one’s values, decisions, and behaviours. Beliefs often “involve moods,

feelings, emotions, and subjective evaluations” (Nespor, 1987, p. 323).

Practices “actions taken ... which may reflect beliefs of teachers as well as other facets

of the situation such as school and district policies” (Smith & Shepard, 1988, p. 309)

Children’s capabilities refer to actions/activities that children are able and have the
opportunity to do and to be.

Capability of emotions can be defined as the emotional competence (resilience) of the
children (any strong agitation (diegersi) of the feelings of the children actuated by
experiencing love, hate, fear, etc.).

Capability of imagination can be defined as the ability of the children to form mental

images or concepts of what is not actually present to their senses.

Capability of senses can be defined as feelings or perceptions of the children produced

through the organs of touch, taste, and so forth.

Capability of thought can be defined as the products of mental activity of the children
(ideas, notions).

17
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Capability of play can be defined as the involvement of the children in several types of
activity (such as dramatic play, free play, play with games, or puzzles) for amusement

or recreation.

Capability of affiliation can be defined as children’s social associations (social

competence) with peers and adults (cooperation, communication, etc.).

Classroom environment “refers to the social and physical context of the classroom”
(Shavelson & Stern, 1981, p. 465).

Early childhood education is the schooling of children from birth to age 8.

18
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CHAPTER 2
LITERATURE REVIEW

Doing justice to thought, listening to our interlocutors, means
trying to hear that which cannot be said but that which tries to make itself heard.

Bill Readings

2.1. Evolution of Early Childhood Education

Early childhood education has its roots in Europe where the field was fertilized
through the seeds of great thinkers such as Plato and Aristotle in ancient Greece, John
Comenius (1592-1670), John Locke (1632-1704), Jean-Jacques Rousseau (1712-
1778), Johann Heinrich Pestalozzi (1746-1827), Friedrich Frobel (1782-1852) — the
father of kindergarten — and also Maria Montessori (1879-1952) — the founder of the
casa dei bambini. However, we cannot discard contributors such as John Dewey (1859
1952), the American philosopher and educator who interlinked education and
democracy and perceived schools as sites for transforming society. All of these thinkers
have influenced the history of early childhood education, and their ideas continue to be

present in current debates.

Lascarides and Hinitz (2000) argue that Comenius recognized the importance of
early childhood education and saw it as a key to equality of opportunity. They quote the
following statement by Comenius: “there is nothing in the intellect that has not first
existed in the senses,” and interpret his words as follows: the material of knowledge is
derived through the senses, therefore training the senses is fundamental to learning and
knowledge acquired through the senses becomes permanent (Lascarides & Hinitz, 2000,
p. 42). Comenius emphasized the value of active learning and the involvement of
parents in their children’s education. His publication The World of Pictures (1658) is

viewed as the first picture book for children.
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For John Locke, experience would determine what a child would become,
because he claimed that children are born as a tabula rasa (blank slate) that is filled
gradually with ideas, concepts, and knowledge from experiences in the world. He
concluded that the quality of early experiences, particularly how children are raised and

educated, would shape the direction of a child’s life.

The French philosopher Jean-Jacques Rousseau claimed that children at birth are
innately good and that their natural tendencies should be protected against the
corrupting influences of society. He also recognized that children’s way of thinking and

learning is different from that of adults.

Johann Heinrich Pestalozzi claimed that all people, even the poorest, had the
right to an education as a way of helping them develop their moral and intellectual
potential. He stressed the importance of the mother in children’s earliest experiences.
Unlike Rousseau, Pestalozzi actually worked with children and developed educational

methods that are still in use today.

Friedrich Frobel is known as the father of Kindergarten, because he was the first
to establish training for teachers and contributed to areas in learning, curriculum, and
methodology. He is widely known from the Frobelian gifts, the first educational toys
providing creative activities for children. He stressed that nature and the child’s
developing mind were connected, he regarded play as a pure and natural mode of

learning, and he stressed the importance of play in young children’s development.

Maria Montessori was a true feminist of her time. She was the first female
doctor in Italy, and she worked with children with cognitive disabilities, because she
regarded their problems as being more educational than medical. In 1907, she opened
the Casa dei Bambini in which she introduced her didactic teaching materials. She used
the term prepared environment to describe the match of right materials to the child’s

stages of development.

John Dewey is known as the father of progressive education. He saw the
classroom as the ideal setting for a democratic citizen’s development. His work attacked

the teacher- and subject-centred approach by developing a child-centred approach. He
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also opposed the harsh punishments and rote learning (memorization through repetition)

that were the norm in schools at that time.

Pestalozzi, Frébel, and Dewey saw early childhood pre-primary schools as an
extension of the ideal home environment and stressed the importance of emotionally
secure, loving relationships — meaning that a teacher should not exert strict discipline
and should guide children in discovering the world instead of teaching them (Education,

Audiovisual and Culture Executive Agency, 2009).

Moreover, early childhood education, in its current form, has been greatly influenced by
Sigmund Freud’s (1846-1924) psychoanalytic theory, Erik Erikson’s (1902-1994)
theory of psychosocial development, Jean Piaget’s (1896-1980) age-stage theory of
cognitive development, and Lev Vygotsky’s (1899-1934) socio-cultural approach to
understanding cognition. Through different conceptions of knowledge and
development, the aforementioned theories have shaped curriculum model development
in the field. One of the internationally renowned approaches in early childhood
education, based on the aforementioned scholars, is the Reggio Emilia (Hertzog, 2001;
Nutbrown & Abbot, 2001; Soler & Miller, 2003; Vakil, Freeman, & Swim, 2003). This
approach emerged in the homonymous city in Italy, where, in 1945, the first preschool
“was built literally by the hands of the parents using proceeds from the sale of a war
tank, three trucks and six horses” left over from the Second World War. Nutbrown and
Abbot (2001) argue that the respect given to the potential of children, the organization
and quality of centre and preschool environments, the promotion of collegiality, and the
ethos of co-participation with families in the educational project are the characteristics
that impress visitors to Reggio Emilia from around the globe every year. Reggio Emilia
is “a cultural and political project of the local commune” that constitutes a source of
inspiration for progressive educational reform and “provides a vivid example of
foregrounding ethics and politics, without discarding technical practice” (Dahlberg &
Moss, 2005, p. 15).
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2.2. Recent Developments in Early Childhood Education

Early childhood education and care nowadays attracts the attention of social
policymakers at the national and international level and have been subject to
comparative educational and social policy analyses by international institutions.
Nowadays, it is regarded as a way to reconciliate work and family life, increase
women’s labour participation, and promote the socio-economic integration of
vulnerable groups in society. As a result, recent years have seen an intensification of the

systematic organisation of child care and education services.

The results of well-known intervention studies with cost-benefit analyses such as
“The Chicago Child-Parent Centres” (Reynolds, 1997), “High Scope Perry Preschool
Program” (Schweinhart & Weikart, 1997), “Carolina Abecedarian Projects” (Campbell,
Ramey, Pungello, Sparling, & Miller-Johnson, 2002), the Syracuse Family
Development Research Project, the Yale Child Welfare Project, the project CARE, the
Infant Health and Development Program, the Chicago Child-Parent Centers
Programme, the Turkish Early Enrichment Programme (Education, Audiovisual and
Culture Executive Agency, 2009) “Sure Start” and ‘“Neighbourhood Nurseries
Initiative” (Roberts, Mathers, Joshi, Sylva, & Jones, 2010) are highlighting the long-
term effects of preschool programmes on children’s cognitive and social development —
especially for those living in poverty or at risk. These have all contributed to a view of
early childhood education and care as an instrument to deliver predefined outcomes.
These programmes involve intensive, early-starting, child-focused, centre-based
education together with strong parent involvement, parent education, programmed
educational home activities, and measures of family support (Education, Audiovisual
and Culture Executive Agency, 2009, p. 23). Despite the significance of these
interventions’ results, it remains a matter of debate whether the positive effects of high-
quality childcare model interventions can be generalized to the different sorts of high-

quality childcare offered in the real world nowadays.

The rationale for public investment in such programmes is the expectation of a

demonstrable and calculable return, a quasi-contract in which preschools receive
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funding in return for delivering certain outcomes (Dahlberg & Moss, 2005). The RAND
research brief (2005) identifies three features associated with more effective
interventions based on experimental and quasi-experimental evaluations of programme

design features:

» Programmes with better-trained caregivers appear to be more effective. In the
context of centre-based programmes, this may take the form of a lead teacher
with a college degree as opposed to no degree. In the context of home visiting
programmes, researchers have found stronger impacts when services are
provided by nurse home visitors as opposed to a paraprofessional or lay

professional home visitor.

* In the context of centre-based programmes, there is evidence to suggest that

programmes are more successful when they have smaller child-to-staff ratios.

* There is some evidence that more intensive programmes are associated with
better outcomes, but not enough evidence to indicate the optimal number of

programme hours or how they might vary with child risk characteristics.

RAND research briefing (2005) illustrates the conceptualization of such an

investment:

Notably, many of the benefits from early childhood interventions can be translated
into dollar figures and compared with program costs. For example, if school outcomes
improve, fewer resources may be spent on grade repetition or special education
classes. If improvements in school performance lead to higher educational attainment
and subsequent economic success in adulthood, the government may benefit from
higher tax revenues and reduced outlays for social welfare programs and the criminal
justice system. As a result of improved economic outcomes, participants themselves
benefit from higher lifetime incomes, and other members of society gain from reduced

levels of delinquency and crime.

Because not all benefits can be translated into dollar values, these benefit-cost
estimates for effective programs are likely to be conservative. Moreover, such
analyses do not incorporate some of the other potential benefits that were not

measured in the studies. These might include improved labour market performance for
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the parents of participating children, as well as stronger national economic
competitiveness as a result of improvements in educational attainment of the future
workforce. It is important to note that these findings represent the potential effects of
well-designed and well-implemented interventions. They do not necessarily imply that
all such early childhood interventions, delivered for any given amount of time, would

generate benefits that offset costs.

For decision-makers considering investments in early childhood interventions, these
findings indicate that a body of sound research exists that can guide resource
allocation decisions. This evidence base sheds light on the types of programs that have
been demonstrated to be effective, the features associated with effective programs,
and the potential for returns to society that exceed the resources invested in program
delivery. These proven results signal the future promise of investing early in the lives
of disadvantaged children. Researchers have conducted benefit-cost analyses, using
accepted methodologies, for a subset of the programs we identified as having
favorable effects. For those programs with benefits that could readily be expressed in
dollar terms and those that served more disadvantaged children and families, the
estimates of benefits per child served, net of program costs, range from about $1,400
per child to nearly $240,000 per child. Viewed another way, the returns to society for
each dollar invested extend from $1.80 to $17.07. Some of the largest estimates of net
benefits were found for programs with the longest follow-up, because those studies
measured the impact for outcomes that most readily translate into dollar benefits (e.g.,
employment benefits, crime reduction). Large economic returns were found for
programs that required a large investment (over $40,000 per child), but returns were
also positive for programs that cost considerably less (under $2,000 per child). (pp. 2—-
3)

Influential international organizations such as UNESCO, and the World Bank
were involved in the discussions. Penn (2002) provides the World Bank’s
conceptualization of early childhood by quoting Mary Eming Young, a senior public
health specialist at the World Bank responsible for much of the justificatory literature
on the Bank’s early childhood development policies and programmes across the world

and concluded that:
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Evidence suggests that [Early Childhood Development] programmes are effective in
addressing such vital human development issues as malnutrition among children under
five, stunted cognitive development and unpreparedness for primary education . . . early
childhood interventions can increase the efficiency of primary and secondary education,
contribute to further productivity and income, and reduce the cost of health care and
public services. . . . Deficits in individuals caused by early malnutrition and inadequate
care can affect labour productivity and economic development throughout society.
Properly designed and implemented interventions in the early childhood years can have
multi-dimensional benefits. (Young, 1998, pp. 209-210, as cited in Penn, 2002, p. 123)

The United Nations Educational, Scientific and Cultural Organisation
(UNESCO) has an active programme of publications on early childhood policy (see
www.unesco.org), whereas the World Bank has loaned over £1 billion to support a
range of ECEC programmes in the Majority World, maintains a website on Early
Childhood Development (see www.worldbank.org/children), commissions publications,
and organizes regional and global conferences (Dahlberg & Moss, 2005; Penn, 2002).

The United Nations International Children’s Emergency Fund (UNICEF)
concludes that there is increasing government interest in early childhood services
because they offer an apparent opportunity to break into the cycle by which
disadvantage tends to reproduce itself, and because no nation today can afford to ignore
opportunities for maximizing investments in education in a competitive economic
environment increasingly based on knowledge, flexibility, and lifelong learning skills
(Dahlberg & Moss, 2005).

Consequently, early childhood education and care programmes appear to have
grown more academically demanding over the last 20 years. A significant number of
curricula have been planned and carried out in many countries all over the world, and
these have been accompanied by numerous discussions on their effectiveness as well as
their implementation in the pre-primary setting. A significant number of references
related to the preparation as well as the formulation of early childhood curricula can be
found in the current bibliography. In addition, it is notable that since 1996, there has
been a tendency for Ministries of Education within the member states of the European

Union to reform their early childhood curricula on a national level (Norway: 1996;
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Sweden: 1998; UK/Scotland: 1999; UK/England: 2000; Greece: 2001, 2003, 2011;
France: 2002; Finland, Denmark, and Germany: 2003). Early childhood education and
care has been viewed as a bridge between home and school, as a preparation for
academics, as remediation for the effects of poverty, as a way of socializing children,

and as academic training in itself.

On the EU level, the OECD reports have impacted significantly on policy
measures with respect to early childhood education and care. Article 27 of the Council
of Europe’s revised Social Charter refers to the need “to take appropriate measures . . .
to develop or promote . . . child day-care services and other childcare arrangements”
(Council of Europe, 1996, as cited in Dahlberg & Moss, 2005, p. 4). In 2002, at the
Barcelona summit, Member States adopted targets to provide childcare by 2010 to at
least 90% of children between 3 years old and the mandatory school age and to at least
33% of children under 3 years of age. The importance of ensuring suitable childcare
provision as an essential step towards achieving equal opportunities in employment
between women and men is recognized explicitly in the European Employment
Strategy. In 2006, the question of high-quality education became one of the
predominant strategic objectives in the broader socio-political environment of the
European Union. “Pre-primary education has the highest returns in terms of the social
adaptation of children. Member states should invest more in pre-primary education as
an effective means to establish the basis for further learning, preventing school drop-
out, increasing equity of outcomes and overall skill levels” (Education, Audiovisual and

Culture Executive Agency, 2009, p. 3).

Early childhood, in accordance with modern scientific data derived from the
discipline of developmental psychology, is a critical and essential period for the all-
round development of the child. This evidence has fuelled the political interest and the
great research interest in the field of early childhood education (ECE) on a worldwide
level. Within the past 20 years, there have been radical shifts in education and higher
education. Within the field of ECE, politicians and researchers have scrutinized issues
such as teaching and learning methods, the curriculum and assessment, the quality of
the early childhood setting, management and funding, the training and retraining of

professionals, as well as the role of the parents within the educational process.
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In addition, one can observe a growing trend to improve the quality of services
provided to children of preschool age. Numerous researchers in early childhood
education highlight the importance of quality in early childhood programmes, and their
surveys indicate the short- and long-term results of attending a high quality preschool
programme (Barnett, 1992; Howes et al., 2008; Nores, Belfield, Barnett, &
Schweinhart, 2005; Vandell, 2004). Christopher Ball (1994) points out the importance
of early learning and the benefits from preschool education for the children as future
adults as well as for society as a whole. This is a study of the objects of numerous
investigations in various countries: the curricula implemented in preschools, educational
innovations in the field of early childhood education, and appropriate practical
methodology for children of preschool age. There has been a general move to
restructure all levels of education, which, in many countries, took place in the 1990s —
with the implementation of national curricula; the setting of teaching and learning
targets, national assessment tests, and new inspection procedures; along with the whole

discourse on performativity (Tsatsaroni, Ravanis, & Falagas, 2003).

The expansion of early childhood education has been dominated by a discourse
mainly informed by the discipline of developmental psychology. According to Dahlberg
and Moss (2005), this discourse, usually discussed as if it was natural and inevitable,
offers a regime of truth about early childhood education and care as a technology for
ensuring social regulation and economic success, in which the young child is
constructed as a redemptive agent who can be programmed to become the future
solution to our current problems. The results of such projects as High Scope, the Perry
Preschool Program, and the Carolina Abecedarian project stoked public concern, and
had considerable influence on ECE policies. The Head Start and Perry/High Scope
programmes were particularly influential, because they demonstrated that high-quality
pre-school provision experience for children from poor families, combined with home
visiting, led to long-lasting benefits in terms of employment, crime, and teenage
pregnancy. Clarke (2006) argues that one extensively cited finding from Perry/High
Scope was that for every $1 invested by the state in the programme, $7 was saved to

society, in particular through savings in the criminal justice system.

Nonetheless, Clarke (2006) juxtaposes:
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This conceptualization of the problem of inter-generational reproduction of social
exclusion draws strongly on certain traditions within Anglo-American developmental
psychology and quantitative sociology that demonstrate statistical associations
between a large number of variables, labelled as “risk factors”, and particular negative
outcomes. Such empirical findings do not form the basis for an explicit causal theory
of the associations observed; rather, what is proposed is a complex mesh of
interrelated factors operating at several different levels and in different contexts that
together result in particular outcomes by means of processes that are largely
untheorized (p. 706)

Moss and Dahlberg (2005) argue that, so far, the rationale for public investment
in such programmes is the expectation of a demonstrable and calculable return, a quasi-
contract in which preschools receive funding in return for delivering certain outputs.
The implicit assumption is that poverty and related social ills derive from individual
failures — of children /or parents — that interventions through preschools can rectify.
The following quote from the Education, Audiovisual and Culture Executive Agency

(2009) illustrates the dominant discourse:

Maturation and constructivist theories have continued to inspire child-centred
approaches, in which play, peer-play, self-initiated exploration, discovery learning,
and cooperative work with peers are seen as the prime mechanisms of development
stimulation resulting in school readiness by the age of 6 or 7 years for most children. .
.. Learning theories . . . have stressed the importance of teacher-directed transmission
of language & cognitive skills that directly relate to the primary school curriculum,
resulting in a more didactic approach with even very young children — using direct
instruction and rewards to reinforce the learning processes within a highly structured
and planned ‘“‘academic” curriculum. Pre-primary education programmes for low
income and ethnic minority children working according to the learning approach,
using direct academic instruction, have been reported to be rather effective in
obtaining the cognitive and academic goals (e.g. Gersten et al., 1988; Schweinhart &
Weikart, 1997). Nonetheless, the approach has been criticized for having negative
effects in the social-emotional domain (see for instance Burts et al., 1992; Haskins,
1985; Stipek et al., 1995). (p. 29)
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Andersen and Hansen (2012) refer to Bourdieu’s theorizing on cultural
capital, according to which the culture of the most powerful classes serves as a
legitimate culture that can be mastered to varying extents. Students who have
been inculcated in these cultural forms from childhood will have the greatest
probability of academic success, whereas students with working-class origins
will have disadvantages in the educational system because of the distance
between their class culture and the “legitimate” culture that dominates the school
system (Andersen & Hansen, 2012). Apple (1982) argues that the curriculum
needs to be linked to a whole array of proposals for centralization of cultural and
economic control and accountability that extend well beyond the school. For
Apple (1988), a curriculum takes particular social forms and embodies certain
interests that are themselves the outcomes of continuous struggles within and
among dominant and subordinate groups; and it is certainly not the result of
some abstract process, but comes about through the conflicts, compromises, and
alliances of identifiable social movements and groups. For Kessler (1991) the
“academic” nature of the curriculum in many pre-primary classrooms stands out
as one of the major issues in early childhood education. She quotes Spodek
(1982):

The emphasis in some programmes for 4- and 5-year-old children has moved away from
children’s development and moved toward a concern with the teaching of specific
academic skills, many of which were formerly taught in the first grade. (cited in:
Kessler, 1991, p. 183).

Within this discourse, Tsatsaroni et al. (2003) point to the tendency to intensify the

focus on academic knowledge in early childhood institutions:

The emerging “learning society” discourse might . . . affect educational provision in
nursery classes. At the level of rhetoric, at least, there is already a call for intensifying
learning processes at all levels of the education system, including or rather paying

particular attention to early ages of schooling. Thus in Greece, for example, there is
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talk about the need for compulsory nursery attendance (and/or provision) and more
systematic ways of organizing knowledge, demands which in fact create a lot of
confusion. Therefore, one can hypothesise that the more emphasis is put on systematic
provision in nursery classes, the more nursery school teachers will be pressed to
introduce activities with more specialised content, especially from science,
mathematics, and possibly computer science, which arguably underpin ‘“the

knowledge society” in the “information age” (pp. 389— 390).

To counter this academic emphasis, in 1987, the National Association for the
Education of Young Children — NAEYC, the largest professional organization
representing early childhood educators at the USA, coined the NAEYC guidelines as to
what it considered developmentally appropriate practices (DAP) and developmentally
inappropriate practices (DIP). This document was based on the perception that
“programs designed for young children [should] be based on what is known about
young children” (Bredekamp & Copple, 1997). This approach to education regards the
child as a developing human and lifelong learner and aims to help teachers and parents
to develop more appropriate learning experiences, curricula, teaching strategies, and

assessment for their children.

Developmentally appropriate practices (DAP) had a great impact on the theory,
research, and practice of early childhood education, and have resulted in a voluminous
body of scientific papers (Benson McMullen, 1997, 1999; Bredekamp, 1993; Burts,
Hart, Charlesworth, & Kirk, 1990; Fowell & Lawton, 1992; Kessler, 1991; Wien,
1996). Mahon (2010) agrees with Bennett that DAP was initially advanced as a counter
to the “schoolification” of early childhood education and care. The concept of
schoolification will be discussed in more depth in a later section. At the moment, it is

worth focusing on the debate over developmentally appropriate practices.

The discourse over developmentally appropriate curricula interweaves three
distinct discursive threads. It appeals to developmental psychology for its scientific
base, it inscribes assumptions of progressive efficiency, and it assumes a behaviourist

approach to establish educational objectives (Fendler, 2001).

Kessler continues with a valid critique of the NAEYC guidelines:
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... the NAEYC position statement claims that the application of knowledge about child
development determines the degree to which a program is developmentally appropriate
and is the major criterion for determining program quality. Furthermore, the position
paper maintains that the inappropriate formal teaching techniques observed in programs
for young children are largely the result of misconceptions about how children learn
(Elkind, 1986). Therefore, some early childhood professionals are holding workshops to
inform practitioners and administrators of the latest knowledge in the field of child
development, assuming that education as to how children develop will bring desirable
practices. Following a similar logic, some colleges of education are requiring of their
graduates more courses in child development, again assuming that greater knowledge

about how children develop would lead to appropriate practices (p. 185).

Ryan and Grieshaber (2005) add:

In the world of early education, postmodern examinations of the developmental
knowledge base have shown that the research being used to frame practice has been
conducted predominantly on homogenous student populations (White, middle class)
with little attention to the ways culture and class mediate patterns of growth (Lubeck,
1994). Similarly, critical analyses of developmentally appropriate practice (Mallory &
New, 1994) demonstrate that the use of a set of guidelines grounded in hierarchical
theories of growth that view children’s development as moving towards adulthood,
results in teachers overlooking childhood agency (Silin, 1995) and regulating
children’s learning to what is considered to be “normal” development (Atwater, Carta,
Schwartz, & McConnell, 1994; Polakow, 1989; Williams, 1994). . . . Although the
incorporation of other knowledges about children’s learning is important, this additive
approach has resulted in child development retaining its prominent position in the
curricurum (Isenberg, 2000). A continuing reliance on child development knowledge
raises concerns, however. . . . There is an additional concern that has been catalyzed
by the current policy focus on “harnessing” early education as means to ensure

children’s ongoing educational success (pp.35—-36).
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Fendler (2001) and Dahlberg and Moss (2005) depict the issue of the normality

or better naturality (naturalness) of the findings of developmental psychology. Dahlberg
and Moss (2005) argue against the natural and inevitable way the discourse in this field
Is taking place “seeking the best methods and procedures for delivering predetermined
outcomes — a stable, defined and transmittable body of knowledge, but also implicitly a
particular subject, today the autonomous and flexible child.” Developmentality, as
Fendler (2001), and Dahlberg and Moss (2005) refer to it, is the technology of
normalization that connects developmental psychology, efficiency, and behaviourism in
educational curricula and becomes a means by which the self disciplines the self.
Fendler (2001) argues that the findings of developmental psychology are not treated as
objects of science to be questioned or tested, but rather they are deployed as
rationalistic, a priori truths upon which a curriculum can be designed or evaluated

according to its degree of “appropriateness.”

Kessler (1991) summarizes the issues emerging from the NAEYC response to
the problem of inappropriate practices and the academic curriculum.

... the NAEYC position does not address the major question curriculum theorists
must answer: What knowledge is of most worth? It is the illumination and
articulation of this basic problem that a theory of curriculum emerges. . . . Without
the knowledge component, the call for developmentally appropriate practices lacks a
strong theoretical foundation, which results in the inability on the part of early
childhood educators to thoroughly explain or justify what they believe are good
programs for young children. . . . What schools have done is to implement a
curriculum which maximizes the achievement of a few students, while minimizing
the chances of success for many. Seen in this light, the problem of an academic
curriculum and inappropriate practices is identified as a matter of priorities, not

appropriateness (pp. 185-186).

Kessler’s wvalid critique of NAEYC’s misrepresentation of the academic
curriculum problem addresses it in terms of (in-) appropriateness and a prioritization of
academic knowledge at the expense of other equally significant elements such as

socialization per se. The “academic” nature of the curriculum filters down to pre-
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primary schools and in many pre-primary classrooms stands out as one of the major
issues in ECE. It is obvious nowadays that the emphasis in pre-primary education has
moved away from children’s development and socialization towards a matter of

teaching specific academic skills.

2.3. Cross-Thematic Curriculum Framework and the Phenomenon of

Schoolification of the Pre-Primary School

A curriculum reflects the political and ideological values of a society. Its
philosophy is inseparable from the socio-political system that education is called to
serve. Factors such as religion, political regime, culture, history, economy, technology,
research, and tradition influence the curriculum directly or indirectly. Curriculum
analysis is political in essence, and the curriculum is not a neutral document but a
cultural artefact (Sofou, 2010). Kessler (1991) claims that all curriculum decisions
depend on what the community believes is important and involve assumptions about the
nature of knowledge, about what is valued and considered important, as well as answers
to the question of how to live “the good life” — philosophical analysis is central to all
discussions about the curriculum. The interests of students are not legitimate until they

are compared with what is desirable.

PISA scores as well as the OECD reports on Greece have influenced the Greek
educational policy measures that have been initiated with respect to the entire spectrum
of educational levels including pre-primary education. Among these measures, the
curriculum reform (2002) and its outcome have been criticized intensively (Bikos,
2005; Chrysafidis, 2004, 2006; Doliopoulou, 2002, 2003; Fragkos, 2002, 2005;
Kiprianos, 2007; Kitsaras, 2004; Koutsouvanou, 2006). Brostrom (2009) argues that the
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international political focus on learning in early childhood care and education —
primarily on language and social competencies — aims to bring preschool closer to
school, using as tools transition activities, strategies such as coherence in curricula, and
closer collaboration between preschool teachers and school teachers in order to realize

the idea of early learning.

The Cross-Thematic Curriculum Framework (CTCF), a 36-page text, was
introduced in pre-primary as well as in primary school as a realization of the aim that
Brostrom refers to, namely, bringing preschool closer to school. Four years later, in
2006, it was accompanied by the “Pre-primary Teacher’s Guide.” The aim of this guide
is to give the basic methodological and theoretical support to the teacher. This attempt
triggered confusion and insecurity among the educationalists who are called to apply it
in daily educational praxis. The CTCF is based on subjects such as those from Europe,
America, New Zealand, Australia, the English National Curriculum, and the National
Curriculum in Scotland. The CTCF embraces fundamental values and goals as well as
guidelines, but it does not lay down the means by which these goals should be attained.
Under this scope, the pre-primary education offered in Greece would fit the
characteristics of invisible pedagogy originating in the new middle class described so
marvellously by Basil Bernstein (1975): The control of the teacher over the child is
implicit rather than explicit. Ideally, the teacher arranges the context that the child is
expected to re-arrange and explore. Within the arranged context, the child apparently
has wide powers over what she or he selects, over how she or he structures, and over the
time scale of her or his activities. The child apparently regulates her or his own
movements and social relationships. There is a reduced emphasis upon the transmission
and acquisition of specific skills. The criteria for evaluating the pedagogy are multiple

and diffuse.

According to Fragkos (2002), the Cross-Thematic Curriculum Framework
(CTCF) completely ignores the importance and the role of play as a learning bearer, and
it directs the lower grades to adjust, no matter whether they can or cannot, towards what
prevails in higher school classes (primary school) (p. 64). Kiprianos (2007) further
agrues that the curriculum outlines the directions for programmes regarding the

planning and development of activities in the context of the following subjects:
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language, mathematics, environmental studies, creativity and expression (through fine

arts, drama, music, physical education), and computer science.

Bearing this in mind, it is observed that there is a tendency to “schoolify” the
pre-primary institutions, a fact which (is a matter of concern for) a number of educators
and academics who are worried about the schoolification of the early childhood
curriculum. (Fragkos, 2002; Sofou, 2010; Tsafos & Sofou, 2010). The challenge is
illustrated succinctly by Moss and Bennett (2006):

Globally, there is a tendency to treat early childhood services as junior partners,
preparing children for the demands of formal schooling; this threatens what the Swedes
call ‘schoolification’, the school imposing its demands and practices on other services,

making them school-like (p. 2).

Tsatsaroni et al. (2003) claim that, for many decades now, a basic characteristic
of pre-school organization in many western societies has been play-like activity. This
has required teachers to structure the experiences of young children by acting upon the
contexts of learning rather than the content. However, current policy initiatives and
developments in a number of countries since the 1990s, including Greece, demand that
teachers make systematic use of specialized content from science, mathematics, and

other subjects to structure pre-school curriculum activities.

Fragkos (2002) points out that

The structure, the way of writing, and the volume of these curricula should not give the
impression that they are the new curricula because nomologically, as far as | know, they
should have been issued as new Presidential Decrees instead of Ministerial Decisions.
Interdisciplinarity in the Curriculum is being referred only at the end of the section, as a
“passive, transient and insignificant component” and not as the basis and substance of

the curriculum (p. 63).

Doliopoulou (2002) argues:
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The most important element of this new program is that it incorporates the pre-school in
the united design of education. This (development) trend is very positive because it
recognizes the educative role of the preschool, and its connection with the other
educational levels of education. However, if you move in the direction of schoolification

of the pre-school it may be a negative development (p. 72).

Doliopoulou (2002) goes on to wonder:

Why so little attention . . . in Social Education, particularly, if we consider that
socialization is perhaps the most important goal of kindergarten? Is it because, ignoring
this important sector, is highlighted indirectly, again the intellectual or cognitive area, so,

again indirectly, pre-school is being pushed to schoolification? (p. 74)

Doliopoulou (2003) argues that although they criticized this curriculum, the
authors did show significant concern for this. She moves a step further by
acknowledging that the integration of pre-primary school into the unified educational
design is a positive evolution, because the educational role of pre-primary school and its
connection with higher educational grades is recognized. However, she stresses the
danger of moving towards the schoolification of pre-primary school, which may have a

negative impact.

For Chrysafidis (2006), it sounds quite paradoxical that the intonation of the
absence of distinct scientific disciplines is achieved through the strong presence of these
subjects. . . . It could have been avoided, thus, getting rid of all that noise created
around DEPPS, and the risks to make once more the pre-school a misprint of primary
school. Rather sacrificed the peace of mind and childishness on the altar of the
intensification of knowledge. Obsessions for reading and writing have plagued so much
the educational world in preschool education (p.109). As Diehm (2011) stresses, this
phase, so dominated by play, should not be misunderstood as a purely preliminary stage
of schooling. However, nobody would deny that this is an important phase of cognitive

and social development.
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Doliopoulou (2002) notes that ignoring the field of socialization once again
emphasizes the mental or cognitive domain, thereby indirectly pushing the Kindergarten
towards schoolification. A proper intervention requires effort, knowledge, and a high
degree of sensitivity. But due to the demanding task of understanding the capacity of
young children, most Kindergarten staff turn to ideas and techniques from elementary

school.

It should be considered seriously that if early childhood education sticks to the
curricula of different disciplines, there is a need for more guidance and suggestions for
teachers to avoid a situation in which the physiognomy of the Kindergarten will be
distorted. It would be criminal if the Kindergarten staff in the pursuit of scientific
knowledge, were to sacrifice all those arts and creative activities and simply mimic the

tactics of teachers in primary education.

Empirical evidence from Tsatsaroni et al. (2003) is indicative of the existing

tendency.

In nursery classrooms, usually, there are texts (and most usually, non-specialised oral
pedagogical communications in the classroom) with activities related to science topics,
integrating different kinds of school and out-of-school knowledge . . .. Evaluation of
taught content is the prevalent aspect or element of instructional discourse, and given
that this activity has been chosen by the teacher in advance, there is no doubt that power

relations are, indeed, in place in this classroom (p. 394).

Koutsouvanou (2006) points out that DEPPS has no progressive structure of the
content and the skills. The skills and content listed in the mathematical concepts are not
understood and are rather confusing and problematic for the teacher as they do not help
her to create situations of reflection which will facilitate the child to explore and
discover basic types of relationships that are necessary e.g. for classification and

ordering.

Tsafos and Sofou (2010, p. 148) conclude from a qualitative study using in-
depth interviews with 11 Greek preschool teachers that “the introduction of the school-
like learning areas is considered by some teachers legitimate as it improves their

professional status whereas others emphasize that it could lead to the schoolification of
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preschool education.” This tendency provokes a controversy as regards the role and the

purpose of the kindergarten and its functional place within society.

Schoolification is named the phenomenon of pushing down primary school
academic activities into pre-primary programmes, perceiving pre-primary school as a
preparation stage for children’s success in primary school mainly, and putting too much
emphasis on formal learning in areas such as the three R’s — reading, writing,
arithmetic. In the French context, Garnier (2011, p. 13) refers to the phenomenon of
“scolarisation” of the école maternelle that “may thus be analysed as a transformation of

its objectives and curriculum to favour cognitive and language learning”. She argues:

In other words, the école maternelle is truly becoming a school as its programme and
practices increasingly subscribe to what has become, in France at least, a manifest

cultural truth: “school is the place where language is learned (p. 13).

