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ABSTRACT

This sudy examined the influence of different supervisory associations on
curriculum and teaching in four public schoal kindergartens with amultiple case sudy
method. Three types of sampling procedures used to identify and study eementary
schoal principas and kindergarten teachers were sratified, purposeful, and a subdivison
of the purposefully chosen sample. The dratified random sample based on type of
region (East, West, North, or South PA) consisted of 89 elementary schoals, the
purposefully chosen sample included 24 e ementary schools located near State
College, PA. The subdivison selected included four principas and four teachers for the
multiple case studies, which comprised this dissertation’s main focus.

Two questionnaires (""Knowledge Questionnaire' (KQ) and the " Supervisory
Practices Questionnaire’ (SPQ)) were mailed to the dratified and purposefully sample of
eementary school principas and ther kindergarten teachers. This survey was
preliminary to the comparative case study. Based on the scores of the purposefully
chosen participants on these two questionnaires, | chose four of the principals and their
kindergarten teachers to take part in the comparative case sudies.

The KQ measured teachers and principas preferences regarding the type of
knowledge that they think isimportant for kindergarten curriculum and teachers
indructiond activitiesin their classrooms. 1t had five sections: demographic information;
degree of influence indicated; staff development activities; the Teacher Knowledge Scade
(TKS); and the Ingtructiond Activities Scale (IAS). The section on staff development

activities was added by the researcher.



The SPQ helped find out the type of supervision notions that principds reported
using to promote professiona development of kindergarten teachers. It was sent only to
the principals. Although this questionnaire had four questions, for the purpose of this
study, only participants responses on the fourth question were taken into account for
identifying their notions or models of supervison.

For the andysis of this preliminary survey study, | computed the frequencies of
the information on demographics and the average rank for the influence of different
sources on planning and teaching. The mean scores on daff development activities were
caculated for principas and teachers. Mean and standard deviation scores on knowledge
of developmentally appropriate/ingppropriate practices (DAP/DIP) were computed for
principas and teachers with results used to help identify principas with high DAP-
oriented knowledge and teachers with more or with less DAP-oriented activities in their
classrooms. Also, teachers mean and standard deviation scores on |AS were cal cul ated.
Moreover, three separate ANOV As were performed with type of sampling (Stratified,
purposeful, and subdivision of purposeful) as the independent variable and with scores
for DAP and DIP knowledge of both principas and teachers, DAP and DIP use of
teachers as the dependent variables.

The andyss of the question on the degree of influence indicated that principas of
the purposeful subdivision sample considered themselves and teachers as the most
influentid on curriculum planning and teaching as compared to principasin the larger
purposeful and dratified samples. Also, they deemed state regulations as having the least

impact on planning and teaching compared to the participants of the other two samplings.



The teachers in the purposeful subdivison sample considered the principas as
being the most influentia force followed by the teachers in the dratified sample and the
teachersin the purposeful sample. Teachersin dl three types of samples viewed
themsdves as the strongest influence while they deemed parents as the weakest influence
on ther planning and teaching.

The analyss of the questions on staff development activities showed that dmost
al principas across three types of samples reported that they offered training as a Saff
development activity. Among the components of training, workshops were widdy cited
as used while portfolios rarely were across the samples. The principasin the purposeful
and purposeful subdivision samples reported more use of curriculum development and
inquiry than did the principasin the gratified sample.

Staff development activities that were widely reported by dl teechers were
curriculum development, training, and observation. While workshops were the most
commonly reported component of training, portfolios were the least commonly reported.
Professona development schools as a staff development activity was seldom utilized by
al teachers.

With respect to results of ANOVA run for principas knowledge of DAP and
DIP, there was not any satisticaly sgnificant differences among the three different
samples (dratified, purposeful, and purposeful subdivison sample) on principas scores
for DAP knowledge(F=.640, df = 2, p >.05) and DIP knowledge (F=.994, df = 2, p >.05).

The results of ANOVA run for teachers showed that there was not any
gatidicaly sgnificant differences among three samples knowledge of DAP (F=1.957, df

=2, p >.05) and knowledge of DIP (E = 1.07, df = 2, p>.05). In addition, there was not
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any dgnificant differencesin their scores on DAP rdated ingtructiond activities (F=.634,
df =2, p>.05) and DIP associated activities (F=1.84, df = 2, p >.05).

Computing average rank scores on principas SPQ responses led to two
digtinctive notions, one being the interpretive-practical notion and second being the
applied science-technica notion (as well as two dightly eclectic models, representing a
combination of the interpretive-practical and the applied science-technica notions).
Based on these results, | categorized the principas for the comparative case sudy as
follows interpretive-practica notion (principd A) as being the most supportive, eclectic-
interpretive-practica (principa B) as supportive, eclectic-applied science-technica
(principa C) asless supportive, and applied science-technica notion (principd D) asthe
least supportive.

Although the survey results suggested four different kinds of schools, | felt the
need to drop thisway of grouping after | started to interview the participants and andyze
the data. 1 found out that the framework of “less supportive/more supportive’ was
mideading. For instance, principa C initidly labeled as less supportive based on the
survey results did not seem to warrant this classification upon andyzing her interview
responses.

Theinterviews, classroom observations with field notes, and observeational
checklists were data sources for the comparative case study of the four principal-
kindergarten teacher dyads. Open-ended and focused interviews with the participants
were the primary source of data for this study; observations served to support the

emerging findings of the study. With interviews, | amed to eucidate teechers and
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principas perceptions of supervisory associations and practices and to illuminete their
perceptions of the nature and functions of curriculum and teaching.

Feld notes amed to capture the events that took place in the classroom, including
teachers actions and the children’s reaction to those actions, and vise-versa. | observed
each kindergarten classroom for at least Sx hours on different days. On the basis of these
observations, | completed the Checklist for Observing Developmental Appropriatenessin
Early Childhood Classrooms, an Anti-bias Curriculum instrument, and the Anti-bias and
Multicultural Curriculum Assessment Prafile.

In the comparative case studies, Miles's and Huberman’s (1994) method of
anaysiswas followed: (1) contact summary shest, (2) coding, (3) pattern codes, and (4)
memoing. Chaptersfour, five, Sx, and seven present results of the four case sudies. A
modified verson of Cornbleth’s (1990) framework was used for organizing the results of
this sudy, and for congdering curriculum in light of structural and socio-culturd
contexts. Inthis sudy’s analys's, aspects of structura context were asfollows: (1) the
nature of supervisory associations between teachers and principals, (2) principas and
teachers perceptions of curriculum, and (3) classroom practices. May’s (1989) work on
notions of supervison and Sergiovanni’ s (1992) work on the sources of authority were
utilized to andyze these three aspects of the structura context.

The primary themes that emerged from the study and that were used to
characterize the dyads were: (1) active and inactive-collegid supervisory associations,
teachers of collegid supervisory associations with congstent curriculum beliefs and
actua classroom practices. (2) inactive-hierarchica supervisory associations: and (3)

teachers of inactive- hierarchicd supervisory associations with inconsstent curriculum
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beliefs and actud classroom practices. The collegia supervisory associations were
primarily influenced by professona and mora authorities and supported by persond
authority that established a circle of trust, respect, and shared understandings between
teachers and principals. Teachers of collegia associations were conscious of what they
believed in and how they put those beliefs into practice. Positive collegid associations
nurtured the teachers, and fostered commitment to their beliefs rather than oppressing
them. This seemed linked to developmentally appropriate practices.

Conversdly, superior-subordinate supervisory associations imposed the contents
and effects of bureaucratic and technical sources of authorities upon teachers. The
dependence on externd control of teachers in these supervisory associations was
evidenced through severd interrelated indicators. ignorance of communication about
teaching and learning; inability to share control; existence of hierarchica control; and
slencing teachers. An outcome of this type of supervisory association was to foster
inconsistencies between the teachers: own thoughts and actions. It margindized the
teachers, impeded professionalism, and failed to recognize the complexity of the early
childhood teacher’ s role respongibilities with respect to young children. The resulting
learning experiences for children were uni-dimensiond, primarily revolving around

formd ingtruction of academic kills.
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CHAPTER ONE
STATEMENT OF THE PROBLEM

“No Child Left Behind” has turned out to be the catchphrase of educational
reform, which has become to be known as making sure that each student meets academic
gandards. For example, Pennsylvania established academic standards in 1999 to define
what knowledge and skills children a each grade level should magter in different subject
meatters. mathematics, reading, writing, spesking and listening. In order to measure
whether children perform in thisway, andardized tests are adminisirated beginning at
the third grade (Pennsylvania Department of Education Webgite).