McLachlan, Fleer, and Edwards (2010) refer to Bernstein’s models of the
curriculum, namely the performance and the competence model. According to Bernstein
(1996), all curricula fall into one or the other category, and performance models of the
curriculum are the most dominant around the world. The performance model has its
origin in the behavioural objectives movement, and it clearly emphasizes marked
subject boundaries, traditional forms of knowledge, explicit realization and recognition
rules for pedagogic practice, as well as the designation and establishment of strong
boundaries between different types of students. Implicit in this model is the sense that
explicit criteria would save teachers and students from muddle and confusion.
McLachlan et al. (2010) identify the Canadian (Ontario) curriculum and the UK
Foundation Stage curriculum as indicative of this sort of curriculum model, because the
former is quite explicit about the content it expects teachers to cover during the year
before starting school and the latter has clearly defined curriculum outcomes for very

young children.

In contrast to the performance model, the competence model suggests that
learners have some control over the selection, pacing, and sequencing of the curriculum.
Although competence models have been more common in early childhood education,

their dominance in early childhood education is changing in several countries.
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According to McLachlan et al. (2010), New Zealand’s early childhood curriculum, TE
Wariki (Ministry of Education, 1996), is a good example of this sort of curriculum.

One significant distinction between the two models is the temporal modality.
Competence models select the present tense as the temporal modality in which time is
not explicitly or finely punctuated as a marker of different activities; as a consequence
the punctuation of time does not construct future (Bernstein, 1996, p.46). Bernstein
(1996) stresses that in the case of performance models, the future is made visible, but
that which has constructed this future is a past invisible to the acquirer whereas in the
case of the competence models it is the future which is invisible to the acquirer and the
present which is continuously visible (Bernstein, 1996, p.48). In addition,competence
models are less susceptible to public scrutiny and accountability, as their products are
more difficult to evaluate objectively, while their transmission costs are likely to be

higher relative in comparison to performance models.

Moore (2008) presents another dimension on which approaches to early
childhood services can be placed. This is identified through the OECD thematic review
of early childhood education and care policy (Bennett, 2005; OECD, 2006). This
described two broad curricula approaches: the social pedagogic approach and the pre-
primary approach. As summarized by Bertrand (2007), social pedagogic practices,
common in Scandinavian countries, New Zealand, and Italy, combine a broad
developmental framework with local curriculum development. The focus is on
developmental goals, interactivity with educators and peers, and a high quality of life in
the early childhood setting. The curriculum has broad orientations for children rather
than prescribed outcomes, and the acquisition of developmental skills is perceived as a
by-product rather than as the driver of the curriculum. This approach is in contrast to the
pre-primary practices common in France, the United Kingdom, and the United States
that are characterized by centralized development of the curriculum — often with
detailed goals and outcomes that determine or influence curriculum decisions about
what and how children learn. The goals and outcomes are often stated as learning
standards or learning expectations and are related to school readiness tasks and skills.
Educators tend to interact with children around activities related to the identified
learning expectations and rely more on direct instruction strategies. This approach,
known as pre-primary approach because the content of the curriculum mirrors what

might be seen in primary school, is often referred to as the “schoolification” of the early
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years (OECD, 2006). McLachlan et al. (2010) note that the design of the pre-primary
approach curriculum is underpinned by the scholarly academic ideology, as being
presented by Schiro, and it is based on the notion that our culture has accumulated
knowledge over the centuries that has been organized into academic disciplines within

universities. As they argue:

Followers of this ideology believe that the academic disciplines, the world of the
intellect and the world of knowledge are loosely equivalent. The central task of
education is to extend this equivalence on both the cultural and individual
planes; to discover new truths for the former and to acculturate individuals into
their civilisation in the latter. . . . The vision of the child in this ideology is of the
child as incomplete, a “neophyte”, an immature member of the discipline, who is
capable of developing intellect, memory and reasoning, shaped by the discipline
(Shiro, 2008). This view sees the child as a “blank state” or “empty” needing to
be filled with knowledge. Learning is viewed as a function of teaching: the
teacher is a transmitter and the child is a receiver. Although no formal theory of
learning using this model is espoused by most curriculum developers, there is an
understanding of readiness which supports Jerome Bruner’s statement that “any
subject can be taught effectively in some intellectually honest form to any child

at any stage of development”. (p. 14)

Bertrand (2007) defines schoolification as the usually required assessment of
children’s achievements in meeting the learning expectations. She goes on by stating
that this approach is in contrast to other jurisdictions that are developing curricula based
on ideas and values about childhood and the purpose of preschool programmes.
According to her, in practice, most jurisdictions use approaches that blend elements of

both, but lean towards either a pre-primary approach or a social pedagogic approach.

Grieshaber (2009) argues that where “school readiness” is the focus of transition
to the compulsory years of schooling as it is in France and many English-speaking
countries, the onus is on children being ready for school and the tendency is for
cognitive development to be emphasized through the acquisition of a range of
knowledge, skills, and dispositions (OECD, 2006). In such approaches, there is a risk of
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“schoolifying” (OECD, 2006, p. 59) programmes in the year before compulsory
schooling by orienting them towards cognitive development. Schoolification sits in
contrast to the Nordic countries in which the preference is for early childhood pedagogy
to form the basis of early primary education (OECD, 2006). In Denmark for instance,
the pedagogical approaches of the pre-school learning environment are continued into
the first and second grades with great success (OECD, 2006). This type of pedagogical
continuity can only enhance the move from the non-compulsory to the compulsory
years of schooling.

Fleer, Anning & Cullen (2009) argue that we have little empirical evidence
about the effectiveness of different curriculum models (p. 192). In Greece, insofar, it
cannot be estimated which aspects of the curriculum are implemented, because of the
lack of assessments of teachers’ practices. A carefully planned curriculum does not
necessarily lead to a high-quality programme. The absence of an institution or a
foundation responsible for assessing the quality of the education provided makes it
impossible to acknowledge what kind of education is delivered to the children. The lack
of a national framework for setting quality standards for early childhood education and
care influences the quality of services (Koutsogeorgopoulou, 2009). As Kitsaras (2004)
points out, Greece is not suffering from arrangements, counter-reforms, deregulations,
and changes to improve its educational system, but from the implementation of

education laws. He argues:

It is established that there is a portion of kindergarten teachers, who do not implement
the curriculum, even if it is law of the State, but are negatively disposed. Beyond this,
there is another portion of kindergarten, who either due to a lack of information or due
to conviction, either for ideological reasons — even a small percentage — enter a partial,
incomplete, or misapplication. The lack of consistent and uniform implementation of
the curriculum makes it difficult or impossible for a meaningful assessment of results.
Of course, the implementation of the curriculum requires the fulfilment of certain
conditions. It’s not enough to be suitable for this age, to whom it addresses to, and be
written by experts but it is needed to participate in its compilation everyone involved
in the process of development of the infant. The processes during the preparation of a
curriculum should be transparent and respect of parents is necessary. More, it is

required the prior consent of those who will be called to implement it. This can be
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ensured, taking into account their views, especially if a frank dialogue with the
concept of exchange arguments and not compliments or party positions. When
teachers are asked to play the role of spectator in an ostensibly democratic process of
making important decisions, such as writing curriculum, and when information is

incomplete, then the poor implementation of the program is assured. (p. 89)

Apple and Teitelbaum (1986) also recognize that many teachers experience this
loss of control over their programme.

At the local, state, and federal levels, movements for strict accountability systems,
competency-based education and testing, systems management, a truncated vision of
the “basics,” mandated curricular content and goals, and so on are clear and growing.
Increasingly, teaching methods, texts, tests, and outcomes are being taken out of the
hands of the people who must put them into practice. Instead, they are being legislated
by state departments of education or in state legislatures, and are being either

supported or stimulated by many of the national reports (p. 179).

Bevanot and Resh (2003) report that the translation of official curricular policies
into actual school or classroom activities is rarely a smooth or complete process,
because, more often than not, “slippages” or discontinuities are apparent. For them,
undoubtedly, gaps between the officially intended curriculum and the actually
implemented curriculum occur in various degrees in all national educational systems.
Evidence suggests that the official curriculum may be connected only loosely to what
teachers teach in the classroom (Cohen et al., 1990, as cited in Lee Stevenson & Baker,
1991). Moreover, although research shows that early childhood care and education has a
positive impact on children’s learning and development (Sammons, Melhuish, Siraj-
Blatchford, Taggart, & Elliot, 2002, 2003), yet, as Hirsh-Pasek, Hyson, and Rescorla
(1990) showed in their study, the provision of an early highly academic environment
does not result in academic advantages for children, but rather in potential
disadvantages in creative expression and emotional well-being. In addition, Hirsh-Pasek
(1991) finding shows that academic orientations provide no advantage to children’s

scholastic or intellectual development. Phillips and Stipek (1993) conclude that the
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modest short-term benefits that might be achieved through programs that attempt to
accelerate children’s acquisition of basic skills and concepts are overshadowed by
substantial costs. The negative consequences that have been reported encompass
children’s attitudes toward school, self-perceptions of their abilities, anxiety about
achievement and stress behaviours, challenge-seeking, peer interactions, creativity, and
independent achievement-striving. These results apply to minority and nonminority
children of all social classes, thereby lending support to arguments that highly
structured curricula are stressful, rather than supportive, even for children who enter
school having experienced more authoritarian and less academically oriented home
environments (Phillips & Stipek, 1993, p. 147). Howes, Burchinal, Pianta, Bryant,
Early, Clifford, Barbarin (2008) in their study results on standardized measures of
language, literacy, and math of children attending pre-kindergarten programs made
small gains from instructional and social activities with the intention of increasing
school-related achievement skills. Therefore, it is necessary to be cautious about rushing
to conclusions. Furthermore, Schlotter, Schwerdt, and Woessmann (2009) doubt that the
well-known and multi-cited Perry Preschool Program Project results, as indicative proof
of early childhood intervention’s benefits, can be generalized. As they argue, while the
assignment of children to the groups was random, the choice of the underlying sample
targeted explicitly at-risk children, limiting the “external validity” of the study to this
sample. As a result, the causal inference was limited to the specific group of African-
American children from disadvantaged backgrounds. If the selection process had been

completely random, effects might have differed.
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2.4. Teachers Beliefs

Teachers live at the centre of the maelstrom of rhetoric, vilification, and conflict over
making our educational system better. They have been expected to “shape up” and
implement the reforms that others have developed. They have been treated more like
uninformed hired hands than professionals to whom we entrust our most precious
asset. They have been the last to be consulted when we consider what is broken and
how to fix it. Their voices have not and still do not inform the actions taken to rectify
what reformers believe to be the matter with education (in the United States). The
absence of teachers from the dialogue and decision-making on reform has been a
serious omission. It has yielded faulty definitions of the problem, solutions that
compound rather than confront the problem, and a demeaned and demoralized
teaching force. Efforts to improve education are doomed to failure until teachers
become respected partners in the process. If reform is to be successful, their voices
and views must be included in any attempts to improve and alter their work. Although
their involvement cannot insure success, their absence will guarantee continued
failure. (Cohn & Kottkamp, 1993, pp. Xv—xvi)

This quote clearly delivers the message that although parents and policymakers
expect teachers to demonstrate high skills and knowledge, teachers still remain the
missing voice in education. As Apple and Jungck (1990) point out, despite all the
rhetoric about teaching and professionalism, about enhancing teachers’ power, and
about raising pay and respect, the reality of many teachers’ lives bears little resemblance
because, rather than moving in the direction of increased autonomy, their daily lives in
classrooms in many nations are becoming ever more controlled, ever more subject to an
administrative logic that seeks to tighten the reins on the processes of teaching and
curriculum. As they claim, teacher development, cooperation, and “empowerment” may
be the talk, but centralization, standardization, and rationalization are the tendencies
(Apple & Jungck, 1990, p. 228).
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However, policy developers keep constantly ignoring the teachers’ views and
beliefs, and they continue to plan curricula without taking into account the front-line
implementers. It seems as if they simply ignore the fact that teachers make myriad
decisions in everyday practice that are highly influenced by their beliefs. This implicit
neglect and disregard of teachers’ positioning into the educational frame downplays
their influential role on the formulation of children’s learning experiences. Educational
procedure develops largely on two levels: the personal level and the systemic level on
which the interrelation between the participants, their interaction, dramatizes an intrinsic
role in the whole procedure. Crucial factors of the pedagogical procedure constitute the
former personal experience of the educator, her or his knowledge, attitudes and beliefs,

teaching, and the cultural environment.

In the last 15 years, the study of teachers’ beliefs has emerged as a major area of
enquiry. Teachers’ thought processes have been categorized into three fundamental
types: (1) teacher planning, (2) teachers’ interactive thoughts and decisions and (3)
teachers’ theories and beliefs (Clark & Peterson, 1986). Kagan (1992) argues that
teachers filter new information through their personal beliefs. The literature reveals a
variety of terms used to define what the current study calls teachers’ beliefs. Richardson
(2003) reports that beliefs have been explored by philosophers, social psychologists,
anthropologists, sociologists, and researchers in the “derivative” fields of study such as
education, organizational theory, business, and nursing. Pajares (1992) acknowledges
that despite the remaining conceptual confusion over the term belief, researchers have
made considerable attempts to clarify this terminological discussion. As a result, a
plethora of terminologies has emerged to describe teachers’ beliefs, among them:
attitudes, values, judgements, axioms, opinions, ideology, perceptions, conceptions,
conceptual systems, preconceptions, dispositions, implicit theories, internal mental
processes, action strategies, rules of practice, practical principles, perspectives,
repertoires of understanding, and social strategy (Pajares, 1992, p. 309). According to
him, the terms attitude, values, perceptions, theories, and images have been used in the

literature. However, these consist of beliefs in disguise.

Before offering a profound discussion on the dominant discourse literature of
teachers’ beliefs, it is important to examine the sociological view on teachers’

“philosophy and/or ideology.” In the eyes of the author, these are additional disguised
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terms for the concept of beliefs. Green (2000, p. 110) quotes the two main traditions in
the study of human knowledge drawn from Elias’ (1978) and Wilterdink’s (1977)
works. He distinguishes two traditions: the philosophical tradition, which Elias (1978)
referred to as a classical theory of knowledge that centres conceptually upon the notion
of a “solitary individual” who “thinks, perceives, and performs” in isolation in pursuit
of “definite and certain knowledge”; and the sociological tradition, wherein “all
knowledge is regarded as culture-bound, socially determined, and therefore
ideological.” He adds that from the perspective of figurational sociology, it is more
accurate as well as more productive to view knowledge as lying along a continuum of
greater or lesser adequacy due to the conception that one cannot escape the fact that
knowledge — or rather what people believe to be true — is inherently social and needs to
be understood as such.

Price (1969) defines beliefs as what an individual holds to be true and sees them
as guidelines to actions and practical decisions. Further he claims that a person can
believe a proposition without realizing it, and that there are unconscious or repressed
beliefs (Einarsdottir & Gardarsdottir, 2009).

In the psychology camp, Richardson (2003) argues that although there is
considerable agreement on the definition of beliefs as psychologically held
understandings, premises, or propositions about the world that are felt to be true, there is
a lack of conventional agreement among researchers on the definition of teachers’
beliefs. Fishbein and Azjek (1975, pp. 11 — 12) offer their definition on beliefs, and
draw on the difference between an attitude and a belief. “Belief is a subjective
probability of a relation between the object of the belief and some other object, value,
concept, or attribute. Thus a person may believe that he possesses certain attributes that
a given behaviour will lead to certain consequences that certain events occur
contiguously, etc.” For them, whereas an attitude refers to a person's favourable or
unfavourable evaluation of an object, beliefs represent the information he or she has
about the object, because a belief links an object to some attribute. The object of the
belief may be a person, a group of people, an institution, behaviour, a policy, an event,
and so forth and the associated attribute may be any object, trait, property, quality,
characteristic, outcome, or event. They argue:
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With respect to any object-attribute association, people may differ in their belief
strength. In other words, they may differ in terms of the perceived likelihood that the
object has (or is associated with) the attribute in question. Thus we recommend that
“belief strength” or more simply, “belief,” be measured by a procedure which places
the subject along a dimension of subjective probability involving an in object and
some related attribute (p. 12). . . Three different processes may underlie belief
formation. Belief: descriptive, inferential, informational. A person’s beliefs are
directly tied to the stimulus situation, and at the inferential end, beliefs are formed on
the basis of these stimuli as well as residues of the person’s past experiences. . . .
Many of our beliefs are formed neither on the basis of direct experience with the
object of the belief nor by way of some inference process. Instead, we often accept
information about some object provided by an outside source (p. 133). . . . Beliefs
formed by accepting the information provided by an outside source may be termed
informational beliefs. . . . A belief is formed as soon as an object is linked to an
attribute, irrespective of the subjective probability associated with the link. When the
person has little information on which to base the inference, his subjective probability

may be at chance level, indicating a high degree of uncertainty. (pp. 12-133)

For Kagan (1992), a teacher’s belief is a particularly provocative form of
personal knowledge that is generally defined, as pre- or in-service teachers’ assumptions
about students, learning, classrooms, and the subject matter to be taught. As Fang
(1996) points out, beliefs act as a filter through which a host of instructional judgments
and decisions are made. Pajares (1992) has collected a number of belief definitions that

are cited below:

Brown and Cooney (1982) explained that beliefs are dispositions to action and major
determinants of behaviour, although the dispositions are time- and context-specific
qualities that have important implications for the research and measurement. Sigel
(1985) defined beliefs as “mental constructions of experience — often condensed and
integrated into schemata or concepts” (p. 351) that are held to be true and that guide
behaviour. Harvey (1986) defined belief as an individual’s representation of reality
that has enough validity, truth, or credibility to guide thought and behaviour. . . .
Dewey (1933) described belief as the third meaning of thought, “something beyond
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itself by which its value is tested; it makes an assertion about some matter of fact or
some principle or law (p. 6). He added that the importance of belief is crucial, for “it
covers all the matters of which we have no sure knowledge and yet which we are
sufficiently confident of to act upon and also the matters that we now accept as
certainly true, as knowledge, but which nevertheless may be questioned in the
future” (p. 6). (p. 313)

Richardson (2003) is concerned with the confusing and ambivalent conceptual
question raised in teacher cognition studies, namely, the differentiation (or lack thereof)
between the concepts of beliefs and knowledge. She argues:

In the traditional philosophical literature, knowledge is thought to depend on a “truth
cognition” or warrant that compels it’s acceptance as true by a community (Green,
1971; Lehrer, 1990). Propositional knowledge, then, requires epistemic standing;
that is, some evidence to back up the claim. Beliefs, however, do not require a truth
cognition. Feiman-Nemser and Floden (1986) agree with this differentiation
between beliefs and knowledge. “It does not follow that everything a teacher

believes or is willing to act on merits the label ‘knowledge’” (p. 3).

On the other hand, within the educational psychological literature that examines
teachers’ knowledge and beliefs, there is often no distinction made. For example,
Alexander, Schallert, and Hare (1991) equated beliefs and knowledge: “Knowledge
encompasses all that a person knows or believes to be true, whether or not it is
verified as true in some sort of objective or external way” (p. 317). In a review of the
literature on preservice teacher learning, Kagan (1990) agreed. She suggested that

since teachers’ knowledge is subjective, it is much like beliefs. (p. 3)

For Pajares (1992), the difference lies in the fact that knowledge systems are
open to evaluation and critical examination whereas beliefs are not. He refers to
Nespor’s argument that belief systems are unbounded in that their relevance to reality
defies logic, whereas knowledge systems are better defined and receptive to reason.

Accordingly, beliefs for Nespor are far more influential than knowledge in determining
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how individuals organize and define tasks and problems, and they are stronger
predictors of behaviour. Woolley et al. (2004) distinguish between “traditional
teaching” beliefs versus “constructivist teaching” beliefs of elementary teachers (that
mirror teacher-centred to student-centred approaches). These beliefs are tied directly to
teaching practices (Berry, 2006; Graham, Harris, MacArthur, & Fink, 2002). The
practices teachers use in their classroom with children are not based on explicit theories
alone. Teachers’ professionally derived curriculum beliefs (formal or explicit) come
from education and professional training, whereas their personally derived curriculum
beliefs (their informal or implicit beliefs) may be based more on childhood experiences
and/or classroom teaching experiences (Charlesworth et al., 1993; McMullen, 1997;
Wang et al., 2008). Although explicit knowledge of how children learn and develop is
important, many education researchers are beginning to recognize that beliefs greatly
influence a teacher’s practice (Fang, 1996; Pajares, 1992). Scholars argue that beliefs
impact strongly on classroom decisions (Fang, 1996; Pajares, 1992; Vartuli, 1999).
Fang (1996) argues that teachers’ implicit theories can influence teacher behaviour and

ultimately student learning.

Pajares (1992) refers to Nespor’s identification of four belief characteristics,
namely, the existential presumption, alternativity, affective and evaluative loading, and
episodic structure. He follows Nespor’s suggestion that beliefs have stronger affective
and evaluative components than knowledge, and that affect typically operates
independently of the cognition associated with knowledge, because beliefs draw their
power from previous episodes or events that colour the comprehension of subsequent

events.

Teachers’ beliefs are important for understanding and improving educational
processes because they are related to teachers’ strategies for coping with challenges in
the educational environment. Prevalent beliefs are considered to be a crucial factor for
educational practices. A person’s reasons to establish a belief are subjective, and most
of the times subconscious. Based on personal experience, value systems, and/or
philosophy, a person creates a belief system for each major issue of concern. These
beliefs rarely rest on scientifically valid data, because, most of the time, beliefs are
related to internal deep-rooted representations that influence how an individual

characterizes phenomena and makes sense of the world. Beliefs tempered by personal
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experience often remain unconscious, in a latent form, not allowing the teacher to

control the content and confront them as may be the case with scientific knowledge.

Richardson (2003) argues that there is also considerable agreement that these
systems are not necessarily logically structured. He quotes Rokeach’s (1968) suggestion
that some beliefs are more central than others, and that the central beliefs are more
difficult to change. Furthermore, he refers to Green’s (1971) philosophical treatise on
the nature of teaching in which Green proposed that an individual may hold beliefs that
are incompatible or inconsistent due to the fact that beliefs are held in clusters and there
is little cross-fertilization among belief systems. Thus, incompatible beliefs may be held
in different clusters. Therefore, Green proposed to set beliefs side by side and examine
them for consistency. This process of investigation has become a component in teacher
education and professional development programmes that attempt to develop and

change beliefs.

According to Wang et al. (2008), teachers in different cultures presumably have
varying informal and formal belief-forming experiences guided by different cultural
norms. Einarsdottir and Gardarsdottir (2009) offer a valuable pathway on the links
between beliefs and culture:

Van Fleet (1979) builds on Herskovits’ (1963) idea of cultural transmission and
suggests that teachers acquire knowledge and beliefs about teaching through three
different processes: enculturation, education and schooling. This means that
teachers’ socio-cultural backgrounds affect their beliefs and interactions and how the
process of parent and family is constructed. The school culture and school’s attitude
towards parents and cooperation with them also influence teachers’ practices and
become the accepted standard (Souto-Manning & Swick, 2006). Further, teachers’
beliefs and actions cannot be understood without considering the social, cultural and
historical contexts within and into which they grow (Kagitcibasi, 1996; Kitayama &
Markus, 1999a; Rogoff, 2003; Shweder et al., 1998). Bruner (1996) proposed that
culture is central in shaping human life and the human mind. He used the term folk
psychology for the underlying beliefs in a culture about human tendencies and how
minds work. Along the same lines, Rogoff (2003) talks about how people follow
cultural processes to organise their lives. She argues against treating individuals as

entities separate from cultural processes, existing independently of their cultural
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communities. Further, she states that culture is not merely an entity that influences
individuals. Instead, people contribute to the creation of cultural processes, while at

the same time cultural processes contribute to the creation of people. (p. 198)

Vartulli (2008) notes the following:

When classroom problems occur, teachers often make guesses or assumptions, based
on their beliefs, to solve the problems (Abelson, 1979; Nespor, 1987). Teachers’
implicit theories about the nature of knowledge acquisition can affect teacher
behaviour and ultimately student learning (Fang, 1996). In early childhood, teacher
pedagogical beliefs and practices fall along a continuum of philosophical principles
from child-initiated or child-centered to teacher-initiated, didactic, or academically
directed; or somewhere in-between (middle-of-the road or intermediate) (Marcon,
1988, 1999; Stipek, Daniels, Galluzo, & Milburn, 1992) . . . Diversity of teacher
beliefs could be due to teacher preparation (certification), variations in
program/school sponsorship, the personal nature of teaching, or isolation of teachers
from colleagues (Spodek, 1988). Beliefs about classroom pedagogy often are derived

from experiences in place before teachers begin undergraduate courses. (pp. 489-490)

Kagan (1992) argued that researchers have little direct information about how a
teacher’s personal pedagogy evolves over the course of her or his career, resulting in a
crucial gap in our understanding of teaching. However, a significant strand of the work
being done on beliefs has focused on the relationship between teachers’ beliefs and their
practices. According to Clark and Peterson (1986, as cited in Wang, Elicker, McMullen,
& Mao, 2008), beliefs make up an important part of teachers’ general knowledge,
through which teachers perceive, process, and act upon information in the classroom to

make decisions.

Teachers are an important source of motivation and learning in the preschool
and have an important role in developing and delivering the curriculum. The early
childhood education literature stresses that better qualified teachers and recognition of

the importance of continuing professional education will undoubtedly further improve
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the quality of early childhood education and care in years to come. Pre-primary teachers
play a very important role in a child’s early development. What children experience and
learn during their very early years often helps build their views of the world and
themselves. A pre-primary teacher has the power to influence a child’s failure or
success through school and even into their personal lives because they significantly
influence the cognitive and emotional development of each child, depending on how
they treat the profession. Pre-primary teachers require a variety of aptitudes and skills,
including the natural ability to work with children and the power to create effective
teaching methods in a suitable learning environment. To a major extent, this depends
directly on the beliefs that guide them. It is based on these beliefs that educators
conceive their educational procedure and their actions — especially when problem
situations occur. The beliefs of a rational subject are not static but change over time as

new information is added.

Charlesworth et al. (1993) stress that although it has been recognized
increasingly that the psychological context of teaching, particularly teachers’ thought
processes, is critical to understanding teachers’ actions in planning, teaching, and
assessment, conventional research on teaching has focused on practice while ignoring
the thought process of teachers. Isenberg (1990) believes that an important task for
researchers is to collaborate with practitioners in identifying their beliefs and
translating them into standards of practice. She point out that research on teacher
thinking indicates that there are inconsistencies between teachers’ beliefs and practices.
These need to be identified so that teachers can be supported in reflecting upon
analysing their beliefs and how they relate to teaching practice (cited in Charlesworth
et al., 1993, p. 257). Information is needed not only on reported practice; it is also
important to observe teachers in their classrooms to note how reported beliefs relate to

actual practice (Charlesworth et al., 1993; Pajares, 1992).

Shulman (cited in Gess-Newsome, 2002, p. 3) has argued that the study of
“teachers’ cognitive understanding of subject matter content and the relationships
between such understanding and the instruction teachers provide for students” may be
the “missing programme” in educational research. Beliefs are the best indicators of the
decisions individuals make throughout their lives (Bandura, 1986; Dewey, 1933;
Nisbett & Ross, 1980; Rokeach, 1968), an assumption that can be traced back to human
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beings’ earliest philosophical contemplations (Pajares, 1992). Teachers’ pedagogical
beliefs are important to study because beliefs are a major determinant of behaviour
through being the basis of teachers’ classroom decisions (Vartuli, 1999). Thus, it is
important to investigate how teachers make sense out of their teaching world. An
understanding of what beliefs influence teacher behaviour is critical to the

understanding of the complexities of teaching.

Fullan (1989) recognized the significant role of beliefs and their crucial role in
pedagogical praxis and the realization of the curriculum. As he stressed, beliefs and
practices, together with the structure and the materials used in an institution, are the key
to success in a sense that they represent the means for achieving desired outcomes on
policy implementation. As he characteristically points out: if effective use does not
occur, especially with respect to practices and beliefs on the part of the front-line

implementers, outcomes will not be achieved.

The association between teachers’ beliefs and their practices has attracted much
research attention, and a substantial number of empirical studies — mainly from the field
of educational psychology — have been conducted. The following section sketches the

state of the art in research on teachers’ beliefs and practices.

2.5. Research on Teachers’ Beliefs and Practices

Through the shift in research on teaching from the product—process approach to
the teachers’ cognitive processing, teachers’ beliefs became a matter of investigation in
empirical studies, and many researchers recognized the need to understand teachers’

beliefs in relation to their practices. Specifically, over the last two decades, numerous
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studies have been conducted to address this very issue. Many studies have been
conducted that examine the relationship between the beliefs and practices of early
childhood teachers, including pre-school, kindergarten, and primary teachers (e.g.
Buchanan, et al., 1998, Charlesworth, et al., 1991; Charlesworth, et al., 1993b; Smith &
Shepard, 1988).

Vartulli (1999) distinguishes the following categories in research on beliefs in
early childhood:

(1) the relationship between teacher self-reported beliefs and practices (Bryant,
Clifford, & Peisner, 1991; Hyson & Lee, 1996; Smith & Shepard, 1988);

(2) self-reported beliefs and observed practices (Charlesworth, Hart, Burts, &
Hernandez, 1990; Charlesworth et al., 1993; Kagan & Smith, 1988; Stipek & Byler,
1997; Stipek et al., 1992);

(3) the association between teacher and principal beliefs (Butterfield & Johnston,
1995; Spidell-Rusher, McGrevin, & Lambiotte, 1992); and

(4) beliefs associated with child outcomes (Burts et al., 1998; Marcon 1992a,
1994, 1999; Spodek, 1987; Verma & Peters, 1975); the kindergarten classroom (Bryant
et al., 1991; Charlesworth et al., 1990, 1993; Hatch & Freeman, 1988; Kagan & Smith,
1988; Marcon, 1993, 1994); the primary grades (Buchanan, Burts, Binder, White, &
Charlesworth, 1998; Bussis, Chittenden, & Amarel, 1976; Marcon, 1992b; Smith, 1992,
1993); and teachers from all three age levels (Mc Mullen, 1999; Spodek, 1988; Stipek
& Byler, 1997).

Pajares (1992, p. 316) highlights the importance of exploring a teacher’s
educational beliefs as opposed to her beliefs in general. These beliefs may include
teacher efficacy beliefs, epistemological beliefs, locus of control, motivation, writing
comprehension, math anxiety beliefs, self-concept, and/or self-esteem beliefs, reading
instruction, the nature of reading, and whole language beliefs. Kagan (1992, p. 73)
refers to researchers who have found that a teacher’s beliefs usually reflect the actual

nature of the instruction the teacher provides to students and may be mediated by
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epistemological differences inherent in respective content areas or by the kinds of

instructional materials that happen to be available.

According to Kagan (1992), empirical studies have yielded quite consistent
findings in regard to two generalizations. First, teachers’ beliefs appear to be relatively
stable and resistant to change (e.g. Brousseau, Book, & Byers, 1988; Herrmann &
Duffy, 1989). Second, a teacher’s beliefs tend to be associated with a congruent style of
teaching that is often evident across different classes and grade levels (e.g. Evertson &
Weade, 1989; Martin, 1989). Stipek and Byler (1997) referred to previous research
indicating that teachers’ practices are associated with their beliefs (Charlesworth, Hart,
Burts, & Hernandez, 1991; Charlesworth, Hart, Burts, Thomasson, Mosley, & Fleege,
1993; Smith & Shepart, 1988; Stipek, Daniels, Galluzzo, & Milburn, 1992), and that

teachers filter new information through their personal beliefs (Kagan, 1992).

Westwood, Knight, and Redden (1997) highlight the broad investigation of
teachers’ belief systems and their impact on learning (e.g. Agne, Greewood, & Miller,
1994; Fang, 1996; Jordan, Kircaali-Iftar, & Diamond, 1993; Schuum et al., 1994).
According to them, this literature reveals that teachers’ beliefs are frequently so strongly
held that (a) they can cause resistance to changes in curriculum and methods (Allington
& Lie, 1990; Smith & Shepherd, 1988), (b) they can lead to resistance to advice and
support from resource staff (Fields, 1995), and (c) they can influence the degree to
which teachers are willing or not willing to adapt their teaching approach for students

with learning problems.

According to Wang et al. (2008), some scholars suggest that the belief-action
relationship may differ for teachers with varying amount of experience or professional
training (Peters & Sutton, 1984; Rosenthal, 1991). However, one recent study found no
moderating effect of teacher expertise (novice vs experienced teachers) in the training—

beliefs relationship (Wilcox-Herzog, 1999).

In early childhood education, a remarkable amount of attention has been given to
the investigation of teachers’ developmentally appropriate or inappropriate beliefs and
practices. Wang et al. (2008) add that in the United States, recent research on early
childhood teachers’ beliefs and practices focuses on principles derived from

“developmentally appropriate practice” (DAP) (Bredekamp & Copple, 1997; National
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Association of Education for Young Children [NAEYC], 1990). Accordingly, measures
to assess beliefs and practices have been developed based on DAP constructs (e.g.,
Charlesworth et al., 1991, 1993; Hoot et al., 1996; Hyson et al., 1996). These measures
have been used to investigate the extent to which developmentally “appropriate” or
“inappropriate” beliefs and/or practices were reported or observed (e.g., Charlesworth et
al., 1993; McMullen, 1997, 1998; Sherman & Mueller, 1996; Stipek & Byler, 1997),
and whether teachers’ beliefs about DAP are congruent with their classroom teaching
behaviours (e.g., Charlesworth et al., 1993; Dunn & Kontos, 1997; Hatch & Freeman,
1988).

Research indicates that teachers’ practices are associated with their beliefs
(Charlesworth, Hart, Burts, & Hernandez, 1991; Charlesworth, Hart, Burts, Thomasson,
Mosley, & Fleege, 1993; Smith & Shepart, 1988; Stipek, Daniels, Galluzzo, & Milburn,
1992), and that teachers filter new information through their personal beliefs (Kagan,
1992). Charlesworth et al. (1993) have found a moderate correlation between teachers’
developmentally appropriate beliefs and their respective practices. Stipek and Byler
(1997) found that for preschool and kindergarten teachers, but not for first-grade
teachers, the beliefs they espoused about appropriate and effective practices for young
children correlated significantly with the practices they implemented in their
classrooms. Studies revealed that self-reported beliefs correlated highly with observed
practices (e.g. McMullen, 1999; Stipek & Byler, 1997), whereas others have found a
discrepancy between the teachers’ self-reported beliefs and their actual classroom

practices (e.g. Charlesworth et al., 1991; Charlesworth et al., 1993).

Kagan (1992) refers to a variety of empirical studies that testify consistently that
preservice teachers tend to leave their university programmes with the same beliefs they
brought to them rather than modifying their initial biases (Feiman-Nemser & Buchman,
1986; Tabachnick & Zeichner, 1984; Zeichner, 1989).

McMullen (1999) asserts that personality factors such as self-efficacy, locus of
control, and trait anxiety in addition to education and professional experiences influence
beliefs and practices. New teachers may lack the necessary resources and coping skills
to implement what they have been taught and what they may truly believe are best

practices with young children (Buchanan, Burts, Bidner, White, & Charlesworth, 1997).
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Although McMullen (1999) provided evidence that personal beliefs are good
determinants of practice, many studies indicate that other environmental factors may
have a greater impact on teachers’ practices (such as parental or administrative
pressures — Charlesworth et al., 1991; Charlesworth et al., 1993; McMullen, 1999;
Smith & Shepard, 1988).

Fang (1996) stresses that contextual factors such as administrative support and
collegial attitudes, school climate, children’s abilities and backgrounds, and government
regulations can have powerful influences on teachers beliefs’ and influence classroom
practice. Snider and Fu (1990) identified the teachers’ education/academic degree, the
number of content areas covered in child development/early childhood education
courses taken, and the interaction of child development/early childhood education
content and supervised practical experience as factors that have the most impact on
teacher’s developmentally appropriate classroom practices. Smith and Shepard (1988)
examined kindergarten teachers’ beliefs and practices regarding readiness and retention
and found that formal rules from the district regulating curriculum and instructional
time seemed to force teachers to “push” academic subjects and “conform to the pace of
the school” (Smith & Shepard, 1988, p. 324). Informal pressures also impacted on the
classroom structure, including parental pressure and first-grade entrance expectations,
because many teachers felt pressured to prepare their children academically for the first

year.

For the empirical elicitation of teachers’ beliefs, a variety of indirect methods
has emerged such as semi-structured interviews videotaping practices that teachers are
then asked to comment on (Kagan, 1992), and Likert-type rating scales (e.g. Deci,
Schwartz, Sheinman, & Ryan, 1981).

In Greece, research on teachers’ beliefs and practices in early childhood
education is limited. Doliopoulou (1996) attempted to investigate the beliefs and
practices of 67 pre-primary school teachers with regards to their developmentally
appropriateness based on the guidelines of the National Association of Young Children
(NAEYC). Almost a decade and a half later, Sofou and Tsafos (2010) published the
results of their qualitative study on preschool teachers’ understandings of the Greek

national preschool curriculum. The scarce evidence in the field led to the development
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of this empirical study. Kagan’s (1992) argument incorporates the essence and
significance of research on teachers’ beliefs and practices that is shared by the present

study. As she points out:

The more one reads studies of teacher belief, the more strongly one suspects that this
piebald form of personal knowledge lies at the very heart of teaching. Teacher belief
appears to arise out of the exigencies inherent in classroom teaching, it may be the
clearest measure of a teacher’s professional growth, and it appears to be instrumental in
determining the quality of interaction one finds among the teachers in a given school.
As we learn more about the forms and functions of teacher belief, we are likely to come

a great deal closer to understanding how good teachers are made. (Kagan, 1992, 85)

2.6. The Capability Approach

A major part of the theoretical framework of this project consists of the
Capability Approach, an influential freedom-based metric on quality of life and social
justice pioneered by Nobel Laureate Amartya Sen and further developed by a number of
scholars, most widely recognised being the philosopher Martha Nussbaum. Walker and
Unterhalter (2007) write that Amartya Sen is one of the key thinkers and commentators
of the late twentieth and early twenty-first century who is as influential as a Nobel
prize-winning economist and a political philosopher. Sen is a key contributor to
identifying, detailing, and campaigning against forms of global inequality. The first
basic articulation of the approach was unfolded in Amartya Sen’s Tanner Lecture paper
entitled Equality of What? in 1979. The Capability Approach rests on a critique of other
approaches to thinking about human well-being in welfare economics and political
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philosophy that are concerned with commodities, a standard of living, and justice as
fairness (Walker & Unterhalter, 2007). It provides an alternative to the utility
assessment of well-being that has prevailed in economics. The core assertion of the
Capability Approach is simultaneously simplistic and complex, because it suggests that
instead of focusing on GNP per capita or income, one should shed light on what beings
are capable of being and doing. GNP per capita and income dramatically fail to
illustrate the actual conditions of society members’ being and doing; and, in many
cases, these kinds of measures can be highly misleading. Nussbaum (2006) argues that
the Capability Approach was originally designed above all as an alternative to the
economic-Utilitarian approaches that dominated, and to some degree still dominate,
discussions on quality of life in international development and policy circles, especially
approaches that understand the point of development in narrowly economic terms
(Nussbaum, 2006, p. 70).

Alkire (2003) argues that a number of people have found that the Capability
Approach better articulates the goal towards which they wish to work than the goals
prevalent in some settings. She characterizes the Capability Approach as a normative
proposition suggesting that social arrangements should be evaluated primarily according
to the extent of freedom people have with which to promote or achieve the functionings
they value. Robeyns (2003) defines the Capability Approach as a broad normative
framework for the evaluation of individual well-being and social arrangements, the
design of policies, and social change in society. The term capability represents the
alternative combinations of things a person is able to do or be — the various
“functionings” he or she can achieve (Sen, 1993). The term refers not simply to what
people are able to do but to their freedom to lead the kind of lives they value, and have
reason to value (Dean, 2009, p. 262). The difference between a functioning and a
capability is similar to the difference between an achievement and the freedom to
achieve something, or between an outcome and opportunity. Functionings are people’s
beings and doings, whereas capabilities are the real or effective opportunities to achieve
functionings. According to Dean (2009), capabilities represent the essential fulcrum

between material resources (commodities) and human achievements (p. 262).

In both Sen’s and Nussbaum’s works, education is in itself a basic capability that

influences the development and expansion of other capabilities. Sen emphasizes the
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importance of schooling to nurture future capabilities (Saito, 2003). However, scholars

disagree over whether education itself can be a basic capability (Terzi, 2007).

The Capability Approach does not give very precise guidelines on how these
evaluative exercises should be conducted; instead it is an open and underdeveloped
framework (Robeyns 2000, 2005; Sen, 1993).

Furthermore, Sen and Nussbaum take a different stance on selecting capabilities.
Sen does not specify valuable capabilities because he considers the capabilities people
have reason to choose and value to be a matter of public debate through democratic
processes. For Sen, a list of capabilities in education or any other area cannot simply be
pre-specified without public consultation (Walker & Unterhalter, 2007). Walker and
Unterhalter (2007) argue:

So Sen (1992, 1999, 20044, 2004b, 2002) has consistently argued for the importance
of public participation and dialogue in arriving at valued capabilities for each situation
and context. His capability approach is deliberately incomplete; he does not seek a
complete ordering of nonnegotiable options. He does not stipulate which capabilities
should count, not how different capabilities should be combined into an overall
indicator of well-being and quality of life. For him a “workable solution” is possible
without complete social unanimity. He argues that all the members of any collective
or society “should be able to be active in the decisions regarding what to preserve and
what to let go” (1999, p. 242). There is a real social justice need, Sen says, “for people
to be able to take part in these social decisions if they so choose” (1999, p. 242). The
process of public discussion is crucial, so that the public as much as the individual is
seen to be an active participant in change, as citizens whose voices count. . . . Those
affected by any policy or practice should be the ones to decide on what will count as
valuable capabilities. (pp. 11-12)

Yet, Martha Nussbaum claims that the Capability Approach should endorse a
theory of social justice, and she stresses the need to adopt an Aristotelian political
conception of the person that views the person from the start as both capable and needy.
Alkire (2008) writes that Nussbaum argues, as do others, that specification of one “list”

of domains or central capabilities is necessary to make sure that the content of the
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Capability Approach carries critical force. If the approach is too open-ended, then there
is a real, practical possibility that the wrong freedoms will be prioritized and expanded.
According to Walker and Unterhalter (2007), Nussbaum seeks to give a specific content
to capabilities, arguing that Sen’s reluctance to make commitments about what
capabilities a society ought centrally to pursue means that guidance in thinking about
social justice is too limited. They quote her words that the list constitutes “a minimum
account of social justice” (2003a, p. 40) and is humble, open-ended, and revisable,
although it is not clear who will revise it. As Nussbaum (2006a) argues:

The basic intuitive idea of my version of the capabilities approach is that we begin
with a conception of the dignity of the human being, and of a life that is worthy of
that dignity — a life that has available in it “truly human functioning”, in the sense
described by Marx in his 1844 Economic and Philosophical Manuscripts. (I use the
Marxian idea for political purposes only, not as the source of a comprehensive
doctrine of human life; Marx makes no such distinction) (p. 74)

The list in itself is open-ended and has undergone modification over time; no doubt

it will undergo further modification in the light of criticism. (p. 76)

Due to its interdisciplinary nature, one can see a growing volume of literature on
the Capability Approach because it serves quite different epistemological goals,
spanning a wide range of traditional academic disciplines (Andresen, Otto, & Ziegler,
2006, 2009; Alkire, 2003, 2005, 2008; Clark, 2005, 2006; DiTommaso, 2006; Gasper,
2004; Kuklys & Robeyns, 2004; Osmani, 2000; Papadopoulos & Tsakloglou, 2005;
Robeyns, 2000, 2003, 2005, 2006; Saito, 2003 ). This has led to the development of the
approach in a variety of directions such as poverty or inequality assessment, quality of
life measurement, and so forth. The Capability Approach has received substantial

attention from philosophers, ethicists, economists, and other social scientists.

Wolff and De-Shalit (2007) argue that policies should be evaluated according to
what extent people have the freedom (negative or positive) to achieve doings and beings

that they (have reason to) value. Nussbaum (2007) notes:
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Sen’s use of the approach focuses on the comparative measurement of quality of life,
although he is also interested in issues of social justice. I, by contrast, have used the
approach to provide the philosophical underpinning for an account of core human
entitlements that should be respected and implemented by the governments of all
nations, as a bare minimum of what respect for human dignity requires. . . . | argue
that the best approach to this idea of a basic social minimum is provided by an
approach that focuses on human capabilities, that is, what people are actually able to
do and to be, in a way informed by an intuitive idea of a life that is worthy of the
dignity of the human being. I identify a list of central human capabilities, arguing that

all of them are implicit in the idea of a life worthy of human dignity. (p. 70)

According to Alkire (2003, p. 6), Nussbaum distinguishes three kinds of
capabilities: basic, internal, and combined. Basic capabilities are “the innate equipment
of individuals that is the necessary basis for developing the more advanced capabilities
and a ground of moral concern”; internal capabilities are “developed states of the person
herself that are, so far as the person herself is concerned, sufficient conditions for the
exercise of requisite functions . . . mature conditions of readiness”; and combined
capabilities are “internal capabilities combined with suitable external conditions for the
exercise of the function.” Nussbaum’s approach (2006) uses the idea of a threshold level
of each capability, beneath which it is held that truly human functioning is not available
to citizens; the social goal should be understood in terms of getting citizens above this
capability threshold. For Nussbaum (2011, pp. 33-34), the following combined
capabilities are central for human flourishing and a life of dignity and need to be present

for a fully human good life:

1. Life. Being able to live to the end of a human life of normal length; not dying

prematurely, or before one’s life is so reduced as to be not worth living.

2. Bodily health. Being able to have good health, including reproductive health; to be
adequately nourished; to have adequate shelter.
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3. Bodily integrity. Being able to move freely from place to place; to be secure against
violent assault, including sexual assault and domestic violence; having opportunities for

sexual satisfaction and for choice in matters of reproduction.

4. Senses, imagination, thought. Being able to use the senses; being able to imagine, to
think, and to reason — and to do these things in a “truly human” way, a way informed
and cultivated by an adequate education, including, but by no means limited to, literacy
and basic mathematical and scientific training. Being able to use imagination and
thought in connection with experiencing, and producing expressive works and events of
one's own choice, religious, literacy, musical, and so forth. Being able to use one's mind
in ways protected by guarantees of freedom of expression with respect to both political
and artistic speech and freedom of religious exercise; being able to have pleasurable

experiences and to avoid nonbeneficial pain

5. Emotions. Being able to have attachments to things and persons outside ourselves;
being able to love those who love and care for us, to grieve at their absence; in general
to love, to grieve, to experience longing, gratitude, and justified anger. Not having one's
emotional developing blighted by fear or anxiety. (Supporting this capability means
supporting forms of human association that can be shown to be crucial in their

development.)

6. Practical reason. Being able to form a conception of the good and to engage in
critical reflection about the planning of one's life. (This entails protection for liberty of

conscience and religious observance.)

7. Affiliation. (A) Being able to live for and in relation to others, to recognize and show
concern for other human beings, to engage in various forms of social interaction; being
able to imagine the situation of another. (B) Having the social bases of self-respect and
nonhumiliation; being able to be treated as a dignified being whose worth is equal to
that of others. This entails provisions of non-discrimination on the basis of race, sex,

sexual orientation, ethnicity, caste, religion, national origin.

8. Other species. Being able to live with concern for and in relation to animals, plants,

and the world of nature.
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9. Play. Being able to laugh, to play, to enjoy recreational activities.

10. Control over one's environment. (A) Political. Being able to participate effectively
in political choices that govern one's life; having the rights of political participation, free
speech and freedom of association. (B) Material: being able to hold property (both land
and movable goods); having the right to seek employment on an equal basis with others.

The capabilities are considered to be equally fundamental without any hierarchy,
although they exist at different levels. However, Nussbaum, considers “practical
reason” as one of the central capabilities for functioning and suggests that practical
reason and affiliation have special importance since they both “organize and suffuse” all

other capabilities (Nussbaum 2000, p. 82, as cited in Flores-Crespo, 2007, p. 48).

As Nussbaum (2006a) notes:

These ten capabilities are supposed to be general goals that can be further specified
by the society in question as it works on the account of fundamental entitlements it
wishes to endorse. But in some form all are held to be part of a minimum account of
social justice: a society that does not guarantee these to all its citizens, at some
appropriate threshold level, falls short of being a fully just society, whatever its
opulence. And although in practical terms priorities may have to be set temporarily,
the capabilities are understood as both mutually supportive and all of central
relevance to social justice. Thus a society that neglects one of them to promote the
others has shortchanged its citizens, and there is a failure of justice in the

shortchanging. (p. 75)

Nussbaum’s effort to define specific capabilities has been a subject of criticism
and controversy. Salais (2011) argued that it is not up to theoreticians to define the list
of valuable functionings through exterior knowledge, but rather society itself through
democratic deliberation (Salais, 2011, p. 2). Furthermore, this effort has led to the
development or the expansion of the potential lists suitable for the measuring
capabilities. Biggeri, Libanora, Mariani, and Menchini (2004), Ingrid Robeyns (2003),
Lorella Terzi (2007), Wolff and De-Shalit (2007) belong to the followers of

Nussbaum’s effort to define and or extract core capabilities. Di Tomasso (2003) works
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with Nussbaum’s list and takes out seven out of ten capabilities. In contrast, Biggeri
(2003) proposes an ad hoc non-definitive and open-ended list of 14 children’s
capabilities selected following the method suggested by Robeyns (2003). Although all
these efforts are interesting to review, it cannot be disputed that all lists end up with
similar capabilities to the ones Nussbaum has on her list. Considering the minor
differentiations, the aforementioned studies constitute a verification of Nussbaum’s core
capabilities list. Wolff’s and DeShalit’s (2007) view on the selection of Nussbaum’s list
as a starting point is shared in this study:

We shall take as our starting point Martha Nussbaum’s well-known list. While Alkire
finds Nussbaum’s list in some respects unsuitable for her purposes, and while scholars
of the capability approach have distinguished between Sen’s and Nussbaum’s
approaches, we find it intuitively very powerful, building on related ideas from
Aristotle and early Marx concerning what it is that makes a life fully human. In
addition, Nussbaum’s list is a good starting point because it is meant to be a part of a
policy oriented research project — in her case the “formulation of basic political
principles of the short that can play a role in fundamental constitutional guarantees” —
and because of its grounding in cross-cultural empirical and theoretical work. The
latter, in part, leads Nussbaum to claim that even people who otherwise have very
different comprehensive conceptions of the good can reach the same conclusion about

what functionings are included in this list as an “overlapping consensus. (p. 38)

But for the moment we side with Nussbaum who claims that a life that lacks any of
these functionings is in some important sense deprived, when we define lacking them,
or even finding one of them insecure involuntarily (we explain this idea in the next

chapter), as a form of disadvantage. (p. 40)

Alkire (2003) notes that the capability approach is deliberately incomplete, both
foundationally and in practice. Diehm and Magyar-Haas (2010, p. 105) praise the
speciality of Nussbaum’s accomplishment, the formulation of “a vague, open, arbitrarily
extendable, politically relevant list of functionings that is, on the one hand, non-

detached, but, on the other hand, objective.” They argue:
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By postulating that capabilities must be supported and made possible, and that the
individual's capabilities are indispensable for political and state task so while leaving
the achieved functionings to the individual himself or herself, Nussbaum (1990, p.
224) formulates a universalistic approach that is able to take both pluralism and

cultural differences into account to the same degree. (p. 105)

Education plays a central role in the enhancement and development of
capabilities. Nussbaum (2006) perceives public education as a crucial element to the
health of democracy and opposes the recent educational initiatives in many countries
that focus narrowly on science and technology while neglecting the arts and humanities;
that emphasize internalization of information rather than the formation of the student’s
critical and imaginative capacities. Such a narrow focus is, for Nussbaum, a danger for
democracy’s future. She identifies three key capabilities associated with education:
first, critical thinking or “the examined life”’; second, the ideal of the world citizen; and
third, the development of the narrative imagination. One of the specificities of the
Capability Approach is that it “leaves space for human diversity” (Alkire, 2003, p. 15),
a fact that should be a prerequisite in an educational setting. As “a universal theory of
the good” (Robeyns, 2003, p. 36), the Capability Approach applies to all social justice
issues, including education; and by being sensitive to local culture and context, it is
transferable and applicable in diverse structures. Sen (1992, p. 44) identifies education
as one of “a relatively small number of centrally important beings and doings that are

crucial to well-being” (as cited in Walker & Unterhalter, 2007, p. 8).

Walker and Unterhalter (2007) report:

Education, argues Sen (1999), fulfils an instrumental social role in that critical
literacy, for example, fosters public debate and dialogue about social and political
arrangements. It has an instrumental process role by expanding the people one comes
into contact with, broadening our horizons. Finally, it has an empowering and
distributive role in facilitating the ability of the disadvantaged, marginalized, and
excluded to organize politically. It has redistributive effects between social groups,
households, and within families. Overall, education contributes to interpersonal effects

where people are able to use the benefits of education to help others and hence
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contribute to the social good and democratic freedoms. In short, for Sen, “education”

is an unqualified good for human capability expansion and human freedom. (p. 8)

Nussbaum (2011) argues that the importance of education has been at the heart of the

capabilities approach since its inception.

Education (in schools, in the family, in programs for both child and adult development
run by nongovernmental organizations) forms people’s existing capacities into

developed internal capabilities of many kinds. (p. 152)

Heckman understands “capabilities” as skills or potentials for achievement.
Heckman’s central contention (drawing on a wide range of psychological research and
other empirical studies) is that human capabilities are shaped decisively at a very early
age by environmental influences of a wide variety, beginning with prenatal influences
on later development, and continuing through early life in the family and early
schooling. Heckman is interested in both cognitive and what he calls “noncognitive”
skills, by which he means emotional and characterological abilities (attentiveness,
self-control, and so on) that strongly influence adult success. . . . Empirical studies
show that early intervention is crucial, building the case for preschool interventions
and programs that partner with families seeking to develop potential in a society riven
by inequality. Indeed, Heckman contends that a great deal of human potential is being
wasted by the failure to intervene early, both through programs designed to enhance
the future human being’s health in utero and through programs after birth. Although
research shows that most central human abilities are decisively affected by what
happens at a very young age, Heckman also argues that some key emotional abilities,
such as self-control, develop later, up through adolescence, thus giving reasons to

devise supportive programs for those ages as well. (pp. 193-194)

Saito (2003) scrutinizes the strong relationship between Sen’s capability approach and
education. He points out:
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Few would deny that children need support from parents, teachers or societies in
choosing what is best for their lives. When it comes to education also, the same
argument can be made. Despite the fact that neither parents nor the State have a right
to complete authority over the education of children, as Gutmann argues, it seems
appropriate to say that a child remains in the care of others in the choice of what to
learn, so that the child’s interests can be facilitated. Therefore, although I agree that
functionings, the set of things that a person can do in life in Sen’s sense, are of course
important for children, when it comes to capabilities in children, the matter appears
complicated and problematic. To the question I posed, “How can we apply the
capability approach to children, since children are not mature enough to make
decisions by themselves?” Sen answered by showing this applicability in two respects.
First, he emphasises the importance not of the freedom a child has now, but of the
freedom the child will have in the future: If the child does not want to be inoculated,
and you nevertheless think it is a good idea for him/her to be inoculated, then the
argument may be connected with the freedom that this person will have in the future
by having the measles shot now. The child when it grows up must have more freedom.
So when you are considering a child, you have to consider not only the child’s
freedom now, but also the child’s freedom in the future. This is well articulated in
what John White argues in relation to education. He claims that adopting an extreme
libertarian position vis-a-vis the child is irrational. In other words, making no effort to
teach a child anything, since we do not know what is good or bad for the child, does

not lead the child to improve his/her well-being. (p. 25)

The capabilities that adults enjoy are deeply conditional on their experience as
children. All capabilities together correspond to the overall freedom to lead the life that
a person has reason to value (Robeyns, 2003a, p. 63). Having the opportunity for
education and the development of an education capability expands human freedoms.
Not having education harms human development and impedes choosing and having a
full life (Walker & Unterhalter, 2007). Sen’s argument has been that equal inputs do
not necessarily give rise to equal outputs because human capabilities — the real
freedoms that people have to fashion their own way of living — may be objectively
constrained (Dean, 2009, p. 262).

Specifically, Sen (1999) states that a fuller understanding of the extensive reach
and critical importance of investing in early childhood can be obtained through seeing
investment in children as a part of the overall process of development,. For him, the
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process of development can be seen as expansion of human freedom, and with the use
of the example of Robert Myers book The twelve who survive, he stresses that we
cannot be concerned only with the prevention of mortality in children, but must also
focus on “strengthening programmes of early childhood development” for a fuller life of
the children (Sen, 1999, p. 4). Enhancing the quality of life of children, influenced by
education, security, prevention of trauma, and so forth, can be crucially significant as a
part of development. The quality of childhood is important not only for what happens in
childhood but also for future life. Therefore, investment in education and other features
of childhood opportunities can enhance future capabilities in quite different ways,
because a securely preparatory childhood can directly make adult lives richer and less

problematic by augmenting our skill in living a good life.

Although the Capability Approach offers a way of engaging with questions of
educational equality, it should be a matter of concern that the absence or lack of a
critical consideration of children’s positioning within the approach as well as on
intergenerational relationships may place the Capability Approach at risk of reproducing
and reinforcing the material and knowledge-based power inequalities that are at the
heart of the institutionalized educational system instead of combating the conditions of
inequality. The controversy lies in the duality in the way of regarding children. Some
researchers within the Capability Approach regard children as social actors who have
values, make meaning, and need opportunities, whereas others see them as humans to
be who need to be prepared for the adult life in which opportunities will come to
fruition rather than seeing this as a reasonable situation for children to be accorded in
the here and now of their lives. The Capability Approach focuses implicitly on
measuring the well-being of adults whose freedom to choose a life they have reason to
value is central to the notion of capabilities (Klasen, 2010; Sen, 1998). But to what
extent can the capability approach be brought to bear on the analysis of well-being of
children (Klasen, 2010)?

Walker and Unterhalter (2007) bring to the fore the issue that, according to
Nussbaum, occurs as a necessity: that of promoting a relevant capability “by requiring
the functioning that nourishes it” (Nussbaum, 2000, p. 91). They quote Nussbaum who
gives the example of requiring children to spend time in play, storytelling, and art

activities as a way to promote the general capability of “play” that is important for
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adults. Their claim is that in children’s and young people’s education, it makes sense to
consider people’s functionings (what we manage to achieve) and not just capabilities.
As a result, teachers need to know if and how capability is being developed, by whom,
and under what conditions, as well as how this relates to capabilities. They argue:

It is clear that addressing the problem of children, capabilities, and functioning raises
issues about the content of education capabilities. Brighouse and Swift (2003, p. 367)
point out that education is not a neutral activity; it always embodies a view about what
is good in human life, otherwise it might “seem vapid, even pointless.” But are there
education capabilities that we might argue are objectively good for an individual’s
educational development? We might not wish to describe as education a process that
tolerates, ignores, or even encourages prejudice, exclusion, marginalization, or
harassment of any student on the basis of difference, or that limits their access to
knowledge or critical and confident participation in learning. Education that

contributes to unfreedoms would be deeply compatible with the capability approach.
(p. 15)

Biggeri, Libanora, Mariani, and Menchini (2004) acknowledge the influence of
the adults (parents, guardians, teachers) on child development and capabilities (Biggeri,
Libanora, Mariani, & Menchini, 2004): According to them, the capability of parents to
function may directly or indirectly influence the capabilities of child because there may
be a sort of intergenerational transfer of capabilities. As they characteristically state, the
child’s capabilities are at least partially influenced by the capability set and achieved
functionings (and also by the means, i.e., assets, disposable income) of their parents
(Biggeri et al., 2006, p. 63). They regard the possibility of converting capabilities into
functionings to be dependant purely on parents’, guardians’ and teachers’ decisions —
thereby implying that the child’s conversion factors are subject to further “constraints.”
As Alkire (2003) points out, capabilities interact with one another. Some may be
intrinsically valued and also instrumental to further capabilities; some may crowd out or
undermine other capabilities. Moreover, a potential form of capability failure may

constrain the realization of another capability and/or functioning, and vice versa.
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A child could have different relevant capabilities to those of adults and it suggests that
the relevance of these capabilities can vary according to the age and even to gender. . . .
Childhood is complex and constituted by different sensitive periods and, as a

consequence, careful timing of interventions for children’s well-being is required.
(Biggeri et al., 2006, p. 64)

Alkire (2003) suggests that rather than focusing attention on “mental” metrics
such as utility, which may not adequately reflect a person’s achievements; or on
commodities, whose primary value is instrumental, the Capability Approach draws

attention to “beings and doings” that may be valued as ends.

“The life of money-making,” as Aristotle noted, “is one undertaken under compulsion,
and wealth is evidently not the good we are seeking; for it is merely useful and for the
sake of something else.” This is not to say that many capabilities are not also
instrumentally valuable. Still, some care is taken to make sure that the instrumental
and intrinsic values of different activities and policies are clearly identified, and that
the objectives of activities are intrinsically valued ends. As the 1990 Human
Development Report put it, “The end of development must be the human being.” (p.
14)

2.7. The Capability Approach in Early Childhood Education

Atkinson claims that there is more than one way in which an idea such as the
Capability Approach can be operationally effective (Atkinson, 1999, pp. 185-186).
Saito (2003) highlights the potentially strong and mutually enhancing relationship
between the Capability Approach and education — an interrelationship and interaction

that could be crucial and groundbreaking. He calls for serious attention and research
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from educationists in order to realize the implications of the approach. Although efforts
have been made to operationalize the Capability Approach within the field of education
(e.g. Terzi, 2007; Walker & Unterhalter, 2007), to date, the context of early childhood
education has not been a matter of thorough debate. This study partially responds to
Saito’s call because this section stresses the potential linkages and applicability of the

Capability Approach in early childhood education.

Although it is tending increasingly to become formal and to be unified and
integrated in the educational system, early childhood education still constitutes the
space within education where more freedom is offered in comparison with the other
educational levels. This by no means implies that within early childhood settings, power
relations and the imposition of values and practices by the dominant discourse do not
have a significant share in the process. However, the structure, the settings, and the
actors involved experience a unique way of interacting, learning, and liberation that is

not met in other educational settings.

Every early childhood curriculum sketches the concept of the good start in life
based on the positioning of the agreed norms and values of a specific cultural setting.
Furthermore, from this political work, one can derive the perspective or “resemblance”
aims set for the next generation of this specific culture. If we consider Martha
Nussbaum’s list of central human capabilities as the minimum entitlements a person
should have and compare this with the principles that govern early childhood education,
one could easily realize that this normative evaluative framework is highly applicable in
early childhood education. Undoubtedly, the central capabilities list would require a sort
of minor modification when it is to be used in early childhood education, but the
essence of the approach would remain the same. Many of the basic human capabilities
have been scrutinized by scholars such as Montessori, Piaget, Vygotsky, Freud, or
Frobel, and these have produced an eminent argumentation on their indisputable value
that continues to influence and shape early childhood education until today. Nussbaum
Furthermore, a great number of early childhood curricula explicitly or implicitly
endorse most of the central human capabilities. Some of them are considered in the
Greek Cross-Thematic Curriculum Framework (CTCF) as well as in other curricula
(e.g. Te Wariki, High Scope, Experimental Education, the Swedish curriculum, or the
Reggio Emilia approach). With regard to the CTCF, the capabilities of play, senses—



Chapter 2 | 73
Literature Review

imagination—-thought, emotions, and affiliation compose the essential means for the

child’s development and learning.

Another example of the wide use of the basic capabilities in early childhood
curricula is the Finnish national curriculum guidelines on ECEC (2003) that illustrate
their priorities and highlight which children’s rights are embodied. Here, one can trace
the children’s right to “warm personal relationships” and to “their own culture,

language, and beliefs” — aspects that could be linked with the capability of affiliation,

3

whereas “secured growth, development and learning,” and “secure, and healthy

environments that allow play and a wide range of activities” could be linked to the
capabilities of bodily health and bodily integrity. Furthermore, the following quotes
from the national curriculum guidelines on early childhood education and care in

Finnland (2003) offer a sense of the common language used.

A good combination of care, education and teaching can promote the child’s positive
self-image, expressive and interactive skills, and the development of thinking. . . .
An activity that children find meaningful also gives an expression to their thoughts
and feelings . . . . Children play for the sake of playing, and at best, play can give
them deep satisfaction. Although children do not play in order to learn, they learn
through play... As playing is social by nature, peer groups have a significant effect on
the way the playing situation develops . . . . At an early age, children also start to
actively explore their object environment, which prepares them to a transition to
imaginary play. Imaginary games mean detachment from here and now, and the
onset of imagination and abstract thinking. . . . When they play, they imitate and
create new things. They pick up things that are meaningful for them from the sphere
of both the real world and that of fantasy and fiction, translating them into a language
of play... Artistic activities and experiences introduce the child to an aesthetic world:
the joy of learning, artistic drama, forms, sounds, colours, scents, sentiments and
combinations of experiences based on the different senses. Art gives the child an
opportunity to experience an imaginary world where everything is possible and true

and in a make-believe way. (pp. 15-22)
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An additional example could be the well-known and highly appreciated Te

Wariki curriculum of New Zealand (1996) that reveals a similar approach to the

interrelation among these aspects:

Cognitive, social, cultural, physical, emotional, and spiritual dimensions of human
development are integrally interwoven. The early childhood curriculum takes up a
model of learning that weaves together intricate patterns of linked experience and
meaning rather than emphasising the acquisition of discrete skills. The child’s whole
context, the physical surroundings, the emotional context, relationships with others,
and the child’s immediate needs at any moment will affect and modify how a
particular experience contributes to the child’s development. This integrated view of
learning sees the child as a person who wants to learn, sees the task as a meaningful
whole, and sees the whole as greater than the sum of its individual tasks or
experiences. Learning and development will be integrated through: tasks, activities,
and contexts that have meaning for the child, including practices and activities not
always associated with the word “curriculum,” such as care routines, mealtimes, and
child management strategies; opportunities for open-ended exploration and play;
consistent, warm relationships that connect everything together; recognition of the
spiritual dimension of children’s lives in culturally, socially, and individually
appropriate ways; recognition of the significance and contribution of previous

generations to the child’s concept of self. (p. 41)

The present study emphasizes the capabilities affiliation, senses—imagination—
thought, play, and emotions. These four out of the ten basic human capabilities referred
to in Martha Nussbaum’s list form the cornerstone of early childhood education,
because they are of great relevance and significance for early childhood educational
praxis and are commonly met in an early childhood education curriculum. The debate
over these aspects of childhood is timely yet timeless. It starts with the ancient Greeks
through the works of Plato and Aristotle and goes on till our days, revealing their
interrelation as well as their instrumentality in child’s development. Early childhood
education literature praises their intrinsic and instrumental value. Saito (2003) argues
that education involves both instrumental and intrinsic values. However, the dominant
case is that in early childhood curricula, these capabilities play an instrumental role in

serving academic knowledge acquisition. Wood (2010) stresses:
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The concept of integrated pedagogical approaches is supported in many different
curriculum frameworks in ECE within and beyond the UK (Wood and Attfield, 2005;
Wood, 2009; 2010a, 2010b), and is strongly endorsed in national policy frameworks
for the pre-school and primary phases. The recommendations in Aistear (NCCA,
2009) reflect the subtle and complex combination of structure and flexibility in
provision. There is broad agreement in research and policy frameworks that effective
teachers plan play-learning environments in ways that enable children to exercise
choice and autonomy in their self-initiated activities. Practitioners also plan adult-
directed activities that focus on teaching specific content and skills that are related to
the curriculum, as well as to children’s interests and patterns of learning that emerge
from their self-initiated activities. So teachers can combine play-led curriculum, and
curriculum-led play. However, curriculum frameworks should not be seen as
straitjackets. They provide guidance and advice, but it is up to skilled practitioners to
develop their provision and practice in ways that are responsive to children, their

interests and their home/family backgrounds. (pp. 3-4)

Major theorists such as Piaget, Vygotsky, and Freud, but even more recent
researchers as well, have been concerned with the meaning and the role of these
components of human existence for the development of the child. Piaget and Vygotsky
highlighted the importance of play, imagination, thinking, and socialization (part of
which is the notion of affiliation). There is a strong interaction between emotional,
social, and cognitive development in early childhood, which depends upon environment
and opportunity. Children can develop social-emotional competence through both
planned and unplanned interactions with adults and peers. The child’s free movement in
space, his or her mental, creative, emotional, and imaginary expression and participation
outside school in the present, or future established social frameworks of work constitute
an axis for every present or future scheme pertaining to any preschool education

strategy (Frangos, 1993).
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The Capability of Play

Play is an important aspect of the human life pattern that is important for a
healthy growth and well-being of the personality. The introduction of play in the
curriculum indicates that we acknowledge its educational value (Kitsaras, 2004).
Moreover, the incorporation of engagement in play as a right for every child in the UN
Human Rights Convention on the Rights of the Child (Article 31) reinforces its
significance. Hughes (2003) argues that this development is more important than its
current credit given. He argues that “the UN, even with all of the world’s current and
future problems to contend with, have given play the time of day, concluding that it is a
vitally important experience for the world’s current and future generations of children
and giving it the status of a human right” (Hughes, 2003: 16). Ginsburg (2007) points

out:

Play allows children to use their creativity while developing their imagination, dexterity
and physical, cognitive and emotional strength. Play is important to healthy brain
development. It is through play that children at a very early age engage and interact in
the world around them. . . . Undirected play allows children to learn how to work in
groups, to share, to negotiate, to resolve conflicts and to learn self-advocacy skills. (p.
183)

Wehman and Abramson (1976) argue that play helps children to communicate
with their feelings. Singer and Singer (1990) highlight that play promotes the mental
and social development of children, whereas for Pepler and Ross (1981), play enhances
children’s imagination and creativity. Piaget in his book Play, Dreams and Imitation
(1962) succinctly unfolds his ideas concerning play. He classified play from the
perspective of developmental stages of the child and considered play not only as a
reflection of the cognitive skills but also of children’s daily lives and problems. Lev S.
Vygotsky (1896-1934) stated that play influences more than the children’s cognitive
development. For Vygotsky (1931), play has an important role in the development of
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children the child by enabling them to expand their zone of proximal development. In
his views, symbolic or dramatic play fosters the children’s abstract thinking. He also
claimed that imagination begins to develop through play, and that before play there is

no imagination.