School digtricts are expected to congtruct curriculum and ingtruction that lead to
performing a or above state standards. Schools and teachers are held accountable for
how well their students score on these standardized tests. Results of standardized tests
are a'so used to make comparisons among schools and teachers. High scores on the
standards tests are what the policy makersthink is the best indicator of desired quality
education. The criteria for which each child and eventudly each school are held
accountable are uniform across diverse backgrounds of children.

For many professond educators, initiatives such as teacher accountability and
standardized achievement tests reflect how supervision and education are bureaucratized.
Teacher accountability entails for conformity to a set of criteria defining what best
practiceis. Thisleads supervison to take a nature of quality control carried out through
conducting classroom visit(s) to complete a checklist containing this set of criteria. Inthe
eyes of some educators of young children, the trend toward standardization is puzzling in

the sense that it fosters arigid academic curriculum while it overlooks children’s unique



natures and specific socid and educationa circumstances. For instance, recent
demographic changesin the student body of contemporary early childhood classrooms
are much greater than before. Increasing attention has been paid to the need for
recognizing different teaching and learning styles (Wardle, 2003). The move to Sandards
and the ‘one szefit dl’ mentdity that goes dong with this movement raises concerns
about the quality of early educationd experiences.

The research and opinions of professionals about the way young children learn are
disregarded by some adminigtrators, parents, and educators. Some research results show
that some parents (Rescorla, Hyson, Hirsh-Pasek, & Cone, 1990; Stipek & Byler, 1997)
and principas (Charlesworth, Hart, Burts, & DeWolf, 1993; Hitz & Wright, 1938)
support a uni-dimensona focus on teaching academics to young children. These
individuas advocate teaching approaches that they think will be more effectivein raisng
children’ s performance scores on academic achievement tests (Elkind, 1987). Such
thinking contributes to a greater use of a more academicaly rigorous curriculum in early
childhood education (Stipek, Rosenblatt, & DiRocco, 1994).

Theinitiative for sandards or accountability in the public school system by itsdlf
is not the sole driving force behind more academic kindergarten programs. From a
broader perspective, the changes that have taken place within society have established a
basisfor thisform of kindergarten education. Some influentia changes include the
increasing number of women in the work force, which in turn incresses demand for child
care outside the home. Therefore, more and more children attend early education and
care centers and are exposed to some teaching of literacy skills and numeracy knowledge

earlier than the kindergarten year. Also, thereis the trend of shifting from haf-day to



ful-day kindergarten programs that €l evated academic expectations for young children
(Association for Supervison and Curriculum Development, 2001).

Regardless of the reasons behind an academicaly oriented early childhood
curriculum (whether it is the result of educationd policies or socid changes) an ongoing
quest in early childhood education (ECE) continues to exist for learning how to better
provide young children with high qudity ECE programs. One way to focus on the issues
of quality isto examine structurd and process variables. In afocus on structura
variables, more attention is paid to adult-to-child ratio (5:1 to 10:1), group size (14 to 20),
and education, training, and other characteristics of staff members. In afocus on process
variables, thereis a greater tendency to address the interaction between adults and
children and among children, the nature of curriculum and ingruction, and factors such as
the supervison of teachers (Powell, 1995).

Professond organizationsin the field of ECE, such asthe Nationd Academy of
Early Childhood Programs (NAECP, 1998) and the Committee on Early Childhood
Pedagogy in Nationa Research Council (NRC, 2001), recognize certain characteristics
that are deemed essentid for high qudity ECE programs. Some of these are: (1) focusing
more on “support systems’ that influence teachers and adminigtrators: enhancement as
professonds (NAECP, 1998); (2) addressing dl domains of the development of children;
(3) providing curriculum with specific gods, (4) fostering professonad development of
teachers; and, related to this dissertation research; (5) the proactive involvement of
teachers as part of high qudity supervision of teachers (NRC, 2001).