A plethora of theorists approve play for its cathartic role in the child’s emotional
empowerment. According to Goelman, Andersen, Anderson, Gouzouasis, Kendrick,
Kindler, Porath, and Koh, (2003), Freud (1938) noted that children use play as a tool to
overcome their own hidden thoughts related to their perceived actions. Children’s active
involvement or inactive observation dominates their internalized thought processes and
their conscious physical movements. Activity, the second role of play, is associated with
the individual’s social relationships or interpersonal dialogues. Play activities and
explorations help children to better understand distressing events and search for
alternative meanings that embrace pleasurable feelings and forego unpleasant ones. Play
helps children to construe an event and link symbolic properties of people and objects in
the present and past (Goelman et al., 2003).

Brown (2012) challenged the idea that the quality of play may be negatively
affected by a child’s material deprivation. In contrast to the assumption that children
who are not able to access the play experiences of their wealthier counterparts will
suffer a form of play deprivation he uses Hughes argument suggesting that if children n
the more prosperous western economies are not able to access the basic elemental
experiences of their predecessors (such as digging holes and making dens) then they
will experience play deprivation, with dangerous consequences for both the individual
and human society as a whole (Brown, 2012: 72). In his empirical study with materially
deprived Roma children he concluded that the link between poverty and play is tenuous
at best. He showed that those children, being among the most deprived children — poor
and disadvantaged — enjoyed rich and healthy play experiences.

Despite its widely accepted significance, defining play has proven problematic
within the literature because the ambiguity of the various definitions reflects the
conceptualization struggle of play. Wood and Attfield (2005) stress the problematic
positioning of play both in theory and practice through it being infinitely varied and

complex. As they argue, play cannot be defined or categorized easily because it is
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always context-dependent and the contexts vary. Definitions of play should take into
account different contexts as well as the needs, interests, affective states, and
preferences of children at different ages: what counts as play will vary according to who
is playing and the choice of play activity (Wood & Attfield, 2005, p. 7). Wood and
Attfield (2005) quote Garvey (1991) who regards play as an attitude or orientation that
can manifest itself in numerous kinds of behaviour. Furthermore, they refer to Meckley
who has drawn on Garvey’s definition of play characteristics in order to forge links
between what play is, what it does for the child, and how children make links between
their inner and outer worlds. According to them, the characteristics of play are that it is
child-chosen, is child-invented, pretend but done as if the activity were real, focused on
the doing (process not product), done by the players (children) and not the adults
(teachers or parents), requires active involvement, and is fun. Wood and Attfield (2005)

argue:

Merkley’s framework captures some of the complexities diversity and unpredictability
of play, and provides “ideal” conceptions of what play and what it does for the child.
The purposes and goals of play often shift as children manipulate play and non-play
situations because are permitted, whereas others, such as mock aggression and play-
fighting, are often banned. Play does not take place in a vacuum: everything that
children play at, or play with, is influenced by wider social, historical and cultural
factors, so that understanding what play is and learning how to play are culturally

situated processes. (p. 5)

The OECD’s 2004 report states:

In documents and curricula about ECEC, little is said about play, although researchers
sometimes claim that play is what distinguish ECEC from formal schooling. Play is
often referred to in a non reflective and taken for granted way — as something allowed to
children outside the curriculum. This is surprising as play, as a field of research, has
developed greatly since Froebel, 150 years ago, established play as a main feature of
preschool education (Frébel, 1995). If ECEC should have a curriculum with goals, and

play is a central to the child’s development, then the challenge is raised to question and
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problematise what play means in the context of young children’s learning. Is play an
activity by itself, or is it a means to learning? In what way is it different from learning?

These are questions that should be raised in curriculum work. (pp. 28-29)

As a verification of the vague and fuzzy interpretation of play in early
childhood curricula, the Swedish curriculum Lpf6 98 (2010) states:

Play is important for the child’s development and learning. Conscious use of play to
promote the development and learning of each individual child should always be
present in preschool activities. Play and enjoyment in learning in all its various forms
stimulate the imagination, insight, communication and the ability to think symboli-
cally, as well as the ability to co-operate and solve problems. Through creative and
gestalt play, the child is given opportunities to express and work through his or her

experiences and feelings. (p. 6)

Wood and Attfield (2005) argue that in spite of continuing enthusiastic
endorsements of play, its place in the curriculum remains problematic, particularly
beyond the early years of school because its role, purposes, and value in the early years

curriculum continue to be debated. They argue:

What counts as play is contested, and there are ongoing debates about the relationship
between playing, learning and teaching. These issues have been particularly relevant for
early years practitioners since the implementation of Education Reform Act in 1988,
and the subsequent flow of educational policies which have see-sawed between an anti-
and pro-play ethos. These debates have had a positive outcome because they have kept
play high on educational agendas in policy, research and practice. Play continues to be
taken seriously in the academic community, as evidenced by extensive research that is
providing new theoretical frameworks and guidance for practice. Play is also being
taken much more seriously by policy-makers, as evidenced by the endorsement for a
pedagogy of play in the British Government’s framework Birth to Three Matters, and
the Foundation Stage for three- to five-year-old children. These trends can also be seen

in many other countries, in a thriving international play scholarship, and ongoing
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debates about the role and value of play and its contribution to effective teaching and
learning. Play also continues to fascinate and challenge practitioners who are concerned
with improving the quality of their provision, understanding the meaning and value of
play, and providing evidence of learning through play. However, play remains
problematic both in theory and in practice. (p. 1)

Furthermore, Wood (2010) argued that although current policy documents for
early childhood education (ECE) in the four UK countries (England, Northern Ireland,
Scotland, Wales) and in Eire provide strong validation for play in pre-school and
primary school settings, within these national policy frameworks, the model of play that
has been developed is distinctly “educational play.” As she stresses, play is seen as
contributing to children’s learning and development, and as one of many means through

which they progress. In the CTCF (2003) it is stated on play:
Play should be highlighted as the core of the entire program. (p. 587)

Play feels the greater part of the child’s life at this age. It is the means by which the
child gets to know itself, learns about people, and the world around it, understands its
possibilities and limits. It contributes to the socialization of the child. Children through
play learn to cooperate, to take responsibilities and roles, learn to follow and respect
rules. (p. 589)

The Capability of Senses

Beings receive a great deal of information on a daily basis through their senses,
and this influences their behaviour and supports them in interacting with the world.
Through sight, hearing, touch, taste, and smell, children discover and interact with the
environment around them. Senses are the source of any knowledge one possesses on the
material external reality. Senses should not be confused with emotions, because the
former are effects of the external environment, whereas the latter are created from the
body itself.
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Te Wiriki (1996) incorporates children’s active exploration with all senses as a

priority. Within the Te Wariki curriculum it is noted:

Children develop . . . strategies for actively exploring and making sense of the world
by using their bodies, including active exploration with all the senses, and the use of
tools, materials, and equipment to extend skills (p. 86); . . . the confidence to choose
and experiment with materials, to play around with ideas, and to explore actively with

all the senses. (p. 88)

The national curriculum guidelines on ECEC in Finland (2003) mention that
children practice and learn various skills, and when encountering new things, they make
use of all their senses in the process of learning. Along the same lines, the CTCF (2003)

points out:

Children in a safe and rich in stimuli environment explore with their senses, create

ideas and construct knowledge (p. 586).

They use initially their senses, make assumptions, and try to explore the world (p.
588).

By using different materials to realize that senses help us understand the external

environment; to name and describe the sensory organs and senses (p. 604)

Children are encouraged to observe their surroundings, to use their senses to handle
various materials to find specific features, to compare them, to study their properties
and to classify them. (p. 605)

The Capability of Imagination

Vygotsky (1967) defined imagination as the human combinatorial or creative
activity that makes the human being a creature oriented towards the future and who thus
alters her or his own present. This creative activity, based on the ability of our brain to
combine elements, is called imagination or fantasy in psychology. Imagination, as the

basis of all creative activity, is an important component of absolutely all aspects of
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cultural life, enabling artistic, scientific, and technical creativity alike. Child (1973)
considers the inability of conventional tests to distinguish the potentially creative from
the not so creative, the insufficiency of conventional learning and teaching modes, and
the interaction between cognitive and non-cognitive variables (personality, motivation)
on creativity as the factors that have contributed to the enthusiasm for on in creative
thinking among psychologists. Valkenburg (2001) refers to the three related but
distinguishable imaginal processes in which imagination has been operationalized,

namely imaginative play, daydreaming, and creativity. House (2002) argues:

Fantasy has a special place in infancy: it “takes hold of any kind of material,
movements as well as ideas, for activating itself; . . . [and] fantasy without play and
play without fantasy are almost unthinkable . . . — play enlivens fantasy. . . [and]
fantasy kindles and diversifies play” (Konig, 1998, p. 64). Moreover, “Real
experiences have their sources only in the child’s fantasy. . . [T]he child can grasp his
environment only as interpretation of his fantasy, and existence gains its true meaning
and becomes experience in this way alone” (p. 64, emphasis added). As Konig
graphically puts it, “Without [fantasy] all ideas stagnate. . . . Concepts remain rigid
and dead, sensations raw and sensuous” (Konig, 1998, p. 66). And here is one of the
last century’s greatest minds, Albert Einstein: “I have come to the conclusion that the
gift of fantasy has meant more to me than any talent for abstract, positive thinking”

(quoted in Rawson & Rose, 2002, p. 21)

Udwin (1983) conducted an experimental study on imaginative play training as
an intervention method with institutionalized preschool children from disadvantaged
family backgrounds in which she found that the experimental group showed post-
training advancement on imaginative play, positive emotionality, prosocial behaviours
as well as on measures of divergent thinking and storytelling skills. She also found a

decline in children’s overt aggression.

Richards and Sanderson (1999) investigated the instrumental use of imagination
to solve deductive reasoning problems in 2-, 3- and 4-year-olds. They found that when
children in this age range were encouraged to use their imagination, they were able to

reach logically correct conclusions, even though the content of the premises
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contradicted their knowledge about the real world. As they argue, high levels of
imagination encouraged the children to create an alternate reality in which outcomes
incongruent with their everyday experience were possible, so that they could set aside
their real world knowledge. Furthermore, Singer and Singer (2005, 2007) stress that
children’s play and the growth of imagination may be seen as a critical opportunity of
school readiness enhancement and personal growth enrichment. Saracho (2002) argues
that teachers need to provide children with the opportunity to extend their imagination

and assume these make-believe roles in an encouraging learning environment.

Te Wariki (1996) supports the idea that children learn through a combination of
imagination and logic.

Young children use their imaginations to explore their own and others’ identities. (p.
25)

Children moving from early childhood settings to the early years of school are likely to
... be able to use discovery, invention, innovation, imagination, experimentation, and
exploration as means of learning. (p. 83)

Children try out original and innovative ideas and exercise their imaginations to solve
problems. (p. 97)

In the Swedish curriculum Lpfo 98 (2011), the role of imagination is presented
as being interwoven with play, because “play and enjoyment in learning in all its
various forms stimulate the imagination, insight, communication and the ability to think
symbolically, as well as the ability to co-operate and solve problems” (p. 6). Moreover,
“preschool should provide scope for the child’s own plans, imagination and creativity in

play, and learning, both indoors and outdoors” (p. 7).

The CTCF (2003) emphasizes that the visual arts, theatre drama, and music
“activate the physical abilities of children, excite, enchant, awaken their curiosity,
motivate their imagination, encourage expression, foster creativity and provide
opportunities for experimentation with materials and techniques” (p. 589). It is noted
that the diversity of colours and materials stimulate the imagination and ingenuity of
children and lead them on to new paths (p. 589). The teacher is involved in the process,
plays roles, inspires children, provokes their imagination with questions, and reinforces
their initiative (p. 589).
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The Capability of Thought

According to Vygotsky (1962), symbolic or dramatic play fosters children’s
abstract thinking (Goelman et al., 2003). Brighouse (2002) argues that it is crucial for
children and young adults to practice critical thinking and reflection, and for us to
evaluate their functioning in these areas in order for them to develop and enhance this
capability through education (Walker & Unterhalter, 2007). The thinking process
permits individuals to model their world and represent it according to their aims, plans,
and ends. Davydov (2006) considers human thought to be a specific mode of activity, a
search for necessary conditions of actions by making changes (real or ideal) to the given

situations, generally by modelling (e.g. problem-solving activities).

The encyclopaedia of early childhood education edited by Williams and Pronin
Fromberg (1992) states that symbolic thinking, imagination, and fantasy are interrelated
because each is a form of non-literal thinking. “Symbolic thinking or semiotics is a
general ability to use and interpret signs. Imagination is mental imagery that takes a
“what if”” stance. Fantasy is the ultimate in non-literal thinking because it moves beyond

reality and direct experience to products of the imagination” (p. 219).

Wood and Attfleld (2005) quote Rawson and Rose (2002, p. 78): “children who
are allowed to play freely will demonstrate a genius for lateral thinking and problem

solving of which we adults should be envious.”

The OECD report on Starting Strong Curricula and Pedagogies in Early
Childhood Education and Care (2004) argues that a point of controversy in ECEC
curriculum making has been the opposition proposed between associative (narrative)
thinking and logical analytical thinking. Although both aspects exist constantly in
everyday life with children, one or the other will often become more visible in different
programmes. In High/Scope, for example, logical analytical thinking is central; whereas
in Te Whariki and Reggio Emilia, free associative thinking is more in evidence. The
Swedish curriculum, following Bruner (1996), takes the position that children benefit
most from curricula and activities that stimulate both narrative and logico-analytic ways

of thinking. In order to become skilful learners in creative subjects and natural sciences,
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the child needs both ways of thinking (Pramling Samuelsson, & Sheridan, 2004).
Teachers and pedagogues should encourage both types of thinking in the different

topics and tasks that children undertake.

The CTCF (2003) emphasizes the expression of children’s thoughts, their
communication, and memorial skills as well as their classification and reasoning

abilities and the development of critical thinking. The following quotes are indicative:

Provide opportunities for children to use their knowledge to practice their skills and
continue to learn constantly promoting exploration, reasoning, critical thinking, decision

making, problem solving. (p. 587)

[Children should] express their thoughts, preferences, interest through the arts in many
ways. [They are] encouraged to improvise, to express thoughts and feelings and to

experiment with movement, voice, sound, light and music. (p. 610)

Emphasis is given on acquiring knowledge processes in creative work conditions and
emerging communication skills of children, getting accountability through collaborative

work, research and critical thinking. (p. 592)

The Capability of Affiliation

The notion of affiliation is perceived as bringing, receiving, associating into

close connection as a member within a community. Dewey argued that

human beings are generated only by union of individuals; the human infant is so feeble
in his powers as to be dependent upon the care and protection of others; he cannot grow
up without the help given by others; his mind is nourished by contact with others and by
intercommunication; as soon as the individual graduates from family life he finds

himself taken into other associations, neighbourhood, school, village, professional or
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business associates. Apart from the ties which bind him to others, he is nothing (as cited
in Winn, 1959).

In line with this, the Te Wariki curriculum states that children learn through
responsive and reciprocal relationships with people, places, and things. Interaction
provides a rich social world for children to make sense of and gives opportunities for
them to learn by trying out their ideas with adults and other children. Cooperative

aspirations, ventures, and achievements should be valued (Te Whariki, 1996).

Social and emotional competence is the ability to understand, manage, and
express the social and emotional aspects on one’s life in ways that enable the successful
management of life tasks such as learning, forming relationships, solving everyday
problems, and adapting to the complex demands of growth and development (Elias et
al., 2007). The Reggio Emilia approach places a strong emphasis on children’s social
construction of knowledge through their relationships within the context of
collaboration, dialogue, conflict, negotiation, and cooperation with peers and adults
(Mercilliott Hewett, 2001). Fabes, Eisenberg, Jones, Smith, Guthrie, Poulin, Shepard,
and Friedman (1999) argue that socially competent children display emotions that are
responsive to group norms and strike a balance between their own desires and interests
and those of other children. They claim that children’s social competence is related to
their ability to identify and express emotions and emotional intentions, and that
evidence supports the importance of regulation and emotion to children’s social
competence and adjustment.

Wolf and De-Shalit (2007) argue that the lack of social affiliation and
relationships, which can in turn result from racism, stigmatization, hostility, and
unemployment, may lead to lower life expectancy. Jensen (2009) refers to Sweden’s
national curriculum Lpfo 98 (2011) that aims to promote children’s “social readiness to
act in order to establish solidarity and tolerance.” The preschool should be a living
social and cultural environment that stimulates children into taking initiative and
developing their social and communicative competence. The CTCF (2003) focuses on
the socialization of the children, the enrichment of their communication skills, and the

reinforcement of interaction among children.
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The pre-primary school as a socializing institution of the child (after family) should

ensure the conditions for children to grow and socialize smoothly and versatile. (p. 586)

Furthermore, Norway’s national curriculum (Ministry of Education and
Research, Norway, 2006a) in which, according to the framework, the educational
strategy has to contribute to children’s development of social interaction skills,
language and communication skills in the broadest sense, the learning process includes
play as having content in itself and as an independent educational method (Jensen,
2009).

The Capability of Emotions

Emotion and emotional development are further ambivalent terms used widely
in early childhood education. More often than not, early childhood curricula stress the
significant role of children’s emotional development. Sheffield Morris, Silk, Steinberg,
Myers, and Rachel Robnson (2007) argue that in the last two decades, there has been a
substantial increase in psychology and popular culture’s interest in human emotionality
and the ways in which individuals express and manage emotions. According to them,
this interest is due in part to an increase in developmental research and theory
suggesting that an essential component of children’s successful development is learning
how to regulate emotional responses and related behaviours in socially appropriate and

adaptive ways. However, the definition of emotions is challenging. Frijda (2000) notes:

That there is no generally accepted definition of emotions is in part because emotions
involve so many different component phenomena. More precisely, the concept of
emotion is used to denote a large variety of phenomena, both in daily interaction and

in scientific discourse. These include feelings, evaluations of and cognitions about
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objects and events. . . . Emotions are multi-componential phenomena. Each of the
component phenomena can form the core of a definition of emotions, and actually

have done so . . . the various components do not always occur together. (p. 207)

Eisenberg (2006) argues that emotions are viewed as motivational forces that
play a role in much of our social behaviour. As noted by Parke (1994), contemporary
psychology views emotions as “both products and processes of social interactions,
relationships, and contexts” (Eisenberg, 2006, p. 1). Sroufe (1997) defines emotion as
an organized reaction to an event that is relevant to the needs, goals, and interests of the
individual and is characterized by physiological, experiential, and overt behavioural
change. Oatley and Johnson-Laird (1987) postulate that there is a small number of basic

emotion modes that occur universally in the human species. They argued:

Each has a characteristic phenomenological tone, though no meaning as such, as each
is based on a non-propositional signal. On the basis of a variety of classificatory
studies reviewed by Ekman, Friesen and Ellsworth (1982) one may infer that there are
at least five basic emotion modes: they correspond to happiness, sadness, anxiety (or
fear), anger, and disgust. One important criterion for a basic emotion is that the facial

expression associated with it should be recognised panculturally. (p. 33)

Froebel used to encourage children to express their emotion (Doliopoulou,
2003). In general it is believed that emotions influence behaviour significantly together
with social relationships and communication. Goleman and Gardner place great
emphasis on this. Goleman argues that cognitive capabilities alone are insufficient. In
the seven different types of intelligence within his theory of multiple intelligences,
Gardner proposes including interpersonal intelligence that is used to understand and

interact with other people.

According to Goelman et al. (2003), Freud hypothesized that play fulfils a
special function in children’s emotional development. Since it enables children to
relieve themselves of negative emotions and replace them with more positive ones, play

achieves a cathartic effect. The catharsis facilitates children’s ability to deal with the



Chapter 2 | 89
Literature Review
consequences of negative feelings and traumas. Consequently, children play to
disengage themselves from any negative feelings brought on by traumatic experiences
or personal confrontations, and this allows them to develop a better emotional

equilibrium.

Mayer, Salovey, and Caruso (2008) clarify the concept of emotional intelligence
as the capacity to carry out sophisticated information processing about emotions and
emotion-relevant stimuli and to use this information as a guide to thinking and
behaviour. They argue that “individuals high in emotional intelligence pay attention to,
use, understand, and manage emotions, and these skills serve adaptive functions that

potentially benefit themselves and others” (p. 503).

Emotional competence is crucial to children’s ability to interact and form
relationships with others (Parke, 1994; Saarni, 1990) Ashiabi (2000) argues that
relationships with caregivers and peers are necessary for emotional development to take
place, because they provide differing experiences and serve disparate functions. Ashiabi
concludes that in essence, the caregiver—child relationship is a training ground for
emotional skills, because the skills acquired in it are transferred into relationships with

peers.

The Te Wariki curriculum (1996), under the goal “children experience an
environment where their emotional well-being is nurtured,” stresses the need to nurture
the ability to identify children’s own emotional responses and those of others, the
confidence and ability to express emotional needs, and the trust that their emotional

needs will be responded to.

Raver (2003) claims that research indicates that young children’s emotional
adjustment matters because children who are emotionally well-adjusted have a
significantly greater chance of early school success, whereas children who experience

serious emotional difficulty face grave risks of early school difficulty.

Finally, the CTCF (2003) offers the following suggestion to the pedagogues on

emotion:
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provide opportunities to children to develop and express ideas and emations in many

ways, such as play, drama, writing, painting, among others. (p. 587).

With movement, voice, speech and materials chosen by the child, it expresses, alone or

in cooperation with others, experiences, emotions and ideas (p. 589).

Children should develop positive emotions about themselves . . . develop feelings of
love and brotherhood for all creatures of the earth. (pp. 600-601)

The abovementioned capabilities of play, senses — imagination — thought,
affiliation, and emotions are the cornerstones of this empirical study and will be further
discussed.
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CHAPTER 3
RESEARCH MODEL

None of the talents, which are hidden like buried treasure in every person, must be left untapped.
These are, to name but a few, memory, reasoning power, imagination, physical ability, aesthetic
sense, the aptitude to communicate with others, and the natural charisma of the group leader.
All of this goes to prove the need for greater self-knowledge.

Fryer

The purpose of this chapter is to present the research problems identified in the
literature review, to unfold the research questions in the current work, and to construct
the research model investigated and analyzed in the following chapters with the use of
the research data.

3.1. Research Problems

Three research problems were identified from the literature review of studies on

teachers’ beliefs and practices in the field of early childhood education:

Society in general, and educational researchers in particular, have long been
interested in children’s academic achievement. A plethora of empirical studies in
educational psychology has stressed the importance of children’s academic achievement
and investigated how intuitively appealing factors for researchers such as the
socioeconomic status of the child (Brooks-Gunn & Duncan, 1997; Caldas & Bankston,
1997; Coleman, 1988) and parental involvement (Christenson, Rounds, & Gorney,

1992; Epstein, 1991) impact on children’s academic achievement/success. It seems that
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in the current climate, the emphasis given to the outcome achievement of education is

gradually corroding early childhood education.

The “academic” nature of the curriculum in many pre-primary classrooms stands
out as one of the major issues in early childhood education. The pre-primary school is
conceived as a preparation stage for children’s school success, and primary school
academic activities are therefore pushed down into pre-primary programs. The
aforementioned phenomenon is named schoolification and can be contrasted with the
social pedagogical approach that provides broad orientations for children rather than
prescribed outcomes, and in which the acquisition of developmental skills is perceived
as a by-product rather than the driver of the curriculum (Bertrand, 2007). Debates on the
schoolification phenomenon have arisen over the Greek Cross-Thematic Curriculum
Framework (CTCF) that outlines the direction for planning and developing activities in
the context of the subjects of language, mathematics, environmental studies, creation
and expression, and computer science. Although the CTCF has been criticized
intensively for demanding the systematic application of specialized content of the
aforementioned subjects to structure pre-school curriculum activities and for attempting
to schoolify pre-primary school (Bikos, 2005; Chrysafidis 2004, 2006; Doliopoulou,
2002; Fragkos, 2002, 2005; Kiprianos, 2007; Kitsaras, 2004; Koutsouvanou 2006),
there is a lack of empirical evidence on either its effectivity or its implementation in
pre-primary school. Up to now, no research has been conducted on this issue, indicative
of the scarcity of research in the early childhood education field in Greece. In addition,
although school improvement and accountability have become an international issue,
the Greek state has failed to deliver a meaningful assessment/evaluation of pre-primary
(and not only pre-primary) practice that would clear the foggy landscape of pedagogical
activities. The lack of evaluation of the Greek educational system has led not only to the
outlay of significant amounts of money without a specific direction and without
addressing an actual problem to be faced but also to teachers spending their time on

inessential training in frequent curriculum training courses.

Teachers are considered to be the front-line implementers of educational reform
and the most influential actors in educational practice, because they are the ones who
formulate the setting for children’s development. They bear an even heavier burden than

parents, because they are expected to exhibit a high degree of professionalism when
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handling the parents’ most precious asset entrusted to them. Pre-primary teachers in
Greece live at the maelstrom of rhetoric over ameliorating the early childhood education
and care system. However, although they are expected to shape and implement the
educational reforms, they are not respected partners in the process because they are the
last to be consulted and are kept marginalized from planning and design. Kitsaras
(2004) stresses the need to take into account teachers’ views and arguments when
drawing up the curriculum — and not in an ostensibly democratic process, but in an
honest dialogue that discards compliments and political party positions. The absence of
teachers in the dialogue and decision-making on educational reform constitutes a
serious omission, because it predisposes to implementation failure. If reform is to be
successful, any attempt to improve and alter teachers’ work should take their beliefs and
views into consideration. As Vartuli (1999) notes, it is important to study teachers’
pedagogical beliefs because they are a major determinant of behaviour when teachers
make classroom decisions. In his paper on Implementing Educational Change, Michael
Fullan (1989) clarifies the undisputed necessity of taking into consideration teachers’
beliefs and practices if effective use of a reform implementation is to be delivered.
Several researchers have examined the relationship between beliefs and practices and
found modest to strong intercorrelations (Charlesworth et al., 1991, 1993; Vartuli,
1999). Despite the widespread acknowledgement of the significance of teachers’ beliefs
by scholars in the field and their impact on teachers’ practices (Charlesworth et al.,
1990; Fang, 1996; Kagan, 1992; Pajares, 1992; Vartuli, 1999), hardly any research on
teachers’ beliefs has been conducted in the Greek pre-primary context (Doliopoulou,
1996; Tsafos & Sofou, 2010). Doliopoulou (1996) conducted a quantitative study on the
beliefs and practices about developmentally appropriate and inappropriate practices in a
sample of 67 pre-primary teachers. More recently, Tsafos and Sofou (2010) conducted a
qualitative study on teachers’ understandings of the curriculum. However, there is a gap
when it comes to teachers’ beliefs and practices regarding the two pedagogical
approaches, namely, the social pedagogical and the pre-primary (schoolification)
approach. The present study attempts to fill the current gap in research on Greek

teachers’ beliefs and practices regarding the aforementioned curricula approaches.

Furthermore, there is only a small body of research in the field of teachers’
beliefs and practices addressing the antecedent factors influencing teachers’ thinking

and perceptions. Fang (1996) argues that a teacher’s beliefs are shaped by many factors
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such as the influence of discipline subculture, the quality of pre-service experience in
the classroom, and the opportunity for reflection on the pre-service experience. He also
notes that contextual factors can have powerful influences on teachers’ beliefs and, in
effect, influence their classroom practice. Emphasis has been given to examining the
teachers’ educational level, training, years of experience, teaching efficacy, and internal
locus of control (Cassidy Buell, Pugh-Hoese, & Russell, 1995; Hardy Snider & Fu,
1990; McMullen, 1997, 1999; McMullen & Alat, 2002; Stipek, Daniels, Galluzzo, &
Milburn, 1992). Despite the efforts that have been made to identify the antecedent
factors, more research is needed in order to grasp the complex and interrelated processes

of beliefs and practices.

3.2. Research Questions and Hypotheses

In response to the research problems highlighted above, three research questions
were conceptualised for the current work, and specific hypotheses informed by previous

literature were formulated.

Research Question 1: Do teachers’ beliefs predict their practices?

1.1.Do capabilities- and performance-based beliefs predict their respective practices?

The associations between capabilities- and performance-based beliefs and their

respective practices will be investigated in order to gain a deeper insight into the
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relations between teachers’ beliefs and their practices. Teachers’ beliefs and practices
have been associated with being developmentally appropriate or inappropriate
(Charlesworth et al., 1991, 1993; Doliopoulou, 1996). However, other studies have also
found inconsistencies between beliefs and practices (Vartulli, 1999). Moreover, a study
by Stipek and Byler (1997) revealed significant associations between beliefs and
practices on child-centred versus more didactic, basic-skills approaches. Based on the
reviewed literature, the present study hypothesizes that teachers’ self-reported beliefs
will be congruent with their self-reported practices. More specifically, it hypothesizes
that capabilities-based beliefs will predict teachers’ capabilities-based practices,
whereas performance-based beliefs will predict performance-based practices. It is
assumed that teachers will have a coherent set of beliefs that map on to the theoretical
frameworks seen in each approach. Based on this hypothesis, the study will examine
which of the capabilities (imagination, senses, thought, emotions, affiliation and play) is
most influential in the formation of the respective beliefs — namely, capabilities- and

performance-based.

1.2.Do capabilities-based beliefs influence performance-based practices?

The current work also seeks to investigate whether capabilities-based beliefs
influence performance-based practices. It hypothesizes that capabilities-based beliefs
will have a negative effect on performance-based practices. This hypothesis is based on
the assumption that due to the strong differences between the two sorts of pedagogy, it
will be highly unlikely that capabilities-based beliefs will go hand in hand with
performance-based beliefs. If teachers’ beliefs are in accordance with their practices, as
suggested in the literature (Fang, 1996; Kagan, 1992; Stipek et al., 2001), then there
should be a disharmony in the relationship between contradictory sorts of beliefs and

practices.



Chapter 3 | 96
Research Model

1.3.Do performance-based beliefs influence capabilities-based practices?

In the same line, this study aims to investigate performance-based beliefs in
relation to capabilities-based practices. It examines the hypothesis that performance-
based beliefs will relate negatively to capabilities-based practices. As explained above,

a contrast between teachers’ beliefs and their practices is not anticipated.

Research Question 2: Do pre-primary teachers favour performance- or capabilities

based beliefs?

This study aims to uncover the prevailing sort of belief in teachers’ perceptions.
Avre teachers trying to implement the academic orientation emphasized in the Greek pre-
primary curriculum, or do they believe in a capabilities-mode upbringing of children in
which knowledge acquisition is a side effect of the process? It is hypothesized that
teachers’ perceptions will tend to cohere around one of these two pedagogical
dimensions. Answering this question will indicate whether or not the fears regarding the
schoolification of Greek pre-primary schools are justified. This should end speculations
on this topic and introduce much-needed empirical evidence to this debate.

Research Question 3: Are teachers’ beliefs predicted by the antecedent factors of

years of experience, administrative control, self-efficacy, and decision latitude?

Do factors such as years of experience, self-efficacy, (administrative) control,
and decision latitude facilitate or hinder teachers’ beliefs and practices regarding the
two approaches? It is hypothesized that positive associations will be found between
teachers’ capabilities-based beliefs and their years of experience, self-efficacy, and

decision latitude, whereas a negative association is expected between this sort of belief
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and administrative control. In contrast, it is hypothesized that negative associations will
be found between teachers’ performance-based beliefs and their years of experience,
self-efficacy, and decision latitude, whereas a positive association is envisaged with
administrative control. The following section performs a detailed analysis of all the
model constructs and discusses the interrelations between the variables.

3.3. Research Model Constructs

This section presents the main constructs of the research model. The major
constructs in this study are teachers’ educational level, years of experience, self-
efficacy, administrative control, and decision latitude along with teachers’ capabilities-
based and performance-based beliefs as well as their capabilities-based and

performance-based practices.

It is assumed that teachers’ educational level influences their beliefs and
contributes to the outcome of their practices. Benson, McMullen, and Alat (2002) found
that teachers’ educational level significantly influenced their self-reported
developmentally appropriate beliefs scores. In addition, Buchanan, Burts, Bidner,
White, and Charlesworth (1998) identified teachers’ certification as a predictor of their

beliefs and practices.

Historically, personnel in the early childhood education arena in Greece have
received training and support from a wide range of systems, primarily because of the
development of different curricula with diverse curricular goals and pedagogy but also
because of the different study programmes in each Department of Early Childhood
Education. The core of the study programmes in Departments of Early Childhood
Education emphasizes the didactics of natural sciences, biology, math, ICT, language,

and early literacy. One much undervalued fact is that the majority of the academic staff
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members in these Departments have been trained in various disciplines that have little to

do with pedagogy and early childhood education.

Teachers’ year of experience is among the factors that have been scrutinized in
the field. Rich (1993) argues that many studies document supremacy of experienced
teachers over non-experienced teachers on a variety of issues, including teacher
understanding of classroom events. Palaiologou and Tsapakidou (2009) stress that
novice teachers make up a special group of in-service teachers facing enhanced
difficulties at the beginning of their teaching career, expressing fears concerning their
teaching efficacy, and lacking adequate support when practicing their profession.
Doliopoulou (1996) found that well-experienced Greek teachers tended to adopt more
developmentally inappropriate beliefs. Also, Rust (1994) in his study stresses the
newness and rawness of a teacher’s first year of experience. Schempp, Tan, Manross,
and Fincher (1998) found differences between novice and competent teachers in
assessing student learning difficulties, conceptions of knowledge, and reflective
practice. Moreover, some studies have established a relationship between years of
experience and teachers’ practices (Vartuli, 1999) while others did not find such a
relationship (Buchanan et al., 1998). Based on the literature review and earlier empirical
evidence, it seemed important to investigate the effect of teachers’ years of experience

on teachers’ beliefs.

Administrative control was one additional factor considered to influence
teachers’ beliefs. The Greek education system is highly centralized and governed by the
Ministry of Education, Lifelong Learning and Religious Affairs. Ifanti (1995) stated that
there is a strict centralized, bureaucratic, and authoritarian control over education in
Greece. Pre-primary teachers, like all educators working in public education, have a
civil-servant status and are dependent on the state, its legislation, and its administration.
The Ministry of Education issues and controls which curricula and textbooks should be
implemented in schools. Ifanti (1995) recognizes that centralization helps to make
overall reform more efficient; however, she stresses the potentially negative effects of a

strict central control over all educational concerns. Terhart (1998) argues that
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the teachers’ relation to school administration is somewhat ambiguous: they depend on it,
yet often come to see it as a barrier which prevents them from doing the positive things

pedagogy expects of them.

Ma and MacMillan (1999) argue that the context provided by the administration
influences interactions among staff, teachers’ feelings of being valued for their work,
and the sense of substantive involvement in the operation of school. In their study, they
found that school administration is important not only to promote teachers’ satisfaction
with their work, but also to reduce the negative impact of different levels of teaching

experience. Apple and Jungck (1990) state:

Despite all of the rhetoric about teaching and professionalism, about enhancing teachers’
power, and about raising pay and respect, the reality of many teachers’ lives bears little
resemblance to the rhetoric. Rather than moving in the direction of increased autonomy,
the daily lives of teachers in classrooms in many nations are becoming ever more
controlled, ever more subject to administrative logic that seeks to tighten the reins on the
processes of teaching and curriculum. Teacher development, cooperation, and
“empowerment” may be the talk, but centralization, standardization, and rationalization

are the tendencies.

But despite the design of the curriculum, it is significant to reveal what the front-line
implementers, namely pre-primary teachers, preach and practice. It is necessary to
discover how free the educators are to apply their own ideas within educational practice
or whether the administration fetters their pedagogical liberty and ambitions.

The term self-efficacy encompasses a person’s specific belief about her or his
ability to carry to completion a prescribed course of action or bring about an intended
outcome. The term epitomizes a core concept of Bandura’s (1977) social-cognitive
theory. According to Bandura (1977, 1986), motivation is determined by judgements of
the capability to execute particular courses of action (“efficacy expectations”) and
beliefs about the likely consequences of those actions (“outcome expectations™).

Efficacy expectation is the conviction that one can successfully execute the behaviour
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required to produce the outcomes. Kagan (1992) argues that self-efficacy refers to a
teacher’s generalized expectancy concerning the ability of teachers to influence
students, as well as the teacher’s beliefs concerning his or her own ability to perform
certain professional tasks (Ashton & Webb, 1986; Bandura, 1977; Gibson & Dembo,
1984).

Teachers may believe either that they are effective in teaching or that they lack
the ability to make a difference with their students. It has been found that a strong sense
of personal efficacy is related to better health, higher achievement, and better social
integration (Schwartzer, R. et al., 2002). It has also been confirmed empirically that a
healthy school climate is conducive to the development of teachers’ beliefs that they can
influence student learning (personal teaching efficacy) (Hoy & Woolfolk, 1993). Self-
efficacy beliefs determine how people feel, think, motivate themselves, and behave.
Within the pre-primary school context, teachers are the decision-makers and determine
the evolution of the educational process. Therefore, it is a paramount issue to bring to
the forefront their self-efficacy beliefs, because these could deliver in-depth insights for
policy planners as well as those responsible for training teachers. Bandura (1993)
argues that teachers’ beliefs in their personal efficacy to motivate and promote learning
influence the types of learning environments they create and the level of academic
progress their students achieve. Ashton (1985) points out that self-efficacy is expected
to influence the teachers’ choice of instructional activities, the amount of effort they
expend in teaching, and the degree of persistence they maintain when confronted with
difficulties. Moreover, teachers’ beliefs in their efficacy “affect their general orientation
toward the educational process as well as their specific instructional activities”
(Bandura, 1997, p. 241) Ma and MacMillan (1999) refer to the three ways that teachers’
professional competence can be expressed; these being teachers’ beliefs that they have
the prerequisite subject-content knowledge and skills in sufficient detail to be able to
teach the particular course effectively and with confidence, that they have access to
effective and current instructional strategies and skills for their use, as well as that they
are able to use the subject-content knowledge in conjunction with instructional
techniques to enable students to meet the standards for the course they are being taught.
Researchers assess self-efficacy beliefs by asking individuals to report the level,
generality, and strength of their confidence in being able to accomplish a task or

succeed in a certain situation (Pajares, 1996). In this study, teachers’ self-efficacy is
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perceived as influencing teachers’ beliefs in the way they nurture, cultivate, and educate

children (See Appendix for the table with the item indicators of teachers’ self-efficacy).

Decision latitude (decision authority or skill level): Job “decision latitude” is
defined as the working individual’s potential control over job-related decision making
(Karasek et al., 1981). This most commonly used definition of job decision latitude
indicates the degree of actual influence over the actual decision made and describes
features of jobs, primarily the ability of the worker to use his or her skills on the job, to
have the authority to make decisions regarding how the work is done, and to set the
schedule for completing work activities. This level of decision latitude focuses on the
worker’s abilities to control his or her own activities and skill use, not to control others.
According to Gulielmi and Tatrow (1998), lack of decision latitude is considered to be a
stressor in the working environment as well as one of the determinants of job strain.
They suggest that the lowest amount of strain should be expected in jobs characterized
by low demands and high decision latitude, whereas the greatest strain will result from a

combination of high demands and low decision latitude.

Teachers’ capabilities-based beliefs and practices represent the social-
pedagogic approach according to which the focus is on developmental goals,
interactivity between pedagogues and children, and a high quality of life in the early
childhood setting within a broad developmental framework and a local curriculum
development. This approach offers broad orientations for children rather than prescribed
outcomes, and the acquisition of developmental skills is perceived as a by-product
rather than as the driver of the curriculum. The aim is to enhance children’s capabilities

in the emotional, social, aesthetic, and cognitive sector.

Teachers’ performance-based beliefs and practices represent the pre-primary or
schoolification approach in which the curriculum, as a product of a centralized
development, often contains detailed goals and outcomes stated as learning
expectations, and these are related to school readiness tasks and skills. According to this
approach, pedagogues tend to interact with children around activities related to these
learning expectations and rely more on direct instruction strategies. The current Greek

pre-primary curriculum espouses the pre-primary approach.
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The following figure illustrates the main research model in the current study and

indicates the assumed interrelations among the variables and factors.

Figure 3.1 Main Research Model

/ Teachers’ \ / Teachers’ \
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based-oriented
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* Had to be withdrawn (see Chapter 1V)

3.4. Research Aims

In conclusion, this study pursues three research aims:
e To formulate a theoretical model informed by the current literature to depict the

interrelation among teachers’ capabilities-based and performance-based beliefs

and practices
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e To develop an appropriate instrument for the investigation of teachers’
capabilities-based and performance-based beliefs and practices

e To test the model empirically using SEM and quantitative data analysis
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CHAPTER 4
METHODOLOGY

To err is human, to forgive divine;
but to include errors into your design is statistical.
- Leslie Kish

The purpose of this chapter is to delineate the research methodology and the
related concepts, procedures, and tools used in the empirical investigation. This chapter
examines the psychometric properties of the instrument designed to operationalize
teachers’ beliefs regarding performance-based and capabilities-based learning. The
study examined the reliability and validity of the instrument. The research design,
population sample, procedures, instrument development and statistical methods that

were used are reported below.

4.1. The Study

The aim of this study is to discover whether Greek pre-primary teachers’ beliefs
predict their practices. Moreover, it seeks to detect which concept they favour, namely
either (a) the expansion (enhancement) of children’s capabilities or (b) the acquisition of
the academic learning considered useful for their further school career. Furthermore, it
investigates whether teachers’ personal characteristics (which served as independent
variables) such as teachers’ years of experience, their self-efficacy, the experienced

administrative control, as well as their decision latitude, predict teachers’ beliefs.

The research methodology design used in this study is categorized as a cross

sectional quantitative research with purposeful selection of subjects organized into two
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groups: novice and experienced. According to Field (2009), cross-sectional designs are
a form of research in which researchers observe what naturally goes on in the world
without directly interfering with it. This term specifically implies that data come from
people at different age points with different people representing each age point. The
design was structured so to provide self-reported data with respect to the current status
of the issues surrounding the variables of the study. In that way, it was possible to
gather a broad range of information from a large number of respondents. The literature
highlights the problems occurring in studies from the use of self-report instruments.
Fang (1996) argues that teachers’ written responses in these studies may reflect what
should be done rather than what is actually done in class. However, as Pajares (1992)
states, self-report instruments help to detect inconsistencies and areas that merit

attention.

Studies designed to investigate teachers’ beliefs and practices were reviewed to
determine the method used in this study. This revealed a great variety of approaches. By
recognizing the paucity of research with large numbers of participants within the field
with a considerable number of participants (above 150 subjects), it was perceived

necessary to proceed to a quantitative empirical study with a respectable sample size.

The researcher developed a questionnaire consisting of the measureable concepts
used to operationalize the research hypotheses. The instrument was divided into three
major categories: (a) background sociocultural information about teachers, (b) beliefs
and practices rating scales, and (c) a professionalization scale from which self-efficacy

and decision-latitude scales were derived.

4.2. Population and Sample

The population of this study was Greek pre-primary school teachers working in
kindergartens (nipiagogeia) run under the supervision of the Ministry of Education who

were enrolled in a training programme. A purposive sampling method was used to
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select the training and retraining programmes in which the respondents were enrolled.
Although this method may not be representative of the whole population and may lack
generalizability, it does however provide an in-depth understanding of curriculum

praxis in the field of Greek pre-primary education.

The selection was made purposively between novice and well-trained pre-
primary teachers in diverse regions of Greece. The selection of regions depended on the
operation of the training and retraining programmes, namely PEKSs (Perifereiaka
Epimorfotika Kentra) and Didaskaleia, and access into these institutions. These

institutions offer government-subsidized training courses for in-service teachers.

The distinction between novice and well-trained teachers was based on applying
the developmental stages suggested by Katz (1972) to preschool teachers (see Figure
4.1). Although Katz supports the fact that individual teachers may vary greatly in the
length of time spent in each of the four stages, a rough estimation of the length of each
stage is made. During these four developmental stages teachers pass from anxiety to
knowledge and skill acquisition, to improvement of techniques and repertoire of
activities before reaching the stage of maturity in which they can become reflective on
their profession. Maturity may be reached by some teachers within 3 years, by others in
5 or more. The teacher at this — last — stage has come to terms with herself as a teacher
(Katz, 1972).
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Figure 4.1: Stages of development and training needs of preschool teachers (adapted from L.G. Katz

(1972, p. 3, Figure. 1): Developmental Stages of Preschool Teachers. Clearinghouse on Early Childhood
Education, Urbana, IL. Retrieved from http://eric.ed.gov/PDFS/ED057922.pdf

Based on these developmental stages, a novice pre-primary school teacher was

defined for the present study as a public pre-primary school teacher with between 0 and

5 years of experience. An experienced teacher was defined as a public pre-primary

school teacher who had more than 5 years of experience. An additional factor

contributing to the aforementioned distinction between novice and well-experienced

teachers was the fact that a precondition for joining the retraining programme offered in

the universities (Didaskaleio) was to have a minimum of 5 years teaching experience.

The approximate sample size was defined by following Taro Yamane’s table

(cited in: Israel, 1992) with the size of the target population determined to be a

minimum of 201. The level of accuracy (confidence level) was established at 95% to


http://eric.ed.gov/PDFS/ED057922.pdf
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indicate the margin of error (associated p level .05). However, because the population
was distinguished by the teacher experience variable, a more purposeful and larger
sample size of approximately 350 was estimated to be needed to obtain reasonable

distributions for the experience variable and to ensure representativeness.

Table 4.1 shows the distribution of the sample with respect to experience
grouping and gender. The final sample comprised 341 pre-primary school teachers 124
(37%) of them were novices and 217 (63%) were well-experienced. A total of 98% of

the teachers were women (333) and only 2% were men (8).

Table 4.1. Teachers’ analysis experience grouping

Gender
Group .
Female Male Overview
Novice teachers 121 3 124
(35.50%) (0.90%) (36.40%)
212 5 217
Well- i d teach
ell-experienced teachers (62.20%) (1.50%) (63.60%)
333 8 341
Total
(97.70%) (2.30%) (100.00%)

The low number of male participants also reflects the fact that a low number of
males attend of the training and retraining programmes. In Greece, as in many Western
countries, pre-primary education is in principle a gender-skewed profession saturated by
women. According to Kitsaras (2001), the teaching staff of pre-primary schools consists
of pre-primary teachers, who, until today, are almost all female. Since 1984, when the
first male pre-primary teachers graduated in Greece, the percentage of men who have
studied at pedagogical departments of pre-primary education has never exceeded 3-4%
(Kitsaras, 2001). Doliopoulou (2006) provides a table showing the number of teaching
personnel in public pre-primary schools between 1999 and 2005 and she argues that
very few males seem to be entering this arena every year. She states that the figure was
0.44% in 1999-2000 and rose to 0.60% in 2004-2005. According to the to statistical
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data from the Greek National Statistical Service, for the year 2010-2011, out of a total

of 13,496 preschool teachers, only 162 were men, that is., about 1.2%.

The field of pre-primary education worldwide is challenged by gender bias and
in the literature it is claimed that there is a dire need for the elevation of the profession
(Jalongo et al., 2004). It is considered that the equalization of salaries between pre-
primary teachers and primary and secondary teachers as well as an equal accreditation
would contribute to improving of preschool teachers’ status and professionalization
(Jalongo et al., 2004; Lindsay & Lindsay, 1987). However, despite what Arreman and
Weiner (2007) call the “universification” resemblances of the Greek educators within
the educational system with regard to standards of training as well as their salaries, it is
clear that preschool teachers still face a low prestige not only in the society but also
within the educational system in comparison to primary and secondary school teachers.

Although the age of teachers varies within qualification groups, the majority of
novice teachers belong to the 21-30 age group whereas the majority of the well-
experienced teachers belong to the 31-40 age group. Table 4.2. presents the cross-

tabulation analysis on the consistency of the groups depending on age.

Table 4.2. Cross-Tabs on teachers’ categories and age

Age
Group )
21-30 31-40 Above 41 Overview
64 48 12 124
Novice teachers
Vi (18.60%) | (14.20%) |  (3.60%) (36.40%)
. 3 120 94 217
Well-experienced
teachers (0.90%) | (35.50%) (27.20%) (63.60%)
67 168 106 341
Total
(19.50%) | (49.70%) (30.80%) (100.00%)
Cramér’s V score with .62 p .00
teachers’ age

Note Cramér’s V correlation coefficient
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As a backdrop to the analysis that follows in the next chapter, it was considered
important to investigate teachers’ background characteristics such as their educational
level, their marital status as well as their parents’ education. Descriptive and inferential
techniques were employed for the analysis of the data. The respondents’ background
analysis results are reported in Table 4.3.

With regards to teachers’ educational level, it can be observed that the vast
majority of respondents in every age group hold a bachelor degree, followed by
pedagogical academy graduates and master graduates, whereas doctoral graduates were
few and far between. After discovering that the sample of the study is rather
homogeneous with respect to educational level, it was considered wise to not include
this factor as a predictor variable in the main research model because it would not

provide any useful information.

With regard to the marital status of the respondents, the majority of the teachers
were married (63.05%), and 31.67% were single. It is worth noting the percentage of
divorced teachers (5.28%), because this does not match the general trend in Greek
divorce rates. According to Eurostat (2011), the Greek divorce rate for 2010 was 1.2 per
thousand inhabitants. An interpretation of this inconsistency may be that the following:
teachers, being public servants, are financially independent and have guaranteed a state
of employment for the rest of their professional lives. They are also well-educated.
Therefore, the prevalent traditional family model dominated by marriage and child-
rearing values may depend highly on the professional, financial and educational status
of Greeks. Finally, the low levels of teachers’ parents’ education could be explained by
the fact that the majority of the respondents were older than 31 years when the study
was conducted and consequently their parents should be the first generation after World
War 11, who grew up in a crushed country in which education was not considered a

priority.
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Background characteristic N %
Teachers’ educational level
Pedagogical academy 32 9.40
Bachelor’s degree 277 81.20
Master’s degree 30 8.80
PhD 2 0.60
Total 341 100
Marital status
Single 108 31.67
Married 215 63.05
Divorced 18 5.28
Total 341 100
Teachers’ maternal education
Illiterate 20 5.87
Elementary graduate 170 49.85
Lower secondary school grad. 35 10.27
Upper secondary school grad. 77 22.58
Bachelor’s degree 37 10.85
Master’s degree 1 0.29
PhD 1 0.29
Total 341 100
Teachers’ paternal education
Illiterate 11 3.23
Elementary graduate 140 41.06
Lower secondary school grad. 56 16.42
Upper secondary school grad. 75 21.99
Bachelor’s degree 54 15.84
Master’s degree 2 0.59
PhD 3 0.87
Total 341 100
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4.3. Questionnaire Development

Because one of the major aims of this study was to investigate the teachers’
beliefs and practices, it was necessary to develop an instrument that operationalizes the
theoretical framework and measures teachers’ capabilities-based and performance-based
beliefs and practices in a way that is adjusted to the Greek pre-primary education
context. The development of the instrument derived from the need to gauge which
antecedents influence teachers’ beliefs concerning an instruction method to achieve
academic goals (performance-based beliefs) or to develop or enhance capabilities for
children, by valuing the process and not the outcome (capabilities-based beliefs) as well
as to discover a potential relationship between teachers’ beliefs and practices with
regard to this dichotomy (performance-based vs./& capabilities-based).

The construct of “teachers’ capabilities-based and performance-based beliefs
and practices” was developed by synthesizing theory, the Greek Cross-Thematic
Curriculum Framework and relevant published instrumentations in the pre-primary field
It contains four main factors/scales; capabilities-based beliefs, performance-based
beliefs, capabilities-based practices and performance-based practices. The capabilities-
based beliefs and practices factors contain items categorized as CA-Thought, CA-Play,
CA-Affiliation, CA-Senses, CA-Imagination and CA-Emotions whereas the
performance-based beliefs and practices contain items categorized as AG-Thought, AG-
Play, AG-Affiliation, AG-Senses, AG-Imagination and AG-Emotions (see Table 4.4.).
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Table 4.4 — Questionnaire Items — Beliefs in Enhancing Children’s Capabilities

Item  Questionnaire statement: How important is it for the children  Factor M  SD

No. to... Loading
Thought CA
2 interact with the possible alternative solutions in a problem- 46 3.74 45

solving activity.

5 have freedom to determine the progress of an activity .35 3.60 .53
25 be encouraged to write in any way they can .28 3,53 57
43 express their thoughts when listening to a narrative 49 357 .54
Play CA
6 have the freedom to plan and organize their dramatic play 43 355 .59
9 have time for free play 31 3.86 .37
10 take part in recreational activities .39 3.61 51
11 engage in playful activities based on their interests 37 3.83 41
Affiliation CA
19 enrich their knowledge through peer interaction 37 359 .53
21 become friends with their peers .35 3.71 51
22 develop their communicative skills .50 381 .39
23 learn to cooperate .40 391 .30
35 accept people from different linguistic, cultural, or religious A7 3.80 .44
backgrounds
Senses CA
39 use their senses to explore their surroundings .61 3.66 .47
40 choose and use different materials creatively .55 3.67 .47

Imagination CA

15 have the freedom to use their imagination to define the course of 48 3.65 .49
an activity

29 be involved in role-playing games .50 3.66 .49

30 use their imagination and narrate a fairy tale of their own A7 3.71 .48

31 imagine the outcome of a narrative 49 3.33 .56

33 have their imagination and resourcefulness stimulated .59 3.82 .39

38 experiment with the objects to be found in the pre-primary school .60 354 52

Emotions CA

18 discuss the emotional effect of an argument, fight, etc. with their 32 3.72 53
pre-primary school teacher

32 share their fears and anxieties 45 3.78 42

34 negotiate possible conflicts or tensions that may arise when they 43 3.74 48

cooperate
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Table 4.5 — Questionnaire Items — Beliefs in Academic Learning Orientation
Item Questionnaire statement: How important it is for the children  Factor M SD
No. to... Loading
Thought AG
1 improve their mathematical skills through problem-solving activities 47 3.23 .56
3 develop the capacity to recognize familiar words in the environment 51 329 .63
and within texts
4 memorize very short texts in order to grasp elements of the language 52 273 .77
progressively (e.g. syllables)
26 get used to memorizing, reciting poems, learning similes, using word .56 2.65 .78
puns etc
27 recognize and compare different forms of written speech, e.g. a 54 3.03 .67
manuscript and a printed text in the Greek language as well as others.
Play AG
7 enrich their knowledge through play .30 390 .30
12 have organized activities included in their outdoors play 49 265 .75
41 involve themselves in writing activities through games .38 345 57
Affiliation AG
8 participate in activities organized by the teacher 37 3.10 .58
24 learn the social rules that they have to follow when taking part in a 51 359 .52
circle discussion
28 participate in team games, so as to broaden their knowledge through 21 3.80 .40
peer interaction
Senses AG
14 learn through a lesson plan (even if they may not use all their senses) 42 297 .70
Imagination AG
16 engage in activities organized in advance so as to avoid unexpected .50 2.13 .85
consequences
17 have their imagination reinforced as part of their learning abilities 27 3.48 57
36 learn not to interrupt the course of an activity and wait until it is 51 287 81
completed
37 engage themselves as much as possible with computers 42 230 .71
Emotions AG
20 develop positive feelings towards learning 27 3.78 .42
42 learn to control their feelings in the pre-primary school 42 338 .71
44 Accept any rules and restrictions that apply in the pre-primary school .50 349 52
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With respect to the beliefs and practices rating scales, a self-reported format was
used with a 4-point rating scale. The Beliefs Scale asked teachers to indicate the relative
degree of importance for each statement on a rating scale ranging from 1 (not important
at all) to 4 (extremely important), and the Practices Scale asked teachers to indicate the
frequency for each statement on a scale ranging from 1 (almost never) to 4 (very often).

The purpose of a rating scale is to allow respondents to express both the
direction and the strength of their opinion about a topic (Garland, 1991). For the
original draft version of this part of the questionnaire, the author generated a pool of 49
and 19 items containing statements on aspects of children’s learning for beliefs and
practices respectively. It was anticipated that teachers who favoured a child-centred
approach might respond quite differently to each of these statements in comparison with
teachers who favoured a more skills-based approach. The items chosen for the
Teachers’ Beliefs Scale were influenced by the professional literature and were adjusted

to the requirements of the Greek Cross-Thematic Curriculum Framework (CTCF).

Table 4.6 — Questionnaire Items — Practices in Enhancing Children’s Capabilities

Item Questionnaire statement: Please indicate the extent to which  Factor M SD

No. you usually involve children in the following activities Loading

1 Dramatic play .55 3.18 .64

5 Narrating stories .56 3.34 .59

8 Singing .35 3.75 .48

11 Defining the evolution of an activity .62 3.15 .58

12 Playing freely .36 3.75 45

16 Being involved in playful activities that the children themselves .67 3.56 .55
have chosen

17 Discussing social dilemmas and issues (e.g. people with special .65 3.15 .66
needs)
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Table 4.7 — Questionnaire Items — Practices in Academic Learning Orientation
Item Questionnaire statement: Please indicate the extent to  Factor M SD
No. which you usually involve children in the following Loading
activities

3 Activities emphasizing the acquisition of mathematical skills .57 328 51
6 Writing their names .35 3.77 44
9 Counting 12 327 .72
10 Memorizing texts 71 238 .79
15 Being asked to recognize familiar writing in their environment .54 3.27 .60
18 Cutting out and painting outlines 32 228 .90

The content of the instrument was also influenced in a moderate way by the
Teachers Belief Scale (TBS) and Instructional Activities Scale, two well-known and
frequently used quantitative measures of kindergarten teachers’ beliefs and practices in
the USA developed by Charlesworth et al. (1991, 1993). These measures were
developed on the basis of the guidelines for developmentally appropriate practice issued
by the National Association for the Education of Young Children (NAEYC). The items
that were included in Charlesworth et al.’s instruments cover many important aspects of
the early childhood curriculum based on broad curriculum concepts that could be related
to an extensive range of principles or theories of young children’s development and
learning. The original draft of the present questionnaire was administered to
experienced teachers and to professors in order to examine item clarification and

provide the author with feedback.

After this process, the wording of certain items had to be revised to increase
their clarity, and some items were eliminated because they did not discriminate between
the child-centred and skill-centred approach. The final corpus of the Beliefs Scales

contained 44 items (See Appendix).

The questionnaire constructed for this study consists of three major categories:
sociocultural background information about teachers, beliefs rating scales, practices

rating scales, and the professionalization scale.
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With regard to the sociocultural background information on the teachers, the
study focused on teachers’ background from a demographic, educational, and socio-
economic perspective. Teachers reported their gender, age, years of experience,
education level attained, marital status, number of children, spouse’s occupational
status, as well as the educational level of their mother and father. Several scholars have
related the level of teachers’ education and years of experience to their behaviours,
beliefs, and practices. (Cassidy et al., 1995; Benson McMullen, 1999; Benson
McMullen & Alat, 2002; Hardy Snider & Fu, 1990, Vartuli, 1999). The research
literature on early childhood settings has reported an association between high levels of
education and positive teachers’ behaviour. Snider and Fu (1990) found a relationship
between level of education and knowledge of developmentally appropriate practices
(DAP). Moreover, Huberman (1992, 1993) suggested that, as teachers gain more
teaching experience, they often follow one of two tracks: either one defined as proactive

and professionally content or one defined by self-doubts and conservatism.

With respect to the third category, items were included from the
Professionalization scale (see Ziegler et al. (manuscript, in press 2012)
Professionsfragebogen from the “Evaluation sozialer Frihwarnsysteme in NRW und
Schutzengel Schleswig-Holstein). Two subscales were derived from this scale, namely,
Self-Efficacy, and Decision Latitude. Sample items from each scale can be found below
(Tables 4.8. & 4.9.).

Table 4.8 — Self-Efficacy Scale Items

Self-Efficacy Items Factor M SD
Loading
1) 1 am convinced that my educational practice in the pre-primary 74 3.06 47

school is appropriate.

2) The children’s parents accept me as a teacher. .62 3.35 51

3) I am convinced that my educational practice contributes to the .78 3.22 .53

child’s development and socialization.

4) 1 can easily handle any problems occurring in the pre-primary 73 3.03 .52

school.

5) My job contributes significantly to prompt provision of help and 51 3.31 .56

support to children who need it.
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Table 4.9 — Decision-Latitude Scale Items

Decision-Latitude Items Factor M SD

Loading

1) | decide alone what methods to use in my educational practice. .88 2.82 .78
P) | decide and define alone the aims of my educational practice. .89 2.78 81
B) | decide and define alone the context of my educational practice. .88 2.62 .83
1) 1 decide alone on the way to solve educational problems. .76 2.61 .76

4.4. Pilot Study

A pilot study was conducted in order to investigate the internal consistency
(reliability) and content validity of the constructed scales. The aim was to reduce
measurement error by examining the characteristics of validity and reliability of the
measure. The researcher has established reliability and validity for this instrument by
conducting a pilot study in May 2010. The respondents were 31 pre-primary school
teachers, (93.50% female and 6.50% male) attending a retraining program held by the
University of loannina. Sixteen (51.60%) respondents were aged between 30 and 39
years; the other 15 (48.40%) were aged above 40. Most of the teachers had either a
Bachelor’s degree (n = 18, 58.10%) or a degree from a pedagogical academy (n = 11,
35.50%), and the rest were Master’s graduates (n = 2, 6.50%). Their experience varied
from 5 years (n = 13, 41.90%), to between 6 and 10 years (n = 15, 48.40%) and to
between 11 and 20 years (n = 3, 9.70%).

Testing the reliability delivers information about the extent to which an
instrument used is consistent with itself. According to Fishbein and Ajzek (1975),
reliability refers to the degree to which a measure is free of variable error. Therefore,

the lower the reliability of an instrument the less useful it is.
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Cronbach’s alpha is one of the most frequent and pervasive statistical measures
in research involving test construction and use. Basically, Cronbach’s Alpha shows how
well each individual item in the scale correlates with the sum of the remaining items.
An acceptable value of Cronbach’s alpha is considered to be .7 to .8 (Field, 2009; Kline,
1999). However, several scholars recommend being cautious when formulating general
guidelines on alpha (Cortina, 1993; Schmitt, 1996). Schmitt (1996) perceives the use of
any cut-off value as short-sighted because satisfactory levels of alpha depend on test use
and interpretation. In addition he notes that alpha increases as a function of test length.
“When a measure has other desirable properties, such as meaningful content coverage
of some domain and reasonable unidimensionality, this low reliability may be not a

major impediment to its use” (Schmitt, 1996).

The scales were found to be reliable at the indicator and item level as well as the
overall scale level. The internal consistencies across all items for the 43 items assessing
Teachers’ Beliefs and the 18 Instructional Activities items were reasonably satisfactory
with values of o= .84 and o= .70, respectively. The 24-item capabilities-based beliefs
(BCA) subscale (0=.77) and the 19-item performance-based beliefs (BAG) subscale had
acceptable Cronbach’s alphas of .77 and .70, respectively. Finally, the 7-item
capabilities-based practices (PCA) subscale and the 5-item performance-based practices
(PAG)subscale had questionable alphas of .60 and .63. Therefore 2 and 3 items
respectively were eliminated from the initial scales in order to achieve better internal

consistency (See Appendix).

4.5. Administration of the Questionnaire and Main Data Collection

Process

The investigator e-mailed a brief summary of the project, explaining the purpose
of the survey and asking for permission and help along with a short CV to the
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professors who were directing the training and retraining programmes in each region
(see Appendix 1 for a copy of the material). Follow-up calls were made to the heads and
the secretaries of each programme by both the researcher and Prof. Dr. Spyros Pantazis
to encourage participation and answer any questions that might have emerged. During
these phone calls, information was gathered about the exact number of participants in
each programme as well as about the schedule of study programme they were attending.
This process offered an estimation of the number of possible participants. Data

collection did not occur until permission was granted.

The administration of the questionnaire as well as the collection of data was
done directly by the researcher herself in four Greek universities: University of
loannina, Kapodistrian University of Athens, Aristotelian University of Thessaloniki
and University of Crete. However, in the case of Didaskaleio of Rhodos (Aegean
University), both the administration and the collection of data were carried out by the
secretary of the institution at that time. Table 4.10 presents the targeted and actual
sample distribution within institutions and Figure 4.2 illustrates the survey instrument
distribution. As can be observed, the number of participants from Rhodos University
was lower than the others because of the small number of attendees in the specific
retraining programme. The phenomenon of having a small number of participants in
institutions located in the periphery and a higher number of attendees in big cities such

as Athens and Thessaloniki is not unexpected.

Table 4.10 Sample distribution within recruitment institutions

% of Target Actual
Distribution Number Number

Kapodistrian University of Athens 21.11 100 72

.g University of Crete 8.80 30 30

g University of loannina 7.63 30 26

7;95 Aegean University (Rhodos) 3.52 15 12
Aristotelian University of Thessaloniki 22.29 100 76
PEK loannina 17.60 90 60

¥ 17 PEK Thessaloniki 9.38 60 32

o

2% PEK Thessaloniki 9.67 60 33
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It should be noted that none of the participants received any incentive or
remuneration for their participation. The sampling frame began with 485 participants.
Of the 485 questionnaires distributed, 341 were completed and returned. The overall

participation rate was 70.3%.
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Figure 4.2: Survey instrument distribution
Source: Google, Note: The green dots represent the locations of retraining programmes for well-experienced teachers

(Didaskaleia); the red dots, the training programmes for novice teachers (PEKS).

For better and accurate results for this survey, it is necessary to put some basic
requirements. Firstly, to be able to make correlations that correspond to reality between

years of service, beliefs and practices should be assumed that all answers given by
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teachers are true and not influenced by any external factor. Also the fact that they were
surveyed by anonymous questionnaires permits to conceive that teachers were objective

in their responses.

4.6. Psychometric Properties

An instrument must fulfil two broad categories of psychometric properties in
order to be considered as a good measure of a construct: reliability and validity.
Reliability represents the measure’s ability to measure the construct of interest
consistently, whereas validity indicates how well it accurately measures the construct of
interest. The concepts of reliability and validity, which are further analysed, concern the
degree to which the measuring instrument is free of measurement error. Hence, they

were explored in order to ensure the appropriateness of the instrument used.

4.6.1. Reliability

The scales used were expected to display acceptable levels of internal and
temporal consistency. The reliability coefficients of each scale met the criterion.
Construct reliability ranged from 0.63 to 0.88. Cronbach’s alpha for each scale and
subscale is shown in Table 4.4. (see Appendix for intercorrelations of the items of each
scale). The Beliefs Scale demonstrated sound reliability, whereas the Practices Scale
was at the limits of what is permissible. The Self-Efficacy and Decision Latitude scales
had adequate reliability. Although the PCA and PAG scales were at the cut-off point

(also rather low), conceptually, it makes sense to retain them.
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Table 4.11 Scales reliabilities

Number  Cronbach’s
Sample item of a
Scales ]
items
(N =431)
1. Teachers’ Beliefs Scale
1.1. Capabilities-based beliefs (BCA) Itis for the children to interact with possible 24 83
alternative solutions during problem-solving activities.
1.2. Performance-based beliefs (BAG) It is for the children to improve their mathematical 19 75
skills.
Total 43 84
2. Teachers’ practices scale
2.1. Capabilities-based practices How often do children play freely? 7 .63
2.2. Performance-based practices How often do you involve/engage children in activities 6 60
focusing on the acquisition of mathematical skills?
Total 13 67
3. Self-Efficacy Scale I can handle problems occurring in the pre-primary 5 71
school well.
4. Decision —Latitude Scale | can decide on my own about the methods | use in 4 88
educational practice. | decide and set the content of my
educational practice on my own.