Characterigtics of high qudity ECE programs vary depending on the ECE setting,

such as child care centers versus early intervention program versus ECE in kindergarten



and the primary grades in the public schools. Indeed, ECE programs now exist within
and have become an ever-greater part of the public school system and this association of
ECE with public schools presents early childhood teachers with chalenges and
expectations that stem from the policies of the public school ingtitution, such as the use of
sandardized achievement tests. Thereis an urgent challenge to blend the philosophies
and practices of eementary education and ECE in such away as to best serve young
children and ther families,

A content issue related to the qudity of ECE programs status within public
schools is the association between eementary school principas and kindergarten
teachers. Elementary school principas act as conveyers of policiesto teachers and as
collaborative partners. They play important roles in generating, implementing, and
assessing the curriculum aswell as helping kindergarten teachers acquire richer
understandings of their practice. For ingtance, the ultimate goa of the “No child left
behind” educationa policy may be to optimize the learning and development of each
student, but the implications of this movement will be filtered through administrators
and teachers' lenses, which will yield agreet variety of responses. Some of the principals
and teachers would interpret this to mean that they were to teach to the test, asthey saw
decisons about funding of schools and teachers sdary influenced by how high their
students scored on the standardized tests. Thisimpliesthat bureaucratic source of
authority exerts power over supervisory associations and what and how to teach.
Bureaucratic authority, in this Stuation, manifestsitsdf as educationd policy on testing.

Thisgroup of principas response to the accountability movement may more

likely manifest itsdlf in principas whose view of curriculum, teaching and learning



revolves around conveying a predetermined and sequenced set of knowledge and skills
that reflect the content of the standardized tests. In this case, they may perceive
themsdves only at the level of decison-maker and judges of the teachers. Hence, their
rolesis to make decisons about the most effective curriculum and teaching methods that
are adigned with standards and then to conduct quality control of this process.

Other principals and teachers may interpret “No Child Left Behind” educationa
policy as something to be consdered among al the other issues that are factored into the
educational process, such asteachers professond expertise on what is known currently
about responsive and enriching practices for student learning and development and the
teachers role as educators. In this case, professond authority influences teaching and
learning.

For this group of principals and teachers, a single specified response would be
difficult to imagine because their reponses would emerge from their associations with
each other. The educationa process would be dynamic requiring an ongoing quest to
generate answers as to what is best to teach and how best to teach it for a specific group
of sudents. Principas operating from this perspective would see their own thinking
connected with teachers' thinking and would see carrying out these thoughts together
rather than being distanced from this process.

In other words, principas and teachers responsesto educationd policies, such as
sandardized achievement tests and teacher accountability would differ. This difference
would stem from the sources of authority that principas and teachers use to control and

guide their deliberations and actions.



Resear ch Questions
Four principas were studied, each working with one kindergarten teacher who
was aso a participant in the sudy. The andysis of the “Knowledge Questionnaire”’
indicated that these principas had differing amounts of knowledge of developmentaly
gppropriate practices (DAP). The andysis of the * Supervisory Questionnaire’ showed
that two of the principas (Principas A and D) had contragting and the remaining two had
eclectic supervisory views. It isessentia to note that knowledge of DAP wasused asa
criterion and technique to select participants for this study, but it was not a motivation.
Two primary ams are: (1) to describe supervisory associations between
principas and teachers and (2) to evauate how perceived supervisory associations affect
curriculum and classroom practices. In order to achieve these aims, the researcher
generated data from elementary school principas and kindergarten teachers with the
following questions in mind:
1. How do principas and kindergarten teachers portray their supervisory
associations?
2. How do these portrayals relate to scholarly information about
SUPervisory associations?
3. How do the supervisory associations impact kindergarten curriculum
and teaching?
4. How do principas and kindergarten teachers perceive each other in
relaion to their espoused platform of kindergarten teaching and

curriculum?



Need for the Study

Early childhood programs are becoming an ever-greater part of public school
sysems. This blend brings together its own challenges and benefits. Wortham (1995)
dtated that early childhood teachersin public schools are in a position where they are
influenced by “trends, innovations, and expectations’ (p.175) in both early childhood and
elementary education. However, since some of these trends and expectations are
incompetible, disappointment is felt by teachers who drive to provide children with
quality early experiences. For instance, a teacher who uses awhole language approach
for literacy ingtruction may “be expected to drill children on the skills that will gppear on
standardized tests’ (p.175). Public school education and early childhood education each
possess characteristics and philosophies that are unique. Integrating the ingtitutions and
philosophies of the public schools and early childhood education may not hagppen in a bi-
directiond or baanced fashion. Morelikdy, early childhood programs will adapt to the
philosophies of the public schools since upper grades are what come next at the
conclusion of early childhood programs. Many individuals perceive that the purpose of
early childhood experiencesis solely in preparation for public schooling.  In order to
transcend this limited perception of early childhood programs, more attention needs to be
paid to how the characteristics of public school impact the early childhood curriculum
and teachers.