4.6.2. Validity

Although a test may be reliable, it may not measure what it sets out to measure.
For that reason, it is important to test the validity of the instrument. The concept of
validity involves the examination of the extent to which a measure or a set of measures
correctly represents the concept of study (Hair, Black, Babin, & Anderson, 2010). The
scales and subscales of the questionnaire were examined for content and construct
validity. In terms of validity, the literature distinguishes two kinds of validity: content

validity and internal consistency.
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4.6.2.1 Content Validity

The validity of the measure was checked with field experts. The scale items were
sent to independent experts in the field who were asked for their feedback. According to
the experts, most of the items achieved the intended goal of measuring teachers’
capabilities-based-oriented and performance-based (academic knowledge and goals-

oriented) beliefs and practices.

“the developed material can achieve the aims in measuring teachers’ capabilities-
based & performance-based beliefs & practices. However, some of these items need

to be amended or replaced.”

“The items are totally understandable for me. All statements are linked with the

Cross-Thematic Curriculum.”

The initial version of the questionnaire had a 5-point Likert scale. One of the

experts recommended using another scale.

“I suggest you to use a 4-type rating scale and not a 5-type Likert scale, as a
substantial number of the respondents in a questionnaire tend to select the mid-point

category without indicating an opinion on the topic asked.”

A review of the literature revealed that there is empirical evidence that the
presence or absence of a mid-point in a scale influences the results obtained. Garland
(2001) argues that social desirability bias, arising from respondents’ desires to please
the interviewer or appear helpful or not be seen to give what they perceive to be a
socially unacceptable answer, can be minimized by eliminating the mid-point category
from Likert scales. Based on this, it was decided to exclude the mid-point category in

the scales.

It was also indicated that certain components of the scales were not important
and should be eliminated whereas some other items were ambiguous and needed to be

modified. It was recommended that the wording of 8 of the 45 items should be changed.

A concern was raised by the experts about the sincerity of the teachers’ self-

reported practices. The teachers may present an ideal self, or fill in what they think that
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the researcher should or wants to hear. Social desirability is a phenomenon in which
respondents seek to boost their esteem in the eyes of the researcher by providing the

response that is considered to be desired or expected.

The solution for this concern was obtained from the expert discussion:
randomization of the scale items and amendment of the response scale. Some

corrections were made as a result of comments emerging from the discussions.

4.6.2.2. Construct Validity

The construct validity of each subscale was assessed by the correlations between
and within the scales. These were found to be moderately strong. Construct validity was
also examined by applying confirmatory factor analysis (CFA) to all measurement
models. CFA (Albright & Park, 2009) is a special case of structural equation modelling
(SEM), that is theory- or hypothesis-driven. Factor analysis refers to a “wide array of
statistical techniques used to examine relationships between items and latent factors
with which items associate” (Hinson, DiStefano & Daniel, 2003). CFA outcomes
provide information on each indicator’s significance. The relationship between
indicators should be strong. If they do not interrelate among each other, it is a
disadvantage for any further analysis (Yotyodying, 2006). CFA is shown as a path
diagram in which squares represent observed variables and circles represent latent
variables. Single-headed arrows are used to imply a direction of assumed effect

influence, and double-headed arrows represent covariance between two latent variables.

O Latent variable
[ ] Observed variable

— Regression association

<+—» Correlated residuals
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Many tests exist to assess how well a model matches the observed data (Albright
& Park, 2009). CFA offers a variety of goodness-of-fit measures to evaluate a model.
Schreiber, Nora, Stage, Barlow and King (2006) provide a chart of several fit index
evaluations as well as with the cut-off levels for determining model fit. To evaluate
model fit, | considered the ¥* test, the ratio of x* to df, and four other fit indices:
goodness of fit index (GFI), comparative fit index (CFI), the root mean square residual

(RMR), and the root-mean-square-error of approximation (RMSEA).

The CFA was employed for teachers’ beliefs predictors (self-efficacy &
decision-latitude), capabilities-based beliefs, and performance-based beliefs as well as
capabilities-based practices and performance-based practices. Without introducing some
constraints, a confirmatory factor model is not identified. The problem lies in the fact
that the latent variables are unobserved and hence their scales are unknown. To identify
the model, it is necessary to set the metric of the latent variables in some manner. The
two most common constraints are to set either the variance of the latent variable or one
of its factor loadings to one (Rindskopf & Rose, 1988). To construct the measurement
models, scale items were used as indicators (manifest variables) for each measurement

model.

After testing correlation among indicators, it was found that all measurement
models were statistically significant (p < .01 level). This indicated that the correlation
matrix of each measurement model differed from the identity matrix (no indicators had
a relationship). Kaiser-Meyer-Olkin measures of sampling (KMO) of all measurement

models varied from .761 to .803. The details are shown in Table 4.5.
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Table 4.12 Pearson’s correlation coefficient Bartlett’s test of sphericity and the Kaiser-Meyer-

Olkin measures of Sampling (KMO) of measurement models

Pearson’s correlation Bartlett’s test KMO
coefficient of sphericity

Predictors of beliefs

Self-Efficacy 315 - .534 283.303** 761
Decision-Latitude 531 -.752 716.165** .803
Teachers’ Beliefs

Teachers’ capabilities-based beliefs .224 - 580 450.931** 792
Teachers’ performance-based beliefs 156 - .351 716.165** .803
Teachers’ Practices

CA practice 112 - .360 206.458** .703
Performance practice 128 - .314 149.576** 732

Note: **p < .01

4.6.2.3. Factorial Validity of Subscales

CFA was used to test the factorial validity of each subscale included in the
model. The factor in each model is the subscale, whereas the indicators are items
preserved after the content validity analysis. To evaluate the model fit of the models, the
following fit indices were selected and used: Chi-square (;(2), the goodness of fit index
(GFI), the comparative fit index (CFI), the root mean-square residual (RMR), and the
root mean-square error of approximation (RMSEA).

The results showed that the models fit the data well. These models are Self-
Efficacy and Decision Latitude, Capabilities-Based Beliefs and Performance-Based
Beliefs, as well as Capabilities-Based Practices and Performance-Based Practices. Apart
from this, teachers’ years of experience and administrative control were measured by

single items (See Appendix).
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The measurement model of self-efficacy was measured by five indicator items
predicting the latent construct of self-efficacy (See Table 4.8.). The coefficient of Item
C 1.1 was constrained to one in order to ensure identification. The findings revealed that

the measurement model of Self-Efficacy was valid.

Figure 4.3. Validated Measurement Model of Teachers’ Self-Efficacy (**p<.01)

Indicators B SE R’
Cl1 .68 .01 .46
Cl15 J4*%* 01 .55
20%% —p C1.2 C41 b59** 01 .35
C4.3 36*%* .02 .13
120 P cLs
A7 — C4.l
26 TP cas
Model Fit Indices:
¥2 (5, N = 341) = 9.50, y2/df = 1.89, p = .09, GFI =.99, CFI =.98, RMR = .01, RMSEA= .05

Model structure as well as standardized parameter estimates and model fit
indices are presented in Figure 4.3. The findings revealed that the measurement model
yielded reasonably good fit indices [x? (5, N = 341) = 9.50, y*/df = 1.89, p = .09, GFI =
99, CFI = .98, RMR = .01, RMSEA = .05]. All indicators were significant, and the
factor loadings of indicators ranged from 0.36 to 0.74. Among them, Item C 1.5, “l am
convinced that my educational practice contributes to the child’s (all-round)
development and socialization”, proved to be was found as the most important indicator
whereas Item C 4.3., “My job contributes significantly to prompt provision of help and

support to children who need it”, the least important.
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The validity of the decision-latitude measurement model was also assessed by
specifying four indicator items predicting the latent construct of decision latitude (see
Table 4.9.). The coefficient of Item C 2.1 was constrained to one in order to ensure
identification. Model structure as well as standardized parameter estimates and model fit
indices are presented in Figure 4.4. Reasonably good fit indices for the measurement
model were found [»? (1, N = 341) = .09, y¥df = .09, p = .86, GFI = 1.00, CFI = 1.00,
RMR = .00, RMSEA = .00]. All indicators were significant and the factor loadings of
indicators ranged from 0.68 to 0.91. Among them, Item C 2.2., ““I define the aims of the
educational practice on my own”, was found to be the most important indicator whereas
Item C 2.4., “I decide the way of solving educational problems on my own”, was the
least important.

Figure 4.4. Validated Measurement Model of Teachers’ Decision Latitude

Indicators p SE R?

c21 82 .02 .67
C2.2 O1** 02 .83
197 — c2.1 C23 82** .02 .67

C2.4 .68** .03 .46

10%* —pp C2.2 .. .
Decision-Latitude

0% —Pp c2.3

307 __pf C2.4

Model Fit Indices:
¥2 (1, N = 341) = .09, ¥¥/df = .09, p = 86, GFI = 1.00, CFI = 1.00, RMR = .00, RMSEA= .00

In the same vein, the measurement model of teachers’ beliefs in CA was tested
by specifying six indicators, CA-thought, CA-play, CA-affiliation, CA-senses, CA-
imagination, and CA-emotions, predicting the latent construct of teachers’ beliefs in
CA. To reduce the number of estimated parameters in the structural model, factor scores

of all measurement models were computed and used as manifest variables. The
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coefficient of CA-Thought was constrained to one in order to ensure identification.

Model structure as well as standardized parameter estimates and model fit indices are

presented in Figure 4.5. Once again, good fit indices were found [y? (N = 341) = 8.87,
y/df = 1.48, p = .18, GFI = .99, CFI = .99, RMR = .00, RMSEA = .04]. All indicators
were significant and the factor loadings of indicators ranged from 0.45 to 0.79. Among

them, CA-Imagination was found to be the most important indicator whereas CA-

Emotions was the least important.

Figure 4.5. Validated Measurement Model of Capabilities-Based Beliefs (*p < .05. ** p <.01.)

.10** .06** .06** .06** .03** .10**
CA-Thought CA-Play CA-Affiliation CA-Senses CA-Imagination CA-Emotions

Indicators B SE

CA-Thought .45 .01 .20
CA-Play b5** 01 31
CA-Affiliation A48*%* 01 .22
CA-Senses J1** 01 .50
CA-Imagination J9** 01 .62
CA-Emotions 42%* 01 17

Beliefs

1.00

Model Fit Indices:

¥2 (6, N = 341) = 8.87, y?/df = 1.48, p = .18, GFI = .99, CFl, .99, RMR = .00, RMSEA =

.04

Teachers*
Capabilities-Based

The measurement model of teachers’ beliefs in AG was measured by six
indicators, AG-thought, AG-play, AG-affiliation, AG-senses, AG-imagination, and AG-

emotions, predicting the latent construct of teachers’ beliefs in AG. To reduce the

number of estimated parameters in the structural model, factor scores of all
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measurement models were computed and used as manifest variables. The coefficient of
AG-Thought was constrained to one in order to ensure identification. Model structure as
well as standardized parameter estimates and model fit indices are presented in Figure
4.6. The findings revealed that the measurement model yielded reasonably good fit
indices [x* (N = 341) = 7.53, y?/df = .84, p = .58, GFI = .99, CFI = 1.00, RMR = .01,
RMSEA = .00]. All indicators were significant and the factor loadings of indicators
ranged from 0.39 to 0.69. Among them, AG-Imagination was the most important

indicator whereas AG-Senses was the least important.

Figure 4.6. Validated Measurement Model of Performance-Based Beliefs (*p < .05. ** p <.01.)

15%* .08** .08** 41%* 10%* 10%*
AG-Thought AG-Play AG-Affiliation AG-Senses AG-Imagination AG-Emotions

Teachers®

Indicators B SE R’ pe”""g‘;?;i‘based

AG-Thought 48 .01 .26

AG-Play b2x* 01 31

AG-Affiliation 49*%* 01 .25

1.00
AG-Senses 39** 03 .16
AG-Imagination .69** .01 .44 | Model Fit Indices:
) %2 (9, N = 341) = 7.53, y2/df = .84, p = .58, GFI = .99, CFI, 1.00, RMR = .01, RMSEA = .00

AG-Emotions 52** 01 .25

The measurement model of CA-Practice was measured by specifying seven

indicator items predicting the latent construct of capabilities-based practices. The
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coefficient of Item bl was constrained to one in order to ensure identification. Model
structure as well as standardized parameter estimates and model fit indices are presented
in Figure 4.7. The results of CFA showed that fit indices were achieved [¢*> (11, N =
341) = 21.18, y¥/df = 1.93, p = .03, GFI = .98, CFI = .95, RMR = .01, RMSEA = .04].
All indicators were significant and the factor loadings of indicators ranged from 0.27 to
0.62. Among them, Item b16,”Being involved in playful activities that have been
chosen by the children”, was found to be the most important indicator whereas Item b8,

“Singing”, was the least important.

Figure 4.7. Validated Measurement Model of Capabilities-Based Practices (*p <.05. ** p <.01.)

Indicators B  SE R?
34— bl bl 48 .03 .15
b5 52** 03 .21
b5 b8 A49*%* 02 .08
26+ — P
b1l 39** 03 .28
o8 b12 69** 02 .25
200 —P b16 52** 02 .09
b17 52** 02 .38
31%% —Pp bl CA-Practice
b12
24xx — P
b16
18%% —p
b17
A8 )
Model Fit Indices:

%2 (11, N = 341) = 21.18, y¥df =1 .93, p = .03, GFI = .98, CFI = .95, RMR = .01, RMSEA= .04

A CFA was conducted to examine the validity of the measurement model of
AG-Practice, which includes seven items as indicators of the latent construct of
performance-based practices. The coefficient of Item b1 was constrained to one in order
to ensure identification. Model structure as well as standardized parameter estimates and
model fit indices are shown in Figure 4.8. The fit indices demonstrated a good model fit
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[% (8, N = 341) = 15.02, */df = 1.88, p = .06, GFI = .98, CFIl = .95, RMR = .01,
RMSEA = .05]. All indicators were significant and the factor loadings of indicators
ranged from 0.20 to 0.61. Among them, Item b10, “memorize texts”, was found to be
the most important indicator whereas Item b6, “write their name”, was the least

important.

Figure 4.8. Validated Measurement Model of Performance-Based Practices (*p <.05. **p <.01.)

- —p b3 Indicators B SE R®
2 b3 38 02 .15
b6 20%* 01 .04
18 — P » b9 B54** 04 .29
b10 61** 05 .37
b9 b15 A44** 03 .20
35%x —P
b18 30%* .06 .09
38%* —p b0 ' AG-Practice
b15
2gxe P
T1%* —P b18
Model Fit Indices:
22 (8, N = 341) = 15.02, y2/df =1 .88, p = .06, GFI = .99, CFI = .95, RMR = .01, RMSEA= .05

4.7. Statistical Analysis

The researcher utilized IBM SPSS Statistics 20 and IBM SPSS Amos 20 to
assist in the data analysis of the survey. Both the data entry and the coding process were
conducted by the researcher. One of the most widely used methods of imputation is the
mean substitution that replaces the missing values of a variable with the mean value of

that variable calculated from all valid responses (Hair, Black, Babin, & Anderson,
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2010). However, this imputation method is suggested only in studies with relatively low
levels of missing data. In this study, missing data were less than 5% for each item, and
were therefore replaced with the mean of each case. Based on the collected data, the
following types of analyses were employed to explore the research questions. It worth
noting that the statistical methods used are mentioned without in depth elaboration, but

cross-reference is given to facilitate further reading or description of the methods.

Primary descriptive analysis was performed to obtain a general distribution of
the social and educational background of the pre-primary school teachers. Cronbach’s
alpha was used to determine the reliability of the scales and subscales of the

questionnaire.

Correlation analysis was used to determine the statistical significance of the
items used in the scales and subscales. The correlation is a measure of association
between two variables. If two variables are highly correlated, the Pearson’s correlation
will be close to either to -1.0 or +1.0. A correlation of zero shows no relationship. When
there is a negative correlation between two variables, as the value of one increases, the
value of the other variable decreases and vice versa. If something has been identified as
highly correlated, that does not mean that there is a one-to-one relationship between the

two variables.

Analysis of variance (ANOVA) was employed to investigate whether there was
a significant effect of teachers’ beliefs on group level. Field (2009) defines the analysis
of variance as a statistical procedure that uses the F ratio to test the overall fit of a linear
model.

Cross-tabulation analysis was used to explore teachers’ group membership.
Cross-tabs are frequency tables in which two categorical variables can be assessed
(Coolican, 2004).

Finally, structural equation modelling was employed to test the model of this
study empirically. The term structural equation modelling (SEM) does not designate a
single statistical technique but instead refers to a family of related procedures (Kline,
2010). Structural equation modelling is a cutting-edge technique in multivariate analysis

which enables the researcher to simultaneously estimate multiple dependence
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relationships. Structural equation models (SEMs) are a flexible class of models that
allow complex modelling of multivariate data. This method merges the logic of CFA,
multiple regression, and path analysis within a single data-analytic framework. In
essence, SEM makes it possible to test whether a hypothesized causal structure is
consistent or inconsistent with the data.

To understand SEM it is necessary to grasp two fundamental concepts: the
measurement model and the structural model. The measurement model establishes
relationships between latent (unobserved) variables and multiple observable items. This
makes up the CFA portion of the model. The structural model tests a set of
hypothesized associations among two or more variables. All structural equation models
must be over-identified, which means that there are more equations in the model than

unknown parameters.

Path diagrams use various symbols to represent model assumptions graphically.
Variable names are drawn inside boxes when the variables are observed, or inside ovals,
when the variables are latent. The relationships among the variables can be described
with the use of either directed (single-directed) or double-headed arrows. Directed
arrows represent causal relationships among variables, whereas double-headed arrows
between variables imply a nonzero correlation. A lack of arrows indicates that the
variables are conditionally independent.
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CHAPTER 5
THE EMPIRICAL FINDINGS

However beautiful the strategy,
you should occasionally look at the result.
Winston Churchill

This study was undertaken to gain a better understanding of not only the
relationship between teachers’ capabilities- and performance-based beliefs and practices
but also the antecedent factors of teachers’ beliefs. The present chapter reports the
empirical findings in the following sequence. Section 5.1. presents a comparison of the
mean scores among the main variables of the study. Section 5.2. reports the
correlational analysis of these variables is presented. Section 5.3. shows the relationship
between the two measurement models of beliefs. The two following sections (5.4. and
5.5.) report the results of the structural equation model analysis with the last section
reporting the results of the second-order model. Throughout the chapter, statistical

analyses are followed by a substantive discussion on the findings.

5.1. Descriptive Analysis of the Main Research Variables

The descriptive analysis of the key variables used in the main model is presented
in Tables 5.1 and 5.2 as a first step towards gaining a deeper understanding of each
variable. These key variables were derived from the calculation of factor scores of
(sub)scales on the basis of the data from 341 questionnaires. In order to interpret the

mean scores it is necessary to define the range of the 4-type rating scale. This was as

follows:

1= Not important at all/Almost never/l entirely disagree 1.00-1.74
2= Not that important/Rarely/I rather disagree 1.75-2.50
3= Fairly important/Regularly/I rather agree 2.51-3.25

4= Extremely important/VVery Often/I entirely agree 3.26-4.00
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Table 5.1.
Descriptive Statistics for the 17 Key Variables (N = 341)

Research Variable Min Max Mean SD
Thought CA 2.33 4.00 3.62 .35
Thought AG 1.40 4.00 2.98 45
Play CA 2.75 4.00 3.71 .29
Play AG 2.33 4.00 3.33 .33
Affiliation CA 2.80 4.00 3.76 27
Affiliation AG 2.67 4.00 3.49 .32
Senses CA 2.67 4.00 3.64 .36
Senses AG 1.00 4.00 2.97 .70
Imagination CA 2.83 4.00 3.62 .29
Imagination AG 1.50 4.00 2.69 44
Emotions CA 2.33 4.00 3.74 34
Emotions AG 2.33 4.00 3.54 .38
Practices CA 2.22 4.00 3.42 27
Practices AG 2.33 3.89 3.12 .29
Administrative Control 1.00 4.00 1.87 .63
Self-Efficacy 1.75 4.00 3.16 .37
Decision Latitude 1.00 4.00 2.54 57

It can be observed that teachers score higher on CA variables (Thought CA, Play
CA, Affiliation CA, Senses CA, Imagination CA and Emotions CA). It should also be
noted that the dispersion of AG variables is higher than that of CA variables. As shown
in Table 5.1., the mean scores of Thought CA and AG indicate that both variables are
perceived as fairly important for the teachers, and their standard deviations (SD) do not
suggest any great diversifications in their answers. Play CA and Play AG mean scores
are 3.71 and 3.33, indicating that teachers conceive play to be extremely important for
the children. In the same vein, Affiliation CA and Affiliation AG with mean scores of
3.76 and 3.49 respectively seem to go hand in hand with each other, but the former is
ranked as more important than the latter. However, Senses CA and Senses AG represent
a different case because the SD of Senses AG is so high that it slips away from the
range of fairly important cases and includes ones that are not important at all. Similarly,

Imagination AG’s SD indicates that teachers’ responses are loosely clustered around the
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mean. Emotions CA also has a higher score than Emotions AG. With respect to
practices, it can be observed that teachers perform more practices that emphasize
children’s capability expansion followed by practices that focus on the acquisition of
academic learning. With regards to Administrative Control, it seems that teachers tend
to disagree on the inflexibility and strictness of the educational system’s structure,
whereas the Self-Efficacy mean score of 3.16 suggests that they have a high sense of
efficacy. Lastly, the Decision Latitude score is at the edge of the “rather agree” range

and its SD indicates that the answers given are not closely clustered around the mean.

In addition, it was considered significant to provide the frequencies of the
variable “Years of Experience” because this is also a key variable (see Table 5.2.) As
the table shows, a large proportion of the respondents have up to 4 years of experience,
whereas the majority have from 5 to 9 years of experience in the field of early childhood
education. A significant number of the respondents belong to the 10-19 years of
experience group, whereas a minor number has above 20 years of experience in the
field.

Table 5.2.
Frequency Table of “Years of Experience” (YOE)

Frequency  Percent Cummulative

% per cent
0-4 YoE 124 36.36 36.36
5-9 YoE 126 36.95 73.31
10-19 YoE 76 22.29 95.60
20+ YoE 15 4.40 100

Total 341 100 100
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5.2. Correlation Analysis of the Key Variables

This part of the analysis examined the correlations among the key variables in
the study in order to gain preliminary insights into their interrelationships. Table 5.3
displays the correlation matrix. It can be seen that the significant correlations for the
main research variables ranged from .11 (p < .05) to .58 (p < .01). Moreover,
correlations among teachers’ beliefs variables ranged from .12 (p < .05) to .58 (p < .01).
Specifically, all teachers’ capabilities-based beliefs variables (CA) had significant
positive intercorrelations ranging from .22 (p < .01) to .58 (p < .01). Imagination CA
and Senses CA yielded the highest significant correlation coefficient, .58 (p < .01),
followed by Imagination CA and Play CA, .40 (p < .01); Imagination CA and
Affiliation CA, .37 (p < .01); and Imagination CA and Thought CA, .36 (p <.01). The
lowest correlation among teachers’ capabilities-based beliefs’ variables was Emotions
CA and Thought CA, .22 (p < .01), followed by Emotions CA and Senses CA, .27 (p <
.01); Emotions CA and Play CA, 28 (p < .01); and Senses CA and Thought CA, .22 (p <
.01).

In the same vein, all teachers’ performance-based beliefs variables (AG) yielded
significant positive intercorrelations ranging from .16 (p < .01) to .35 (p < .01).
Imagination AG and Thought AG, .35 (p < .01), yielded the highest significant
correlation, followed by Imagination AG and Play AG, Imagination AG and Affiliation
AG as well as Imagination AG and Emotions AG, all with .34 (p < .01). The lowest
correlation was between Emotions AG and Senses AG, .16 (p < .01); followed by
Senses AG and Thought AG, .18 (p < .01); and Affiliation AG and Thought AG, .20 (p
<.01).

Practices CA correlated with all teachers’ capabilities-based beliefs variables
(CA), yielding the highest correlation with Imagination CA, .40 (p < .01), and the
lowest with Thought CA, .21 (p < .01). Practices AG correlated with nearly all teachers’
performance-based beliefs variables (AG). It showed the highest correlation with
Thought AG, .39 (p < .01) and the lowest with Affiliation AG, .12 (p < .05). It is worth
noting that Practices AG did not correlate with Senses AG, .07 (p > .05), which needs to

be discussed in the following chapter. There was also a significant correlation
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Table 5.3.
Correlation Matrix for the Main Research Variables (N = 341)
Research Variable 1 2 3 4 5 6 7 8 9 10 11 12 13 14 | 15 16 17 18
1. THOUGHT CA —
2. THOUGHT AG 19%* | —
3.PLAY CA 29%* | -.02 —
4.PLAY AG 24%% | 32%% | 23*F | —
5. AFFILIATION CA 33** | .07 33| 19%* | —
6. AFFILIATION AG A4* | 20%% | 27 | 27 | 33F* | —
7. SENSES CA 28%% | 19%% | 30%* | 28%* | 20%* | 20%* | —
8. SENSES AG A7*F | 18%F | 3% | 26%* | .19%* | 23** | 16%* | —
9. IMAGINATION CA 3% | .20%*% | 40%*% | 31%% | 37** | 31%* | 58** | .12* | —
10. IMAGINATION AG .08 35%* | .07 34%% 110 B4Fx | 23%F ) 267 | 22%F | —
11. EMOTIONS CA 22**% | .05 28**% | 16** | .35** | .15%* | 27** | .08 32%* | .05 —
12. EMOTIONS AG A5%* | .26%* | .09 26%* | 26*%* | .29** | .10 A6%* | 4% | 34%x | 18 | —
13. PRACTICES CA 21** | .06 29%* | .09 28** | 17** | 25** | .05 A0%* | 13* | 25** | .03 —
14. PRACTICES AG -.03 39%* | -.07 22** | .00 12 | .02 .07 .05 33** | -.05 24%% | AT | —
15. YEARS OF EXPERIENCE | -.10 .01 .09 -.07 .04 -01 -.03 -.06 .03 -.09 .04 -.06 A2* .00 | —
é%ﬁTDF';gt"STRAT'VE -.08 .08 -.09 .07 -.01 .01 -.06 .02 -.03 A5** | -.05 -.03 -.05 A1 | =07 | —
17. SELF-EFFICACY .03 A1* | .03 .01 -.05 A4* | 11% | 9% | 16** | .12* | .02 .02 25%% 1 .09 |.00 |-19%* | —
18. DECISION LATITUDE .01 .01 -.02 .05 -.04 A1* | .06 .09 -.05 A5** | .06 3% 1.00 .08 |-05 |-07 A8** | —

Note. Teachers’ beliefs variables (1-12). Teachers’ practices variables (13—14). Antecedent factors (15-18). *p <.05. **p <.01.
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between Practice CA and Practice AG with a value .17 (p < .01). Moreover, the table
shows that there is a number of significant correlations among specific teachers’
capabilities-based and performance-based beliefs variables. This indicated the need to
further investigate the relationship between these two constructs in a subsequent part of

analysis.

With respect to factors, Years of experience did not relate to any capabilities-
based or performance-based beliefs variables except for one significant correlation with
Practices CA, .12 (p < .05). Administrative control correlated significantly with
Imagination AG, .15 (p < .01) and also with Practices AG, .11 (p < .05). Self-Efficacy
correlated significantly with Thought AG, .11 (p < .05), Affiliation AG, .14 (p < .05),
Senses AG, .19 (p < .01), and Imagination AG, .12 (p < .05). It also correlated
negatively with Administrative Control with a correlation coefficient of -.19 (p < .01).
Finally, Decision Latitude correlated positively with Affiliation AG, .11 (p < .05),
Imagination AG, .15 (p < .01), and Emotions AG, .12 (p < .05). It also correlated
significantly with Self-Efficacy, .18 (p <.01). The findings from the correlation analysis
are encouraging. However, because a correlation does not imply causation it is necessary

to continue the analysis with structural equation modelling.

5.3. Beliefs: Second-order two-factor model

After empirically verifying the interrelation between teachers’ beliefs and
practices, it was necessary to investigate whether either capabilities-based beliefs or
performance-based beliefs prevail in teachers’ thinking. An answer to this question
based on the empirical findings of the preceding models would make it easy to derive

the sort of practices that predominates in preschools.

The preceding models were first-order factor models. According to Hair et al.
(2010), a first-order factor model is the one in which the covariances between

measurement items are explained with a single latent factor layer (think of a layer as one
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level of latent constructs). In order to examine the factorial validity of teachers’
capabilities-based and performance-based beliefs, it was necessary to conduct a
confirmatory factor analysis by testing a second-order measurement model containing
two layers of latent constructs (Figure 5.3). Hair et al. (2010) argue that a second-order
factor model should be used only in relationships with other constructs of the same
general level of abstraction. In the respective case, the introduction of a second-order
factor changes the designation of the constructs. The latent construct of teachers’ beliefs
becomes an exogenous construct, having no measurement variables, whereas

capabilities-based and performance-based beliefs become endogenous constructs.

Normally, if there is only one second-order factor in a model, there must be at
least three first-order factors for the model to be identified. However, additional degrees
of freedom may sometimes be gained in second-order models by making equality
restrictions on factor loadings when sets of tests are thought to be equivalent, and by
making further equality restrictions on error variances when sets of tests are thought to
be parallel. In some special cases, models with such restrictions will be identified when
they would not be identified without the restrictions (Rindskopf & Rose, 1988).

According to Rindskopf and Rose (1988), a second-order factor model contains at least
one second-order factor, and the first-order factors are linear combinations of the first-
order factors, plus a unique variable for each first-order factor. The observed variables
are linear combinations of the first-order factors plus a residual variable for each
observed variable. In the model (Figure 5.3), the capabilities-based beliefs and
performance-based beliefs as well as CA-Thought and AG-Thought were set at one by
default using AMOS. The model fitted the data well (x>= 57.90, df = 46, p = 0.11 y?/df =
1.26, CFI = 0.98, RMSEA = 0.03). The regression coefficients for both capabilities-
based beliefs” and performance-based beliefs were positively significant with
coefficients of .80 and .65 respectively. These findings indicate that capabilities-based
beliefs gain mastery over teachers’ beliefs and consequently over their practices.
However, it is clear that teachers’ do not disregard performance-based beliefs. Instead it
can be concluded that their relation is not opposing but more complementary and

supplementary.
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5.4. Interrelation of the Measurement Models

The confirmatory analysis of the measurement models demonstrated that the
variables fitted the empirical data well. However, before proceeding to the full model
analysis explaining the structural relationship among the exogenous and endogenous
variables, it was necessary to test the interrelation of the two measurement models in
order to exclude the case of perfect collinearity. According to Field (2009), perfect
collinearity exists when at least one predictor is a perfect linear combination of the
others (the simplest example being two predictors that are perfectly correlated and have
a correlation coefficient of 1.0). If there is a perfect collinearity between predictors, it
becomes impossible to obtain unique estimates of the regression coefficients because
there are an infinite number of combinations of coefficients that would work equally

well.

Therefore, a model with a double-headed arrow representing the covariance of
the two latent variables/constructs was tested. The fit indices of this model indicated that
the model had a good fit [y* (N = 341) = 93.90, y¥/df = 2.29, p = .00, GFI = .96, CFI =
.93, RMR = .01, RMSEA = .06]. All indicators were significant with factor loadings
ranging from 0.39 to 0.78. The covariance between the two latent variables was
significantly high with a correlation coefficient of .54 (p< .01), indicating a strong
relationship between the two sorts of beliefs. Nevertheless, no perfect linear relationship
could be observed between the two latent variables, permitting a continuation to the
analysis of the full model. The results of this data analysis indicate that the two sorts of
beliefs, capabilities-based and performance-based, are characterized by an interrelation
rather than a dichotomy. This positive path coefficient cannot be characterized as

spurious but rather as expected on the basis of the study’s theoretical framework.

The structural regression model explaining the relationships among the main research
variables was tested using structural equation modelling (SEM) with IBM SPSS Amos
Versions 19 and 20. The exogenous variables in the proposed model (see Figure 5.2)
were four manifest variables: the antecedent factors of teachers’ beliefs (i.e. years of
experience, administrative control, self-efficacy, and decision latitude). The endogenous

variables in the model were two latent and two manifest variables:
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teachers’ capabilities-based beliefs and teachers’ performance-based beliefs as well as
Practices CA and Practices AG respectively. It is worth noting that the sample size (N=

341) was satisfactory for a latent variables structural equation model.

According to Hair et al. (2010), when the sample size for maximum likelihood
estimation is relatively small, the precision of estimating complex models becomes lost
as the number of parameters increases. Therefore, it was preferable to compute the factor
scores of the variables indicated as manifest in the model in order to reduce the number

of estimated parameters in the structural model.

5.5. Structural Regression Model

The first part examined the structural model of relations between the latent

constructs of teacher’s beliefs and teachers’ practices manifest variables.

Afterwards, the structural model of antecedent factors and the latent constructs of
teachers’ beliefs was tested with a path analysis computed with IBM SPSS Amos
(Versions 19 and 20).

The results of the data analysis indicate that the structural regression model
describing the relationship between teacher’s beliefs and practices was valid. The fit
indices indicated that the model had an adequate (marginally good) fit with the empirical
data (% (100, N = 341) = 225.30, y*/df = 2.25, p = .00, CFI = .90, GFI =.94, AGFI = .89,
RMR = .02, RMSEA = .06). The estimated parameter coefficients between the latent
variables in the model demonstrated the structural relationship between these variables.
It can be seen that teachers’ capabilities-based beliefs were a significant predictor of
teachers’ practices in both CA and AG. Capabilities-based beliefs had a positive
association with practices in CA, p = .60 (p < .01) but a negative association with
practices in AG, B = -.37 (p < .01). This implies that the more a teacher believes in a
capabilities-based pedagogical approach, the more likely it is that the teacher will
practice capabilities-based activities and the less likely it is that she or he will practice
performance-based activities. Teachers’ performance-based beliefs predicted teachers’

practices in AG, f = .66 (p < .01), which is in line with the theoretical claims and
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empirical findings reported in prior studies such as Charlesworth et al. (2001).
Moreover, it can be seen that this was not the case for the reverse pair, namely, teachers’
performance-based beliefs and practices on CA because these revealed a non significant

negative coefficient.

Therefore, it became clear that teachers’ beliefs are inextricably interwoven with
their practices. It is also important to pay attention to parameter estimates because
relationships among variables may well be weak even when there is a good model fit.
Looking at the standardized parameters, significant relationships can be seen in several
specified paths. All belief indicators were significant with factor loadings ranging from
.38 (p < .01) to .87 (p < .01). Among these, CA-Imagination, § = .87 (p < .01), and AG-
Imagination, = .68 (p < .01), were found to be the most important indicators, whereas
CA-Emotions, = .44, and AG-Senses, = .38 (p <.01), were the less important.

With regard to the relations between the antecedent variables and the latent
constructs of teacher’s beliefs, the regression coefficients of Years of Experience,
Administrative Control, and Decision Latitude on teachers’ capabilities-based beliefs
were not significant, with path coefficients of p = .04, -.06 and -.03 respectively. Self-
Efficacy was a significant indicator (B = .14, p < .05) of teachers’ capabilities-based
beliefs. As expected due to the non-significant effect of the antecedent variables,
teachers’ capabilities-based beliefs explained only 3% of the variance in the data (R? =
.03). This result indicates that the higher the teachers’ self-efficacy, the greater the
teachers’ capability-based beliefs.

However, teachers’ Self-Efficacy (p= .10, p <.05) and Decision Latitude (= .05,
p < .05) as well as Administrative Control (B = .06, p < .05) had significantly positive
effects on teachers’ performance-based beliefs (academic goals oriented), whereas Years
of Experience (B = -.01, p <.05) revealed negative effects. Teachers’ performance-based
beliefs explained 6% of the data’s variance in the data (R® = .06). These results indicate
that:

e the higher the teachers’ self-efficacy, the more their performance-based beliefs
rise;
e the higher teachers’ decision latitude, the more teachers are likely to espouse

performance-based beliefs;
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e the more administrative control teachers are experiencing, the more they are
likely to adopt performance-based beliefs;
e the less years of experience teachers have the more they osculate performance-

based beliefs,

With regard to the role self-efficacy in the two sorts of teachers’ beliefs, it seems to have
self-efficacy has a significant effect on teachers’ beliefs but it did not contribute
significantly to the sort of belief that prevails in the teachers perceptions.

Although the antecedent factors did not explain a high percentage of the variance
in the data, it was decided to retain these predictors in the model without disregarding
the prospected need for more explanatory variables.

The results of the data analysis indicate that the structural model describing the
relationship among antecedent factors, teachers’ beliefs and teachers’ practices was a
valid model with an adequate fit that provides a plausible explanation of the relationship
among these variables, even though this does not imply that it is the only possible
model.The results of the data analysis of the current study have been presented in this
chapter and the previous chapter. The following chapter will discuss the results found in

the study.

149



Chapter 6
Discussion

CHAPTER 6
DISCUSSION

All truth passes through three stages:
First, it is ridiculed.

Second, it is violently opposed.

Third, it is accepted as being self-evident.

Arthur Schopenhauer

Following the presentation of the data analysis, this chapter discusses the main
research findings in the context of the theoretical background. The interpretation of the
results required a thorough scanning of the Greek context in relation to relevant
European and American studies in the field. This is summarized before reviewing the
main objectives of the study and its methodology. Then the findings are summarized
and discussed. After that, the limitations and implications of these findings for policy in
the field of early childhood education are outlined. Finally, conclusions are discussed

and future directions are presented.

6.1 Summary

The general purpose of the current study was to develop and empirically validate
the conceptual model describing the linkages between teachers’ beliefs and practices.
More specifically, these refer to links between the antecedent factors and teachers’
capabilities- and performance-based beliefs, between teachers’ capabilities- and
performance-based beliefs, and between teachers’ beliefs and practices. Additionally,
the study investigates which sort of belief, namely, capabilities- or performance-based
beliefs, is stronger and predominant in teachers’ perceptions. The study investigated the
following research questions:

e Do teachers’ beliefs predict teachers’ practices?
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e Do Greek pre-primary teachers favour performance-based or capabilities-
based beliefs?

e Are teachers’ beliefs predicted by antecedent factors (i.e. years of

experience, administrative control, self-efficacy, and decision latitude)?

The participants in this study were pre-primary teachers attending training or
retraining programmes in a PEK or a university in Greece at the time of data collection.
The total sample consisted of 341 teachers of whom the majority were women. The
research instrument was a questionnaire presenting specific descriptions of teachers’
views about children, the curriculum, instruction, and learning in Greek pre-primary

classrooms. It comprised three parts:
(a) background socio-cultural information about teachers,
(b) beliefs and practices rating scales, and

(c) a professionalization scale from which self-efficacy and decision-latitude scales

were derived.

Items were rated on a 4-point scale. The instrument’s internal consistency and validity
were tested through a pilot study and discussions with field experts. The results of pilot
testing indicated that the factors in this study were fairly strong and conceptually

logical.

The data collection was carried out in three training programmes in PEKSs in
Thessaloniki and loannina and in retraining programs (Didaskaleia) in the Universities
of Athens (Kapodistrian), Thessaloniki (Aristotle), loannina, Crete (Rethymno), and the
Aegean (Rhodes). The paper-and-pencil questionnaire was administered during the

teachers’ courses.

The conceptual model of the current study was sketched on the basis of a
literature review describing a system of links among the variables. A cutting-edge
technique in multivariate analysis — structural equation modelling (SEM) — was used to

investigate the conceptual model.
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The present study investigated the relationship between teachers’ beliefs and
practices as well as the emphasis given by the teachers to either the children’s
capabilities enhancement or to academic learning acquisition based on the assumption
that teachers’ suggestions and self-reported practices reflect their underlying beliefs and
values regarding their children’s needs and their implicit theories on teaching and
learning. Two sorts of teachers’ beliefs delineated teachers’ perceptions of an over-
focusing on academic goals and a preference for the enhancement of children’s
capabilities, namely, performance-based beliefs representing the pre-primary curriculum
and capabilities-based beliefs representing the social pedagogic curriculum. The latter
beliefs were tested within the spectrum of four basic human capabilities as described in
Martha’s Nussbaum’s (2011) list, namely Senses, Imagination, and Thought; Play;
Affiliation; and Emotions. In the performance-based beliefs, the respective capabilities
served as an instrument for the fulfilment of academic success, and the achievement of
academic objectives was the primary aim. In the capabilities-based beliefs, in contrast,
these acts had an intrinsic value for children’s capabilities enhancement. It was assumed
that each sort of belief would lead to the respective practice, and that it would have a
reverse linkage with the contradictory belief—practice dyad. The conceptual model
contained four predictor variables as antecedents influencing teachers’ beliefs. These
were: teachers’ years of experience, administrative control over teachers’ pedagogical

work, teachers’ self-efficacy, and decision latitude.

The conceptual model was tested empirically with structural equation modelling
(SEM). The step-by-step investigation of each causal path was considered to be a
logical approach in order to gain deeper insight into the interrelations between the
variables in the main model. First, the interrelations among the capabilities- and
performance-based beliefs and practices were investigated; then, the predictor
constructs of teachers’ capabilities- and performance-based beliefs. In addition, a
second-order, two-factor model was employed in order to detect which sort of belief the

teachers favour.
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6.2. Discussion of the Main Findings

The findings from the SEM analysis indicated that the models fitted the data
well. This is the first investigation ever on Greek pre-primary teachers’ beliefs and
practices within the framework of capabilities- and performance-based pedagogy. The
results suggest several interesting relationships that shed light on curriculum
implementation and planning; they set directions for future research in the field; and
they confirm most of the assumptions expressed in the proposed model. The following
sections display and discuss the primary findings of this study in line with the research

questions posed (by the researcher).

Research Question 1:

Do teachers’ beliefs predict teachers’ practices?

The data analysis indicated that teachers’ beliefs were in accordance with their
self-reported actions. More specifically, teachers’ capabilities-based beliefs predicted
capabilities-based practices, whereas teachers’ performance-based beliefs predicted
performance-based practices. This finding is consistent with the widely recognized
principle that teachers’ beliefs influence their teaching practices (Fang, 1996; Kagan,
1992; Stipek et al.,, 2001). Empirically, Charlesworth et al. (1991, 1992) found a
moderate, statistically significant correlation between teachers’ beliefs and practices
regarding developmentally appropriate teaching. Moreover, several other empirical
studies have indicated that teachers’ practices are associated with their beliefs (Hollon,
Anderson, & Roth, 1991; Janesick, 1982; Morine-Dershimer, 1983; Smith & Shepart,
1988; Stipek, Daniels, Galluzzo, & Milburn, 1992). The findings in the current study
serve as a further confirmation of previous findings, because the method of data analysis

used here, namely, SEM, enables the researcher not only to assess the strength of a
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dependence relationship between two variables more accurately than a correlation but
also to designate the causal direction. Therefore, it can be deduced that teachers’ beliefs

have a direct positive effect on their respective practices.

It was also revealed that there is a direct negative relationship between teachers’
capabilities-based beliefs and performance-based practices, suggesting that when
capabilities-based perceptions are embraced, teachers are likely to reject performance-
based activities. This finding implies that teachers who value a capabilities-based
pedagogy tend not to practice activities for the sake of academic achievement and for
that sake alone. It is likely that teachers who incline towards capabilities-based beliefs
will be interested in and eager to offer alternative activities to children that emphasize

their capability enhancement.

However, a reverse effect of teachers’ performance-based beliefs on capabilities-
based practices could not be confirmed, suggesting that the more teachers believe in
performance-based pedagogy, the less likely they are to reject capabilities-based
activities. It should be noted that this result contradicts the hypothesis made prior to the
research predicting that teachers’ performance-based beliefs would negatively influence
capabilities-based practices. Yet, the lack of a direct negative effect could be inferred as
an encouraging result, in that teachers favouring performance-based pedagogy may not
necessarily disregard capabilities-based activities. It may be the case that the teacher as
a decision-maker determines whether, how, and when to use a certain method. If
teachers are performance-based-driven but do not disregard the enhancement of
children’s capabilities, then this may be a balance that serves both of the pedagogical
approaches presented in the OECD thematic review of early childhood education and
care policy (Bennett, 2005; OECD, 2006) that describes two broad curricula
approaches: the social pedagogical and the pre-primary. For Bertrand (2007), the social
pedagogic curriculum has broad orientations towards children rather than prescribed
outcomes, and the acquisition of developmental skills is perceived as a by-product
rather than as the driver of the curriculum. In contrast, the pre-primary approach, which
iIs sometimes referred to as schoolification of the early years, has specific goals and
outcomes often stated as learning standards or expectations related to school readiness
tasks and skills. The Greek curriculum espouses the pre-primary approach, because it is

characterized by a centralised development and contains detailed goals and outcomes
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that influence or determine curriculum decisions about what and how children learn.
Emphasis has moved away from children’s development and socialisation towards
teaching specific academic skills. However, the findings of this study indicate that it
may well be that teachers do not discard children’s capabilities while applying the pre-
primary (performance-based) approach. Nevertheless, a further analysis of teachers’

prevailing sort of belief was required, and this will be discussed below.

From the indicators of the two sorts of beliefs, Imagination seems to play the most
significant role in pre-primary teachers’ pedagogy irrespective of whether the role of
Imagination in an activity is instrumental to acquiring an academic skill or is a
meaningful process for children’s flourishing of creative capacity. Studies investigating
the benefits of imaginative activity on children’s emotional and social behaviour and on
their cognition highlight their advances in these areas (see Richards & Sanderson, 1999;
Udwin, 1983). This finding indicates that teachers consider it to be significant to
nourish and spark children’s imagination. However, in the literature to date, too few
attempts have been undertaken to explore this issue. Therefore, there is a need for more
research to gain a deeper understanding of pre-primary teachers’ beliefs about the role

of Imagination.

To sum up, teachers were found to talk the talk and walk the walk. Teachers’
beliefs predict teachers’ practices; and more concretely, capabilities- and performance-
based beliefs predict their respective practices, whereas capabilities-based beliefs have a

direct negative effect on performance-based practices.

Research Question 2:

Do pre-primary teachers favour performance- or capabilities-based beliefs?

The research findings suggested that the prevailing sort of belief in the teachers’
perception was the capabilities-based one. It seems that teachers tend to favour a more
pedagogical approach in which the enhancement of children’s capabilities is prioritized

rather than an earlier and faster loading of formal facts and skills into children’s brains.
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This finding provides a solid statement and could offer an optimistic response to
scholars’ concerns regarding the schoolification of the Greek pre-primary school. As
already discussed in the theoretical part of this study, a number of scholars (Chrysafidis,
2006; Doliopoulou, 2002, 2003; Fragkos, 2002; Koutsouvanou, 2006; Tsafos & Sofou,
2010) have stressed their concerns over the academic-goals-driven curriculum and their
apprehensions about converting pre-primary school into “a misprint of primary school”’
(Chrysafidis, 2006). Chrysafidis (2006) argues that by pursuing scientific knowledge,
pre-primary school may be sacrificing creative activities and adopting similar tactics to
those followed by primary teachers. Furthermore, Tsafos and Sofou (2010) report
empirical evidence from a qualitative study indicating that teachers themselves are
sceptical about those school-like learning areas of the curriculum that could lead to
schoolification. However, the present study shows empirically that teachers, despite the
curriculum demand to make systematic use of specialised content from science,
mathematics, and other subjects to structure pre-primary activities, are still capabilities-
driven and prioritize a social-pedagogic approach emphasizing children’s capabilities
expansion. Teachers seem to acknowledge the significance of offering children
experiences that are valuable in their own right. As Diehm (2011) stresses, this phase so
dominated by play should not be misunderstood as a purely preliminary stage of
schooling, although nobody would deny that it is an important phase for cognitive and
social development — and Greek pre-primary teachers seem to be aware of this.
Although this finding is encouraging, it does raise concern about the money spent on
teachers’ seminars and training, because it seems that their curricula have not had such

an effective impact on teachers’ beliefs.

This result in no way implies that the performance-based sort of beliefs were
disregarded and/or overlooked. Performance-based beliefs were also highly appreciated,
but on a slightly minor level. The CFA analysis revealed that pre-primary teachers’
perceptions of these two constructs did not cluster in a dichotomy. Their association
would be better characterized as an interrelation or better, as a dialogic relation, because
it seems that teachers value an approach combining both stances. This is in line with
Bertand’s (2007) argument that, in practice, most education systems use approaches that
blend elements of both, but lean towards either a pre-primary or a social pedagogic
approach. Based on her argument, it can be inferred from the data of this study that

Greek pre-primary teachers lean towards a social pedagogic approach, because it is
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evident from the findings that the capabilities-based beliefs prevail in teachers’ thinking.
This result was expected, because it was assumed that these two constructs, representing
as they do two widely discussed trends in the field of early childhood education, would
both influence teachers’ thinking and perceptions. This finding leads to the conclusion
that capabilities- and performance-based beliefs’ are both appreciated by the teachers.
This should be taken into account in further research. In sum, teachers are likely to
choose a middle or interactive position in which they are able to recognize and perceive
practices that are appropriate for the instructional circumstances and for the needs of the
children.

Research Question 3:

Are teachers’ beliefs predicted by the antecedent factors (e.g. years of
experience, administrative control, self-efficacy, and decision latitude)?

Overall, it was found that the predictor constructs significantly influenced
teachers’ beliefs. However, whereas all the antecedent factors significantly predicted
teachers’ performance-based beliefs, this was not the case for capabilities-based beliefs.

The effect of each antecedent factor is discussed in turn.

Years of Experience

Teachers’ years of experience have a significantly negative direct effect on
teachers’ performance-based beliefs, indicating that less experienced teachers are likely
to espouse pedagogy designed to achieve academic goals. Findings supported the
study’s hypothesis, because it had been assumed that teachers lacking in experience
would bow to parents’ pressure regarding their children’s academic advancement and

would stick more to the curriculum guidelines. Chrysafidis (2006) argues that pre-
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primary teachers, by following parents’ prompts and their personal priorities, have
invested their efforts in the pursuit of knowledge. In their study, Kelly and Berthelsen
(1995) found that disputes with children’s parents proved to be one of the stressors for
teachers in the preschool environment. Doliopoulou (1996) found that government
regulations and the parents were the factors that had most influence on Greek pre-
kindergarten teachers. Although her study showed that parents tend to influence
teachers towards making their Greek Kkindergarten children engage in more
developmentally appropriate practices, Hopf and Hatzichristou (1999) stressed that
Greek parents place a lot of emphasis on the education of their children, exert much
pressure for school achievement on children, and associate academic success with the

upward social aspirations of their family.

It should be taken into consideration that novice teachers are still at a stage when
they are learning how to teach, and they certainly need time to overcome their anxieties
and reach a higher level on which they can expand and elaborate their professional
knowledge as well as develop critical thinking on the pedagogy they are called on to
practice. Many studies document the superiority of experienced teachers over non-
experienced teachers on a variety of issues. Rich (1993) refers to the empirical efforts
highlighting the superiority of experts compared to novices regarding important
instructional phenomena such as teachers’ understandings of classroom events and the
use of routines for classroom management and instruction. In addition, it needs to be
taken into account that employment conditions in Greece mean that the vast majority of
novice teachers have been removed from their homes and families and are obliged to
organize their lives in a new environment — often with many adversities — and to

respond simultaneously to specific professional context conditions.

Nevertheless, teachers’ years of experience did not influence their capabilities-
based beliefs. This ran counter to theoretical expectations, and leads to the conclusion
that this cannot be considered as a predictor of a capability-based pedagogy. It may be
the case that the formation of capabilities-based beliefs is not influenced by years of
experience but rather by the teachers’ high level of reflecting on the pedagogical
activity itself. Perhaps a capabilities-based approach cannot be learned as the years go

by, and may well be a value that teachers’ form through critical thinking.
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Administrative Control

Administrative control yielded a significantly positive direct effect on teachers’
performance-based beliefs, indicating that teachers who experience intense
administrative control are prompted to adopt a performance-based pedagogy. This result
was expected, because it was assumed that the burden teachers may feel from such “a
strict centralized, bureaucratic, and authoritarian control as the Greek educational
system” (Ifanti, 1995) would lead them to follow the curriculum and especially its
academic dimension of speeding up cognitive processes in order to gain acceptance
from their superiors. As Flouris and Pasias (2003) note, the governance of schools is
primarily by a central authority — the Ministry of Education — and the local school
personnel can take hardly any important decisions on what is to be taught, by whom,
and for what purposes. Woolfolk and Hoy (1990) refer to this as the bureaucratic
orientation in which the individual is committed to the set of attitudes, values, and
behaviours characteristically encouraged by bureaucracies. According to them, a
bureaucratic orientation is conceived as one that emphasizes self-subordination,
impersonality, rule conformity, traditionalism, and loyalty to the organization. In a
system in which plans, rules, regulations, and decision-making are implemented in a
top-down direction, as is the case in the Greek educational system, and under a peer

pressure that praises academic competence, it would be hard for a teacher not to give in.

However, administrative control did not have a significant effect on capabilities-
based beliefs, indicating that administrative control does not influence teachers’
capabilities-based beliefs formation. It was hypothesized that administrative control
would have a negative effect on this sort of belief. As mentioned above, one explanation
for this would be that the formation of capabilities-based beliefs may demand a high
level of reflective and critical thinking from teachers, and the level of administrative
control does not influence this process. This finding indicates the need to search for
other qualities that may predict teachers’ capabilities-based beliefs.
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Self-Efficacy

Findings revealed that teachers’ self-efficacy had significantly positive direct
effects on both sorts of belief — namely, capabilities- and performance-based —
indicating that teachers’ belief in their ability to have a positive effect on children’s
development and learning is a significant factor for both pedagogical stances. Teachers’
beliefs in their personal efficacy to motivate and promote learning influence the types of
learning environments they create and the level of academic progress their students
achieve (Bandura, 1993). This finding surprised and puzzled the researcher, because it
was expected that teachers with high self-efficacy would have a contrasting effect on
each OF the two sorts of belief. The hypothesis was that having a high level of self-
efficacy would positively influence teachers’ capabilities-based beliefs. Kagan (1992)
refers to Smylie’s (1988) study in which greater self-efficacy was related to a change in
practices. Low levels of self-efficacy were expected to lead teachers to follow the
prescribed approach given in the curriculum. Kagan (1992) also refers to Poole,
Okeafor, and Sloan’s (1989) study with elementary teachers in which they found that
self-efficacy was associated positively with the tendency to use new curricula. Tsigilis,
Grammatikopoulos, and Koustelios (2007) argue that teachers’ sense of competence has
been frequently related to a variety of positive teaching behaviours and student
performances such as being more open to new ideas and innovations, exhibiting greater
commitment to teaching, investing greater effort in teaching, being less critical of
students who make mistakes, and providing assistance to low-achieving students when
teachers have strong efficacy beliefs. This finding may indicate that self-efficacy is
crucial to a teacher’s belief system, but it cannot define the sort of belief that teachers
endorse. Bearing in mind that teachers’ beliefs about their competencies represent a
concept with significant implications for the pedagogical process, there is a need for

further research on self-efficacy in this field.
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Decision Latitude

Decision latitude had a significantly positive direct effect on performance-based
beliefs, indicating that the higher the decision latitude of teachers, the more they tend to
endorse performance-based beliefs. In contrast, there was no significant effect on
capabilities-based beliefs. This finding is not in line with the theoretical expectations,
because it was assumed that the stronger the decision latitude of teachers, the less they
would adopt performance-based beliefs and the more they would espouse capabilities-
based beliefs. This finding is also rather confusing in relation to the findings on the
second research question regarding teachers’ beliefs preference, in which capabilities-
based beliefs were dominant. Previous literature would suggest a lack of decision
latitude to be a stressor and one of the determinants of job strain (Gulielmi & Tatrow,
1998) with the lowest amount of strain to be expected in jobs characterized by low
demands and high decision latitude and the greatest strain to result from a combination
of high demands and low decision latitude. Based on the above, it may be that high
decision latitude predicts performance-based beliefs and consequently practices,
because a low task demand may result in a low amount of strain on teachers. In contrast,
capabilities-based beliefs and practices may call for high-demand tasks and therefore
result in a high amount of strain on teachers. For example, preparing a dramatic play
activity to enhance children’s capabilities may be more demanding than preparing
mathematical problem-solving activities. As Chrysafidis (2006) points out regarding
reading and writing activities, due to the effort, knowledge, and high degree of
sensitivity required toimplement a proper intervention that understands young children’s
capacity, most pre-primary teachers turn to ideas and techniques used in elementary
school.

In contrast to the theoretical expectations, findings showed that antecedent
factors did not make such a strong contribution to the capabilities-based beliefs as

anticipated. It was a matter of great concern that the predictor indicators of the model,

161



Chapter 6
Discussion

apart from self-efficacy, did not influence teachers’ capabilities-based beliefs. This
raises the need for further investigation in order to find out which (other) factors
influence this sort of belief. However, all antecedent factors were predictors of

performance-based beliefs, providing a favourable basis for further research in the field.

Although the antecedent factors did not explain a notably high percentage of the
variance in the data and relationships were moderate, this study does deliver significant
associations between the antecedent factors and teachers’ beliefs. Despite the fact that
key predictor variables were identified through the literature, it has to be noted that
other factors that could potentially influence teachers’ beliefs such as age, gender,
personality, specialized courses, and training were not included in the study. Given that
this is a preliminary study of beliefs and practices, the significant prediction based on
these variables is encouraging, especially because most of the associations among
variables took the expected directions. However, these results invite further exploration

into the antecedents of teachers’ beliefs.

This concludes the discussion on the results related to the three research
questions in the study. The above results provide empirical support for the significant

impact of teachers’ beliefs on teachers’ practices.

6.3. Limitations of the Study

The results of this study have to be interpreted with the following reservations in

mind, and it is necessary to look at and discuss several associated limitations.

The main limitation stems from the self-report, survey data collection method.
Using self-reports, it is possible to recruit a significant number of participants and gain
an accurate glimpse into the problem addressed. But as Chng (2012) argues, although
self-reports deliver a substantially larger and more homogeneous data set sample, this

may be due to common source and method variance. It would be preferable to combine

162



Chapter 6
Discussion

quantitative and qualitative methods in an empirical study, because this would also offer
an in-depth look at the issue. Future studies, both quantitative and qualitative, are
needed to determine more effectively the actual curriculum being implemented in a
classroom and also the factors that hinder or promote the pedagogical praxis aiming to
enhance children’s capabilities irrespective of their socio-economic background.
Teachers’ beliefs are important to understand classroom practices. Teachers, as
professionals and front-line implementers, should be the ones who bear the
responsibility for a pre-primary school that offers an adequate environment in which
children may flourish. The challenge of improving one’s ways of working to better
serve the interests of children and the community is accomplished only by studying
teachers’ beliefs and how they bring that knowledge to life in the classrooms. More
specifically, it is suggested that this study can be used as background information to
perform focused intervention studies on teachers’ beliefs and practices especially with
respect to socially disadvantaged children. The current research was designed as a
cross-sectional study, and it does not permit any inference of causal relations among the
variables. Longitudinal designs with which it would be possible to draw causal
conclusions would be of great value and are highly recommended.

One source of threat to internal validity is selection. Participants were not
randomly assigned. As described above, in contrast to random sampling, this was a
convenience sampling, because the subjects for the study were from a specific
geographical region and state. This directly limits any generalisation of the research
findings from the respondents to the whole target population, namely, in-service pre-
primary teachers working for the Ministry of Education and Religious Affairs in
Greece. Therefore, this sample may well be biased.

The questionnaire is a researcher-created measure. Therefore, there is no known
validity or reliability information beyond the specific data collected here. Although the
measure was pilot-tested by the researcher, there is an urgent need to retest the

questionnaire on other data samples.

A further limitation is the absence of both male and minority voices. Because
male pre-primary teachers are a single digit percentage, and the vast majority of

educators have Greek ethnicity and citizenship, it was not possible to investigate
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differences between male and female pre-primary teachers within this study or to

examine possible discrepancies among teachers with diverse ethnic backgrounds.

Despite the limitations in its methods, this research still provides certain reliable
inferences and especially critical indications on how to understand and explain pre-
primary teachers’ beliefs and practices. In addition, it provides a springboard and new
possibilities as well as priorities for further research in similar fields. Nevertheless, this
is one of the first studies to investigate this particular subject, and there is still room for

improvement.

6.4. Future Implications

Despite the limitations of the current study, it still contributes to theoretical
developments in understanding teachers’ perceptions and teaching in response to
children’s capabilities enhancement and academic learning acquisition as well as to

teachers’ professional development and support.

This study has served to initiate the process of gathering information on Greek
pre-primary teachers’ beliefs and practices, and it has opened the path to unveiling the
actual curriculum in Greek pre-primary school. Its importance is both theoretical and
practical, because it contributes to our understanding of teachers’ thinking, particularly
since the importance of pre-primary experiences is well acknowledged. If pre-primary
school can help to ameliorate the effects of social disadvantage, then the teachers’ role
in this process is undoubtedly decisive. Certainly, teachers’ beliefs and practices impact
on the quality of children’s pre-primary experience for its own sake and on the current
benefits that it brings to children. Pre-primary teachers have a strong impact on
children’s nurturing and learning, especially nowadays when the family is becoming de-
Ire-institutionalized and parents face highly demanding pressures from their working
environment. Pre-primary teachers are entrusted with the responsibility of shaping an
optimal environment in which children may flourish irrespective of their SES status;
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they are required now more than ever to nurture the children. As a result, there is a need
to address the over-emphasis on learning for the sake of obtaining purely academic

knowledge and nothing else.

A comparison from an international perspective is helpful in expanding
knowledge on the cultural and international diversities in this field. The findings have
shown that teachers’ beliefs predict teachers’ practices, and that antecedent factors
influence teachers’ beliefs. However, the research was designed as a cross-sectional
study and does not permit inferences on causality among the variables investigated.

Therefore, causal attributions will require further longitudinal research.

This study was an initial step in the investigation of Greek pre-primary teachers’
beliefs and practices. How teachers’ ways of thinking recognise capabilities expansion
and academic knowledge achievement offers an insight into the actual curriculum being
applied in Greek pre-primary education and could be used as a tool for further teacher
training. The model itself serves as a conceptual tool to understand how efficiently
training should be designed and where emphasis should be given. Although the results
must be viewed as tentative, a model for future research has been established through
the development of useful procedures for identifying the associations among teachers’
beliefs and their practices and the effect of certain antecedent factors on teachers’
beliefs. It is worth noting that this study has provided data in an area in which there has
been much speculation but little empirical evidence. More specifically it constitutes an
enlightening piece of work on the Greek case, because the limited and sporadic research
on the field in Greece up to now did not permit any clear view on teachers’ beliefs and
practices. It also serves as an alternative look at the vast body of literature that has

accumulated on maximizing children’s academic gains in pre-primary school.

The study also informs about how teachers are likely to respond to policy
initiatives and curriculum innovations. The findings provide answers to the complexity
of teaching and should be of interest to policymakers, school administrators, and those

responsible for teacher training in Greece.

Furthermore, it contributes to the study of the Capability Approach and offers a
new spectrum of thinking on capabilities at the earliest stage of the educational system.
Although empirical and theoretical efforts have been made on the relationship between
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the Capability Approach and education, little attention has been given to early
childhood education. Schooling may be decisively important in securing and expanding
children’s capabilities. However, we are obliged to alter the breadth of our outlook on
education. The present study is unique in the field of early childhood education,
because, up to now, there has been little (if any) research investigating an official

curriculum from the perspective of the Capability Approach.

Not only could the findings of this study be used by policy implementers to
understand the state of the art in teachers’ beliefs and practices, but the empirical model
could also be used as a guide to plan better policy implementation and application in the
educational context. In addition, these results could be beneficial to school
administrators and teachers themselves. Moreover, the questionnaire appears to be a
promising instrument for the study of teachers’ beliefs and practices. The results
indicate preliminary supportive evidence for this instrument; however, further work is

needed to establish the potential value of the instrument.

6.5. Recommendations

The following future directions are suggested:

Further training based upon the needs of the teachers. Competent and well-
trained early educators are a key to ensuring positive emotional, social, and cognitive
outcomes in children. Professional preparation does not end by obtaining a university
degree. On the contrary, it extends to a constant need for continuing re-education, either
formal or informal and a constant reflective process of regarding practices. Teachers
constitute the most important factor in helping young children to adjust in the social
sphere and to blossom and bloom. Therefore, it is necessary to provide them with
conditions for self-examination and self-improvement in order to enhance educational
outcomes. Now more than any time in the past, there is a greater awareness of the types

of support professionals can provide to create productive learning environments for

166



Chapter 6
Discussion

children. Political will, local leadership, willing parents, and committed teachers, are the
ingredients of the recipe that will enable young children to benefit from a pre-primary
setting. As Ryan & Grieshaber (2005) argue, enhancing children’s language, cognitive,
and early reading skills are important for early childhood teachers to know but if they
are to be able to respond effectively to diverse student populations then it is also
necessary that they have an understanding of the politics of their work and the role

education has in creating socially productive persons.

Researchers, policymakers, and teachers in the field as well as parents should
be cautious about placing too much focus on academic achievement. The aim of the
educational setting should be the all-round development of children and their
capabilities enhancement and not predominantly the emphasis on preparing them
academically for entry into education. By schoolifying pre-primary schools, the rule of
thumb is disregarded on purpose: human beings in general and children in particular
acquire much more knowledge in an informal setting than in a formal context. In the
literature, the debate on formal and informal learning draws on the image of an iceberg.
The tip of an iceberg is where the formal learning is to be found, whereas informal
learning takes place below the surface. As Livingstone (2002) notes, informal learning
is mostly invisible and immense. Katz (1999) suggested that the younger the children
are, the more informal the learning environment should be. Although the aim of the
formal context is to improve the current condition, the result often takes the opposite
direction. Instead of children’s enrichment, it may result in intellectual burnout and
social and emotional damage. There is a need to reflect more on what future generation
a society wants to have. The current era is characterized by abundant information and
advanced technology in a rapidly changing society. It is hardly likely that it will be
possible to predict what knowledge will need to be acquired in order meet the
requirements of the future. However, what can certainly be done is to nurture

physically, emotionally, socially, and intellectually healthy children.

Children need to be seen as persons with a voice and as socially competent
agents. Early childhood should not be perceived as a merely preparatory stage, a
rehearsal for adulthood; and children should not be regarded as passive receivers of an
implemented policy and/or an applied pedagogy, but as actors who are able and deserve

to be part of the process. Stinker and Buhler-Niederberger (2012) refer to the problem
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being raised through Bernfeld’s study on Sisiphos oder die Grenzen den Erziehung,
namely, that pedagogic work often fails to correspond to the reality of children’s lives.

They go on to argue that:

it is now much more common to find acknowledgement that childhood should
be regarded as a part of society and culture rather than a precursor of it; and that the
children should be seen as already social actors not beings in the process of becoming
such.

Empirical work in the field of early childhood (Dandy & Baker, 1998) has
shown that children are competent social agents and have an active social world that is
located beyond the audible and visual scrutiny of the teacher. The United Nations
Convention on the Rights of the Child (UNCRC) has advanced the debate and altered
the view on children from being merely recipients of freedoms and services or
beneficiaries of protective measures, to being subjects with rights and participants in the
actions impacting on them. The fundamental difference between present discussions
about children’s rights and those of previous years lies partly in a different picture of the
child as deserving personal rights rather than simply protectionist rights (Sinker &
Swiderek, 2007). Stnker and Moran-Ellis (International Encyclopaedia of Political
Science, in print) categorize those rights as: (a) relating to participation and (b) seeking
to enable children’s voices to be heard in the process of decision making and democratic

participation.