More specifically, public school factors, such as the supervisory associations that
exist between principas and kindergarten teachers should be examined to illuminate its
impact on curriculum and teaching. What are the expectations of supervisors and

teachers with respect kindergarten curriculum and teaching? Do these expectations



overlook what isimportant in a kindergarten curriculum and teaching? What are the
factors that influence supervisory associations between principas and kindergarten
teachers? Do kindergarten teachers impact supervisory associations? Examining how
supervisory associations influence kindergarten curriculum and teaching will serve
efforts to better understand and gppreciate the distinguishing features of kindergarten
curriculum and teachers. A deegper understanding of current supervisory practices used
with kindergarten teachers may aso provide abasis for other research studies directed
towards examining the processes and effectiveness of various supervison associaionsin
public school settings.

There isaneed to know more about how principas and kindergarten teachers can
work collaboratively to generate and implement high quality curriculum. A better
understanding is needed concerning supervisory practices that present teacherswith
opportunities to congruct curriculum.  Curriculum that not only reflects a holigtic view
of children’slearning, but aso one which vaues and incorporates within it the socid
context of children’slearning and development (i.e. thar families and communities).

This study aims to contribute to ECE by generating new knowledge about the supervisory
asociations. These associations can provide elther a supportive context or unsupportive
context for teachers who desire to plan and implement high quadity practices for young
children.

In this research, a preliminary survey study was done to collect descriptive
information about teachers (N=47) and principas (N=23 (removed 3)) beliefs about
DAP and about the supervisory practices of the principas. Datafrom this prdiminary

study established a background for conducting observations of the kindergarten



classrooms and interviewing teachers and principals. Moreover, the survey dso
introduced the instrument “ Supervisory Questionnaire” to estimate supervisory models.
Revison and modification of thisinstrument is possible based on this research in order to
generae better information in the future about supervisory practices pertaining to early
childhood settings. Interviews examined in some detail show the issue of the nature of
supervisory associations and how they influence kindergarten curriculum and teaching.
Classroom observations examined the nature of learning activities and teaching

drategies. Andysis of the data included inferring patterns and themes in the participants
responses and drawing connections to mgor concepts from the relevant literature

reviewed in chapter two.

Synopsis of the Study

Eight chapters comprise this dissertation. Chapter one states the problem, the
importance of the study, and the research questions aimed to be answered. Chapter two
reviews the literature to establish the basis for the study which is informed by five bodies
of knowledge: (1) supervision of teachers that includes definitions, functions, notions of
supervision, and teacher-supervisor associations, (2) influences of public school system’s
on supervison and kindergarten curriculum, (3) influences on kindergarten curriculum
that stem from the field of early childhood educetion, (4) present debates on curriculum,
and (5) research on supervison in ECE programs.

Methodological components of the study described in chapter three are: (1)
sample selection, (2) the ingruments used in the preliminary survey study (Results of the

preliminary survey study can be found in Appendix C, (3) participant principas and
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teachers, (4) the kindergarten classrooms, (5) data generation techniques and (6)
drategiesfor anayss.

The chapters four, five, Sx, and seven contain the case studies: Encompassing the
results of the studies of principa A and teacher A, principa B and teacher B, principa C
and teacher C, and principa D and teacher D, respectively. Each of these chapters
indudes findingsin relation to the participants supervisory associations, perceptionson
curriculum, classroom practices, and synopss.

The discussion and conclusion of this study are included in chapter eight.
Comparisons across the cases are made and emerging themes are presented in connection
with rdlevant literature. Also included are a Statement of the limitations of the study
followed by the strengths of the study, a Satement of what this research contributes to the
field, aswell as a statement about directions for future research on the topic of this

dissartation.
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CHAPTER TWO
REVIEW OF THE LITERATURE

The information presented in this study is gathered from five bodies of
knowledge: (1) supervison of teachersincluding functions, notions of supervison, and
teacher- supervisor associations, (2) influences of the respective public school system’son
supervision and kindergarten curriculum, (3) influences on kindergarten curriculum that
gem from the field of early childhood educetion, (4) current debates on curriculum, and
(5) research on supervison in early childhood education programs.