The concept of “minor politics” presented in Dahlberg and Moss (2005) reflects
a wide political arena in which children as social agents address everyday issues that
occur in pre-primary schools. Minor politics refer to “minor engagements which are
cautious, modest, pragmatic, experimental, stuttering, tentative and concerned with the
here and now, not with some fantasized future, with small concerns, petty details, the
everyday and not the transcendental” (Dahlberg & Moss, 2005, p. 14). By transferring
minor politics to the pre-primary school, children could have some control over the
selection, pacing, and sequencing of the curriculum and act as agents through the

pedagogical process.
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6.6. Conclusion

In conclusion, this study has delivered insights into the conglomerate of
teachers’ beliefs and practices. It was found that teachers’ beliefs predict their practices
— a source that may be beneficial for future curriculum implementation and training
planning. Specifically, teachers’ performance- and capabilities-based beliefs predict
their respective practices; and capabilities-based beliefs also deter performance-based
practices. Moreover, for the Greek context, pre-primary teachers favour more
capabilities-based beliefs, although without disregarding performance-based beliefs.
This results in the conclusion that the fear expressed over the schoolification of Greek
pre-primary school is, up to now, not an issue. Finally, three factors were identified as
predictors of performance-based beliefs, namely, teachers’ years of experience,
administrative control, and decision latitude. Although self-efficacy constitutes an
influential factor in teachers’ beliefs, it cannot be inferred that it is a predictor of a
specific sort of belief. Research in teachers’ beliefs and practices constitutes a necessity

if change in everyday practice is aimed.
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To mapdv epoMUOTOAOYI0 anevBHVETAL GE VITLOY®OYOVG GTOYXEDOVTAG VO OEPEVVIOEL TIG TEMOONGELS
KOL TIG TTPOKTIKEG TOVG, £TOL MOTE VO EKUOLEDGEL CNUAVTIKEG TANPOPOPIES Yol TNV TALOAYDYIKN €PYAGIO, TOVL
Nnmayoyeiov.

H ocvundpwon tov eivor eEoupetikng onpociog ylo TV EPELVATPIO KOl GOG TOPUKOAEL VO
apiepwoete 30 Aemtd omd Tov Ypodvo cag.  AwPefordveron mwg Oo Stucpoiotel M avevopic Tov
GUUUETEXOVIMV KAl Ol amavtioelg mov Ba doBovv Ba mopapeivouy andivto EUTIGTEVLTIKES.

Evyapiotd Beppd yuo v ovvepyaocia.

Al. $vho
Avopag [
Tovaike O
A2. TITavemotnuokn Exmaidogvon
NAI O oxXI1

Av vou, og mowd lavemotuo:

A3. EEopoinon
NAI O oX1 O

A4. 3movdég
[Mroygio Maid. Axadnuiog L IIruyiold  Metantuyiaxd U Aidoxtopko [

A5. Hhia
20-30 O 31-40 O 41 xou dve O

AG6. 'Etn Ilpodnnpeciog

[Toca xpdvia epyactakng EUTEPLOG EXETE GOV VNTLOY®YOG

Agv éyo O 1 ypovo O 2 ypovia I 3 ypovia [ 4 ypbvia O 5 ypovia ko dvo [

Copyright © 2010: Research School ,Education and Capabilities®.

Please contact: anneta.potsi@Quni-bielefeld.de




Appendix |189

Bl. ITopokoi® GUPTANPAOCTE GTOVPOVOVTES TO KOVTAKL TOV OVTIKOTONTPILEL o€ peyoarvtepo fadpo

TIG TPOGOTMIKES 60g TENTOLONGELS.

Ka66rov O wwitepa Apketd

ONUOVTIKO ONUOVTIKO ONLOVTIKO

v v v
1) Eivon __ ___yw ta Toudid va BeATidcouv
TIg podnpatiKés Toug deE0TNTEG. [ O [
2) Evm _ yo 10 mwoudd val
AANAETISPOY e TIG TOAVEC EVOALOKTIKEG ADGELG O O O
Kotd TV dadikacio eniAvong TpofAnudtmy.
3) Eivat Yy T0 7o vo
avomtoEovy TNV KavoTnTe  va  ovoyvepilovy O O O
oweleg AéEelg oto mepfddlov kol péca  of
Kelpeva.
4) Eivmw oy 100 moudd  vo
ATOUVNHOVEDOVY TOAD WIKPG Kelpeve mpokeévon O O O
VO GUVELONTOTOGOVY, OTAOWKA, OTOWEl NG
yAdooog (A.y. culapés).
5) Eivan __ Yo To ToLdtd Vo €XouV TV
elevlepioc va  kabopiloov v eEEMEN  piag O O O
dpaoTnploTToS.
6) Elvwe _ ywo to moudid va §govv tnv
ghevlepio va oyedIALOVY KOL VO 0PYaAVAVOLY HOVEL O O O

TOVG TO OPOUATIKO oLy VIdL.

Iopokar®d emAéETE 6VO0 ATO TIC TAPATAVEO PPACES TOV KUTA TNV YVOUN GOG £ival Ol o

SNUAVTIKEG. TNV aK6AOVON Ypoppt) onuewdote Tov apdpd mov TS avruirpocmnevsl (1-6)

@)

B)
Ka06iov O wwitepa ApkeTa
ONUOVTIKO ONUAVTIKO ONUAVTIKO

v v v

7) Eivar oy Tt moudid vo

euUTAOVTILOVV TIG YVMOT TOVG HEGH TOV TOLYVIOL0D. 0 0 0

8 Eivw _ yuo 10 modid v

GUUHETEYOVY OTIG SPOCTNPLOTNTES OV OPYOVAVEL O O O

N NIy wyog.

9) Eivor _ _ ylo T0. Todld Vo €Qovv

¥XPOVO yio EAeVBEPO TTOLYVIOL. O] O] [

10) Eivar Yo T0 TOUdL  va

E&mpetikd
ONLLUVTIKO

v

E&aipetikd
ONUAVTIKO

v



AapBavouy péEPOG e WuYay®YIKES SPACTNPLOTNTEG.
11) Eivon ol TOLYVIDOELS
dpaotnponteg va Pocifovtar ota evolapEPOvVI

TOV TOOIOV.
12) Eivae 70 mouyvidt tov modidv o€
vraifplovg xdpovg va TEPIAAULPBAVEL OPYOVMUEVES

dpacTNPLOTNTEG.
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O

Iopoker®d emiéETe 6V0 Amd TIC TUPATAVEO PPACES 7OV KUTE TNV YVOUN 0OG £ival Ol 7o

SNUAVTIKEG. TV 0KOAOVON Ypopp] onuewd@ote Tov apldpd mov T aviurpocwrevst (7-12)

@)
B)

13) Eivwm vy to woudid va éyovv v
EVKOPIOL VO GUUUETEXOVY OE JPUOTNPLOTNTEG OOV
ol eumepiec Tovg Ba omokTOVTOL pHE TNV YPNON
oAV TOV cONcEDV.

14) Eivor _ yio ta moudud va pobaivovv
péco and éva oxédio epyaciog (axdun ki av dev

APNOLOTOOVV OXEG TOVG TIG UGONGEL).

15) Eivar YW T Toudtd va £ouV TNV
ghevbepion va YpPNOYOTOOVY TNV QAVTOGIO TOVG
mpokeEVOL vo. kabopicouv TNV mopeio.  puog
dpaoTNPLOTNTOG.

16) Eivb vy to 7wodd  va
OPYOVMVOLLE TIG SPOOTNPLOTNTEG EK TMOV TPOTEPOV
€101 MoTe v amoPevyBovv anpooeves eEeMEeLs.
17) Eivow __ vo evioybooue TNV
OOVTOoi0 TOV TOIDOV TPOG YAPN TOV LoBNCLOKOY
duvatotTeV TOVG.

18) Eivat
HE TNV VNIEOy®YO Yl TNV GUVOLCOMUOTIKY

Yo To. wodd vor suintovv

emidpoon mov €xel oe ovTd £vag OOTAEKTIGUOG,

TOOUK®UAG, K.T.A.

Ka06rov
ONULAVTIKO

v

O Witepo
ONULOVTIKO

v

Apketa
ONULOVTIKO

v

TTopokor®d emAréETe 600 amé TIG TOPATAVO PPACGELS TOV KOTE TNV YVAOUN 60G €ival Ol TLo

oNuavTIKEG. YTV aKkOAovOn ypapp] onpawdote Tov apdpd mov TS avritpoconevel (13-18)

@)
B)

E&apetikd
ONUAVTIKO

v



19) Eiva _ yw T0 Toud  va
gumlovtilovy ™ Yyvoon Tovg péca amd TNV
oAANAentidpacn pe opAikovg.

20) Eivw _ yu to woww  vo
avantoéovv  OBetikd  cvvaucOuoato  wPoS TV
péonon.

21) Eivar Yo To oo vo

GUVATTOVY QIAMES e OMUAIKOVG.

22) Eivan yio ta modid  vo

avamTOEOVV TIG EMKOWVAOVIOKEG TOVG OeEIOTITEG.

23) Eivau Yo T woudld va pébovv
va cuvepydlovrol.
24) Eivaw __ yw 1o moudd vo pahoovv

TOVG KOWMVIKOVG KOVOVEG TOV  OPEIAOLV  va
akolovBovv Otav  AauPdvovv  pépog o€ o

ov{ftmon otov KOKAO.

Ka86rov
ONUOVTIKO

v

O Wwwitepa
ONUOVTIKO

v
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Apxketa
ONUOVTIKO

v

TITopokar®d emAréETe 600 amé TIG TUPUTAVO PPACGELS TOV KOTA TNV YVAOUN 060G €ival ol TLo

oNuavTIKiG. YTV ak6AovOn ypopupi onpawdote Tov apdpd mov TS avTitpoconevel (19-24)

@)
B)

25) Eiva oy o woudid  va

evBappvHVOVTIOL VO YPAPOVY OTMG UTOPOLV.

26) Eivan _ yw o tondd vor €0ilovran
VO OTOVILLOVEDOVY KOl VO OTOYYEAOUV TTOTLLOLTOL,
va paBaivoovv Aayvicporta, awiypara,
YA®GGOOETES, K.l

27) Eivae Yo To Tl vo
avayvopilovy Kol vo GUYKPIVOUV  SLPOPETIKEG
Hopeég  TOL  ypomtol AOYOL, Om®G .. TO
YXEWPOYPOPO KO TO EVTLTO KEIUEVO, OAAL Kol TNV
EMANVIKN Ko GAAES YPOPEG.

28) Eivaw _ Yo to ol vo

GUUUETEYOVV OE OMOSIKE Touyvidla, £Tol MOTE Vo

Ka06rov
ONULOVTIKO

v

O Witepa
ONULOVTIKO

v

Apketa
ONULOVTIKO

v

E&mpetikd
ONLLUVTIKO

v

E&apetikd
ONUAVTIKO

v



dlevpdivouy TN yvoon  TOvg  HECH TG

OAANAETIOPAONG LE TOVG OLUAIKOVG.

29) Eiva _ yw T0 7O vo
EUMAEKOVTOL O  Toryvidlr OmoL  VTOJFVOVTOL
POAOVG.

30) Eivon _ 7100 To. woudd vo. Aoy

HE TNV QOVTOGiO TOVG Kol VO 0pYoUVTOoL £va Ok

TOVG Tapapvot.

ITopoxkar®d emAréEte 600 amé TIG TOPUTAVO PPACGELS TOV KOTA TNV YVAOUN 60G €ival ol 7o

oNuavtikic. Xty ak6iovdn ypoupq onpard@ote Tov apdpd mov TS avTitpocsonevel (25-30)

@)
B)

31) Eivatn Yoo To Toude v
oovtalovrol tnv eEEMEN oG A ynong.

32) Eivw _ yu to wowdud vo
popaloviolr Toug eOPOVE TOLG Kol TIG OVNOLYIES
TOVC.

33) Eivau _ va gpebiletar n @avracio
KOL 1] EPEVPETIKOTNTO TOV TOSIDV.

34) EBivw _ ywo to mwoudd  va
SpaTPOYLATEVOVTOL TUYOV GLYKPOVOELS 1| EVTAGCELS

OV TPOKVITOVV GE L0 GUVEPYACIOL.

35) Eiva Yoo To moudie v
amodéyovtal  avOpdTovg pe  JlPOPETIKEG
YAOOGIKEG, TOMTIOTIKEG n OpnokevtiKég
KatafoAéc.

36) Eivam _ yuw 1o moudid vo pdhoovv

Vo Uy S1oKOTTOLV TV PoN KOG dPasTNPLOTNTOG
TP Vo TEPLUEVOLV €MG OTOV OLOKANP®OEL.

37) Eiva Yo T0 Toudk  va
acyolobvial 660 10 dVVATOV TEPIGGOTEPO LE TOV

VTOAOYLOTY.

Iopokord emAéETe 6V0 A6 TIC TAPATAVEO PPACES TOV KUTA TNV YVOUN 60G £ival Ol 7o

oNUAvVTIKEG. TNV ak6AovON Ypopup) onpawd@ote Tov apdpd mov TS avTitpocsorevel (31-37)

@)
B)

Ka66rov
ONLOVTIKO

\Z

Oy Wwitepo
ONLOVTIKO

\Z
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Apketa
ONLOVTIKO

\Z

E&mpetikd
GNLLUVTIKO

\Z



38) Eivau _ yw 10 Toudlk  va
nmepapotilovron pe To aviikeipeva mov Ppickovron
GTO YDOPO TOL VNTLOY®YEIOL.

39) Eiva oo Tt mwoudid va
e€epeuvolv e TIG aoBNoE TOVG TOV YDPO 7OV
ToVg mEPLPAAAEL.

40) Eivon __ Yo T0. TSl VA ETAEYOLV

KO VL YPNCLLOTOO0V SNUOVPYIKA SLEAPOPa VALK

41) Eivw _ yw 1o mwodud  vo
EUMAEKOVTOL GE OPACTNPIOTNTEG YPUPNG HECH TOL

Ty Vid10V.

42) Eivou vy To Tondid v pébovv
Vo gAgyyouv Ta  ovvolcOnpatd  Tovg  oto
yNTLoy@YElo.

43) Eivon - Yo TO TOUSIG VoL £OvV TV
duvatdtnTo Vo ek@palovv TIg OKEWELS TOVG ATV

aKolOV pio dtynon.
44) Eiva 1w To woudd va

OTOOEYOVTAL TUYOV KOVOVEG KOl TEPLOPLGLOVS TOL

1oY00VV GTO VNTLOY@YELD.

Ka86rov
ONUOVTIKO

v

O Wwwitepa
ONUOVTIKO

v
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Apxketa
ONUOVTIKO

v

ITopokar®d emAréETe 600 amé TIG TUPUTAVO PPACGELS TOV KOTA TNV YVAOUN 60G €ival ol 7o

oNuavTiKic. Xty ak6AovOn ypopupi onpawdote Tov apdpd mov TS avTitpoconevel (38-44)

@)
B)

E&mpetikd
ONLLUVTIKO

v

B2. ITopoxai®d emiéEre Tov BaBpé mov ek@pdaler To w660 cvyvd cvvnBilote vo epmiékere To moudia

OTIS 0KOAOVOES OPUGTNPLOTNTES.

1) Apopotikd mwoyvidt.

2) TTalh kot KOTAOKEVES.

3) Epmlékoviar og dpaoctnpdtnreg mov Sivouv
EUGACT)  OTNV  KOTAKTNON  TOV  HoONUOTIKOV

deklotnTmv.

€06V
woTE

O

Yravio

O

TokTIKO

O

IToAbd Xvyva

O
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4) Kolodvtor va avayvepifovv oweio ypaen o10

nepPaiiov O Il O O
5) Amyodvtol 16topieg O O [ O
6) I'péeovv to dvopd tovg L] O [ O
7) Zayypagitovv [ O [ 0
8) Tpoyovdovv O O O O
9) Amapidunon O O O O
10) Amopvnpovebouy keipevo, O O O O
11) KoBopiCovv tnv e€EMEN g SpactnploTnTag O O [ O
12) IaiCovv ehedbepa O O [
13) Svppetéyovv 6€ dpacTNPLOTITEG TOV OPYAVAVEL
o/n vnmaywyog O O [ 0
14) EpmAékovtol 6€ ToyViMOELS dpacTnPLOTITEG TOV
gyovv emidéEer Ta 1d100 oL TS O O O O
15) IIpoPAinpatilovton kot ovlntodv  yu  éva
Kowovikd 0épa (A.y. dropo pe £181kég avaykeq) o 0 0 0
16) Kopouvv kar ypopatiCovv mpocyidia O O [ O
17) Awkémtoovy TV a@Rynon Mg 1oTopiog
TPOKELUEVOD VO GYOAACOVY OGO AKOLGAV. 0 0 0 o

I'l. ¥npawocte Tov Babpd mov cag ekepalel  kKGOepuo amd TIS TOAPUKATO TPOTAGELS.

Agv Mdirov dev Maiiov Sopeovd
CUUPOVAD CUHPOVD Sopeovae anéivTa
Kof6iov
N2 v v v

1) Eipor memeiopévog/n mdg ot Todoymykés 1Hov
TPOKTIKEG GTO VITIAY®YEIO €ivOl KOTAAANAES. 0 0 0 0
2) Ou yoveig tov Todidv pe oamodéyovior ®g
TS oy @YOo. u O [ O

3) Eipotl memeopévoc/n mdg Ol TPOKTIKEG OV

copfdrlovy oty oAOmAevpn  avamTLEn KoL O O O O

KOW®VIKOTOINGN TOV TOLdldV.
4) Mnopd vo Yeplotd KoAd To. TpoPAnpoTe 6to
VNTOYOYELO. 0 0 0 u
5) H Sovield pov cvpPdirer kabopiotikd otnv
éykatpn wapoyn Ponbeag ko ompENg TOV O O O O

1OV TOV £XOVV AVAYKN.
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I'2. Ynpaioote Tov Padpud mov cog ek@paler N kKGOepmo 0mTd TIG TAPUKATO TPOTAGELS.

1) Amogocie® pévn pov yw Tig pebddovg mov
YPNOUYLOTOUD GTNV TOLdOY@YIKN TPEEN.
2) Anogpocile kot opilm pdévn pov T0LG GTOHYOLG
™G T UYDYIKNG EPYACIOG.
3) Amopaci(® kot opil® povn pov  To
TEPLEYOLEVO TNG TOOAYMYIKNG TPAENG.
4) Amogocil®m poéovn pov tov Tpoémo dloyeipiong
TOV TUdAYDYIKOV TPoPANUATOV.
5) Aegv kdGvovpe timota mov aviitifeTon pe Tig

emBupieg TOV YOVEDV.

Agv

CORPOVA
KoO6iov

v

O

Mailov dgv
CULPOVAD

v

Maéirov
Sopeove

v

I'3. Ynpawoote Tov Padpud mov cog ekepdaler N kKGOemo 0md TIS TAPUKATO TPOTAGELS.

1) Eipow oveaptnm ot0  oyedocpd  Trg
TS ALY DYIKNG EPYACIOG.
2) To mhaiclo epyooiog givar Té1010, GOTE GIAVIN
Kot pe OUCKOAIDL UTOP®D Vo EPAPUOCH TG OKEG
LoV 18€e¢ oV TOday @YK TPAEN.
3) H dovAeld pov givol eEapeTIKG GNUOVTIKY yioL
TNV EUNUEPIO TNG OIKOYEVELAS LOV.
4) H Sopfj kot 1 0pyGvedon TOL EKTABEVLTIKOD
HOG CULOTAMOTOC Elvol GKOUTTN KoL OEV OV
EMUTPENEL  va  SEPOTd  €AeDBepa TNV

TOdOY@YIKT O10d1KAGiaL.

Agv

COROOVA
Ko06iov

v

O

O

O

Mailov dgv
CUUPOVD

v

O

Mailov
SopeOvVe

v

I'4. Snpavote T0v Babpé mov coc ekepalel n kKGOema amd TIC TAPOKATO TPOTAGELC.

1) Opiopéves @opés apeBdriie yio Tov TpoémO TOL

AVTILETOTI® [o TOday®YIKY KOTAoToo.

Agv

OCVULPOVD
Ka0o6rov

v

Mallov dgv
CVLPOVAD

v

Maéirov
Sopeove

v

Sopeove
amorvTo

v

SopeoOve
amélvTa

v

Sopeove
amorvTo

v



2) H omuéceapa Ttov  vnmayoyeiov  eivon
guydpoTn Kot yolapn.
3) XvvepyGlopor mavTO HE TOVG YOVEIS T®V

TOLOLDV.

4) To m\aiclo TV SpAcTNPOTHTOV Yo TO TodLd
kabopiletar og cuvepyacia e TOLG YOVELG.

5) Ouv vyoveig emmpedlovv onuavtikd TNV
EKTOOEVTIKT TTPAEN.

6) Ou yoveig pe evbapphvovy va  opyavdve
dpaotnpdtnteg  mov  divovv  £ueacn  oTa

poOnpatikd.
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O O
O O
O O
O O
O O
O O

I'5. ¥npaiocte tov fabpd mov cag ekepdaler  kGOepa amé T TaPpoKATO TPOTAGELC.

Av kb dev mhel kaAd (6mwg Oo Empene) oTnv

TSy @YK Slad1Kacia,. . ..

1) oraive to Toudid.

2) givon dikr pov guBojvn.

3) pov Asimouv ot peBodoroyiés deElotnTeg Yo
TOV XEPLOUO TNG KOTAGTAONG.

4) Intd PonBeto and évav/pio GuVAdELPO.

5) umopd evkodo va  Sayeplotd  dHoKoAEg

KOTOOTACELG.

6) dev &xm xpoVO va aoyoANOMm.

A1l. Owoyevaroxn Katdotoon

Avyopog [

Agv

COROOVA
Ka0oAiov

\Z

‘Eyyoapog U

ApBpog téxvav

Mailov dgv Mailov
CUUPOVD CUUPOVD
N2 v
O O
O Il
O [
O [l
O O
O Il

Awlevypévog [

A2. Tlapakel® meprypwte TNV gmayyshpoTiky domnra Tov /s ovldyov

SopeoOve
amoOLIVTO
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A3. IIpocdopicTe TNV EKTAIDEVGT TOV YOVEOV GUG:

Mntépa ITatépag

e AvoAedfnrog/n O O
o Ambéportog Anpotikov U U
o Ambporrog ['vpuvasiov U U
e Ambéportog Avkeiov U U
e  Kdroyog tithov

[Mavemotnuokng ekmTaidevong U U
o Kdtoyxoc HeTamTUYLOKOD O O
o  Kartoyxog Adoktopikon U O

A4. EmnpoécOetn empopeoon
Yoppeteiyate o€ kamoov €i60Vg EMMPOGHEC EMUOPPDONG KATA TNV SLUPKELD, TOV EPYOCLOKOD GOG Blov

(emmAéov omovdés);
NAI O OXI [

AN NAI, XE TI EIAOYTX

A5. Katd v dwapkeia TNg EPYACLOKIG GO EUTEPINS EIYATE TNV EVKOIPIO VO GUVEPYUGTEITE KUl VO

HOLPUCTEITE TIS OLOUKTIKEG GUS VOYPEMGELS NE GUVAIELPOVGS;
NAI O ox1 O

AG6. Eiyate v svkoipio vo Aafete pépog o€ pio. EPELVNTIKY] OL00IKAGIO;

NAI O OoX1 O

Av vai, TEPLYPAYTE TV €PEVVNTIKI O10d1KOGi0 KAODG Kol TOV pOLO GUS 6E GVTHV:

AT. TTopokor®d oTOVPAOGTE Y0 KGO $vo amd To akOLovOa TNV amavriien mov ekepalsl v dpdon

G0G TOV TEALEVLTAIO YPOVO.

o 'Eyo dofdoet emotuovikd apbpa mov oyetiovrar Pe TNV TPOGYOMKN Oy®YT.
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NAI O ox1id

o 'Eyxyo ovupetdoyel oe eKTOUSEVTIKG GELVAPLO TTOV OPOPODY TNV TPOGYOAKT aymY.
NAI O ox1

o 'Eyo MaPer pépog oe emoTnOVIKA X0vESPLOL.
NAI O ox1

o Ytov ehedbepd OV ¥POVO EX® CLUUETAGYEL O dPAGTNPLOTITEG OPYUVAOGE®DY OV oyeTilovTal gite pe

™V mpooyohk aywyn gite pe v mwoudikn niio gvpvtepa (A.y. OMEP)
NAI O oXI1 O

AT. TTopokord avoQEPETE TO NAONNO TOV GOG EVOLEQPEPE TEPLOGOTEPO KATA TNV dapKE TOV

OTOVOAV GUg:

AS8. TTopaxoi® meprypdyte TV dop] TOV VnTOy®YyEiov mov gpyaldcactay mpwy TNV £viall 60G 6TO
Awaokaieio (mepoyf Omov Pprokodtav TO Vmoyoysio, aplOpog modidv, apdpog cuvadileov,

Ymopén 1 6yr Awvbovtiy/Tprag Ko o oxéeers oag poli Tovg):

FEoxopratec
mA!L !/
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This questionnaire is addressed to pre-primary teachers in order to explore their beliefs and
practices in order to obtain significant information on their educational work. Completing
this questionnaire is extremely important for the researcher and she is asking you to dedicate
30 minutes of your time for it. Be reassured that the anonymity of participants will be
assured and the answers given will be kept strictly confidential. Thank you very much for

your cooperation.

Al. SEX
Male O
Female O

A2. UNIVERSITY EDUCATION

Yes O No ]

If Yes, at which university?

A3. SIMULATION

Yes O No O

A4. STUDIES

Degree from an Academy
Bachelor

Master

PhD

oooano

A5. AGE

20-3000 31-4001 over 41[]

A6. YEARS OF EXPERIENCE

50 6-1001 11-2001 over 21[]



B1. Please fill in the sentences below by ticking the box that most reflects your personal

beliefs.
Not at all
important

v
1) It is _ for the children to
improve their mathematical skills. [
2) It is __ for the children to
interact with the possible alternative [
solutions in a problem solving activity.
3) It is ~ for the children to
develop the capacity to recognize familiar [
words in their environment and within
texts.
4) Tt is ~ for the children to
memorize very short texts in order to [
realize, progressively, elements of the
language (e.g. syllables).
5) It is ~ for the children to
have the freedom to determine the course [
of an activity.
6) It is _ for the children to
have the freedom to plan and organize [

their dramatic play.

Not that

important

N7

(]

Fairly

important

N7

(]
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Extremely

important

N7

O

Please select two of the above phrases that in your opinion are the most important. Enter

the number representing them (1-6) in the following line.

a)

b)
Not at all
important
N7
7y It is _ for children to enrich O

their knowledge through play.
8) It is ~ for children to O

participate in activities organized by the

Not that

important

v
O

Fairly

important

v
O

Extremely
important

v
O
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teacher.

9) It is ~ for children to have O O U O
time for free play.

10) It is _ for the children to 0 0 0 O
take part in recreational activities.

11) It is _ for playful activities 0 0 0 O
to be based on children's interests.

12) It is =~ children’s outdoors O O O [

play to include organized activities.

Please select two of the above phrases that in your opinion are the most important. Enter

the number representing them (7-12) in the following line.

a)

b)
Not at all Not that Fairly Extremely
important important important important

v v v v

13) Tt is for children to [ [ [ O

participate in activities through which they

can acquire experiences engaging all their

senses.

14) It is for children to [ [ O O

learn through a lesson plan (even if they
may not use all their senses).
15) Tt is for children to O [ [ u

have the freedom to use their imagination

so as to define the course of an activity.

16) It is for children to O 0 O n

engage in previously organized activities so

as to avoid unexpected consequences.

17) It is to reinforce [ O [ [
children’s imagination as part of their

learning abilities.

18) It is for children to u O [ O

discuss with the pre-primary school teacher
the emotional impact of an argument,

fight, etc.
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Please select two of the above phrases that in your opinion are the most important. Enter

the number representing them (13-18) in the following line.

a)

b)
Not at all Not that Fairly Extremely
important important important important
v v v v
19) It is for children to O O O O
enrich their knowledge through peer
interaction.
20) It is for children to [ [ O O
develop positive feelings towards learning.
21) Tt is for children to [ [ [ O
become friends with their peers.
22) Tt is for children to [ [ [ O
develop their communicative skills.
23) It is for children to [ O [ O
learn to cooperate.
24) It is for children to [ [ O O

learn the social rules that they have to
follow when they take part in a discussion

in the circle.

Please select two of the above phrases that in your opinion are the most important. Enter

the number representing them (19-24) in the following line.

a)

b)
Not at all Not that Fairly Extremely
important important important important
v v v v

25) It is for children to be [ O [ [

encouraged to write in any way they can.

26) It is for children to get [ [ [ [

used to memorizing, reciting poems,

learning similes, word puns, etc.

27) It is for children to [ O [ O

recognize and compare different forms of



written speech, a manuscript and

e.g.

printed text, the Greek language as well as

others.
28) It is for children to [
participate in team games, so as to
broaden their knowledge through peer
interaction.
29) It is for children to be [
involved in role playing games.
30) It is for children to use O

their imagination and narrate a fairy tale

of their own.

Please select two of the above phrases that in your opinion

the number representing them (25-30) in the following line.

a)

b)
Not at all
important

Vv
31) It is for children to [
imagine the outcome of a narrative.
32) It is for children to [
share their fears and anxieties.
33) It is to stimulate O
children’s imagination and resourcefulness.
34) Tt is for children to [
negotiate possible conflicts or tensions that
may arise when they cooperate.
35) It is for children to u
accept people from different linguistic,
cultural, or religious backgrounds.
36 It is for children to [
learn not to interrupt the course of an
activity and wait until it is completed.
37) It is for children to [

engage themselves as much as possible

203

(l U O
[l [l []
0 U O
are the most important. Enter
Not that Fairly Extremely
important important important
v v Vv
] [l ]
] ] [
0 O O
] L] [
L] L] ]
[ ] [
L] L] (]
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Please select two of the above phrases that in your opinion are the most important. Enter

the number representing them (31-37) in the following line.

a)
b)

38) It is for children to

experiment with the objects that can be

found in the kindergarten school.

39) It is for children to use

their senses to explore the surrounding

area.
40) It is for children to
choose and use creatively different
materials.

41) Tt is for children to

involve themselves in writing activities
through games.
42) It is for children to

learn to control their feelings in the

kindergarten school.

43) Tt is for children to
express their thoughts when listening to a
narrative.

44) Tt is for children to

accept any rules and restrictions that apply

in the kindergarten school.

Not at all

important

v
O

Not that

important

v
O

Fairly

important

v
d

Extremely
important

v
O

Please select two of the above phrases that in your opinion are the most important. Enter

the number representing them (38-44) in the following line.

a)
b)




B2. Please choose the extent to which you usually involve children in the

following activities.

1) Dramatic play
2) Puzzles and constructions

3) Activities that place emphasis on

acquiring mathematical skills

4) Being asked to recognize familiar writing

in their environment
5) Narrating stories
6) Writing their names
7
8

)
) Painting

) Singing

9) Counting

10) Memorizing texts

11) Defining the (evolution) outcome of an
activity

12) Playing freely

13) Participating in activities organized by
the teacher

14) Being involved in playful activities that

have been chosen by the children

15) Thinking about and discussing a social
issue (e.g. people with special needs)

16) Cutting and painting outlines

17) Interrupting the narration of a story to

comment on what they have heard

Almost

never

N

0J
t
t

0 (I

O O

Rarely

O Oo0oo0ogdoao O O O O €

O O

Regularly

O Oo0oogdoaog O O O O €

O O
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Very often

(0 O O 0O 0O <«

O O
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C1. Please note the extent to which each of these sentences expresses how you

see yourself.

1) I am convinced that my educational
practice in the pre-primary school is
appropriate.

2) The children’s parents accept me as a

teacher.

3) I am convinced that my educational
practice  contributes to the child’s

development and socialization.

4) T can easily handle any problems in the
pre-primary school.

5) My job contributes significantly to
promptly providing help and support to

children who need it.

I entirely
disagree
Vv
[]

I rather

disagree
v
[l

I rather

agree
v
[l

I entirely
agree
Vv
[]

C2. Please note the extent to which each of these sentences expresses how you

see yourself.

1) T decide which methods to use in my
educational practice on my own.

2) I decide and define the aims of the
educational practice on my own.

3) I decide and define the context of the
educational practice on my own.

4) T decide the way of solving educational
problems on my own.

5) I do not do anything to oppose the

wishes of parents

I entirely

disagree

v
O

I rather

disagree
v
L]

I rather

agree
v
L]

I entirely
agree

v

]
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C3. Please note the extent to which each of these sentences expresses how you

see yourself.

1) I am independent in designing
(choosing) the educational practice.

2) The working framework is such that I
can hardly apply my own ideas in my
educational practice.

3) My job is especially important in my
family’s welfare.

4) The structure and the organization of
the educational system are rigid and do
not allow me to manage the educational

process freely.

I entirely

disagree
Vv
[]

I rather

disagree

v
d

I rather

agree

Vv
O

I entirely
agree
v
[l

C4. Please note the extent to which each of these sentences expresses how you

see yourself.

1) Sometimes I have doubts about the
way | handle a pedagogical situation.
2) The atmosphere in the pre-primary
school is pleasant and relaxing.

3) I always cooperate with the parents.

4) The framework of activities for the
children is defined in cooperation with the
parents.

5) Parents influence the educational

process significantly.

I entirely

disagree

v

O

I rather

disagree

v

]

O

I rather

agree

v

O

d

I entirely

agree

N

O
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6) Parents encourage me to plan activities [ [ 0 [

that place an emphasis on mathematics.

C5. Please note the extent to which you agree with each of these sentences.

I entirely I rather I rather I entirely

disagree disagree agree agree
If something does not work (as it should v v v v
be) in the educational process...
1) it is the children’s fault. o O O u
2) it is my responsibility. [ O O O
3) T lack the methodological skills to [ [ [ O
handle the situation.
4) I ask for help from a colleague. [ [ O [
5) I «can easily handle demanding [ 0 0 [
situations.
6) I do not have the time to deal with it. [ [ O O

D1. Family Status
Single [ Married [ Divorced [

Number of children

D2. Please describe your spouse’s vocational capacity

D3. Define your parents’ education:

Mother Father
o Illiterate [ [
o Elementary school O O
e Junior High school 0 [
e Senior High school 0 U
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e University Degree O ]
o Master’s Degree O ]
e PhD degree U U

D4. Additional Training

Have you taken part in any additional training programmes during your working life?
YES U NO OO
IF YES, WHAT KIND

D5. During your working experience, did you have the opportunity to cooperate
and share your teaching obligations with your colleagues?

YES U NO O
D6. Have you had the opportunity to take part in a research project?

YES O NO O

If yes, describe the research project as well as the role you played in it:

D7. Please tick the answer that corresponds most appropriately to your activity

in the past year.

e I have read scientific articles regarding pre-school education.

YES [ NO O
e | have taken part in seminars regarding pre-school education.
YES [ NO O

e I have taken part in scientific conferences.
YES [ NO O
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e In my free time I have taken part in organizational activities concerning pre school

education or childhood in general.

YES U NO O

THANK YOU VERY MUCH!