The literature was searched through database, dectronic cataog, readingsin
current issues of professiona journds, and World Wide Webstes. The Educationd
Resources Information Center (ERIC) database was an essentia tool for locating
resources, such as research and/or opinion articles, and position statements on ECE
curriculum. When searching the ERIC database, the researcher used different terms, such
as early childhood curriculum, kindergarten teachers and principas, and supervison of
kindergarten teachers to acquire avaried set of articles. The dectronic catalog mainly
served to locate books about trends and issues in early childhood education (ECE),
curriculum theory, and supervison. Readingsin recent issues of professond journas
hel ped understand reactions of educators on present influences on ECE curriculum, such
as educationa policies and their implications, dternatives generated for replacing
confined and or uni-dimengiond practices. The webgites were helpful to review
information about academic standards.

Thefird part of the literature review deds with the supervision of teachers

including functions of supervison, notions of supervison, and teacher- supervisor
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associations. It provides the reader with theoretical knowledge that has been developed
about different types of supervison and supervisory associations over the years.

The second part of the literature review continues with information on how public
school system’ s trends and expectations directly influence kindergarten curriculum. Inan
area, such as the accountability movement, the review shows that the kindergarten
curriculum and teachers are influenced to have a more academicaly- oriented curriculum
to be compatible with the trend.

The third part of this literature discusses the influences on kindergarten
curriculum that stem from the field of early childhood education. There is support for
curriculum that includes developmentally appropriate practices (DAP). This helpsthe
reader to see the focus of DAP oriented view, how ingtruction is carried out, and how
children are perceived.

Research on both academically and DAP oriented curriculum is also presented to
demondtrate the impacts of both views on children’ s development and learning. Both
theoretica information and empirical research on these views of curriculum servesto
produce alink between how a curricular perspective isimplemented and what outcomes
it generatesin children.

The fourth part of the literature review focuses on the presert debates on ECE
curriculum. This section helps the reader to see the point that neither academicaly
oriented nor DAP oriented curriculum are not broad enough. It explains why educators
and researchers who partake in these debates call for more inclusive and responsive early

childhood practices.
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The lagt section of the literature review includes research on supervison in ECE
programs. Also, it illuminates the factors thet influence the effectiveness of principas
supervisory practices as carried out with kindergarten teachers. The principas
knowledge about and experience in ECE and the amount of time and the degree of

atention paid to supervison directly influences the leve of effectiveness.

Supervision of Teachers

Functions of Supervison

Over the years, avariety of functions of supervison have been discussed in the
literature: “direct assstance’ (Glickman, Gordon, & Ross-Gordon, 1998, p.295),
“curriculum development, group development, organizationd development,
daff/professonad development, and action research” (Glickman et al., 1998, p.295;
Waite, 2000, p.284). Thefocus of direct assstance isto improve ingruction through one-
on-one correspondence. Direct assi stance subsumes other forms, such as* demondtration
teaching, co-teaching, asssting with resources and materials, assstance with student
assessment, problem solving, peer coaching, and clinical supervison” (Glickman et dl.,
1998, pp. 307-308). Group development provides teachers with opportunities to work
with other teachers on ingtructiona problems. Professond development dedswith
engaging in learning experiences. Through curriculum development, supervisorsam to
provide teachers with chances to work on curriculum content and teaching strategies.
Action research encourages teachers to use avenues to examine and assess their own

teaching to improve ingtruction.



14

The most commonly known form of direct assstanceis clinica supervison,
which focuses upon improving teechers  teaching behaviors. Through classroom
observation, the data are collected on “teachers and students' in-class behavior” (Cogan,
1973, p.9) and then analyzed. In other words, the events and interactions taking place
during the process of teaching and learning congtitutes the clinical sphere. The
underlying blief isthat sudents learning can be improved through enhancing the
teacher’ s classroom performance. Emphasizing a connection between clinica
supervison and teachers professona devel opment, Sergiovanni and Starratt (1998)
argued that clinical supervison ams at bettering teaching and professona growth
through one-on-one interactions.

Clinicd supervision has been put into practice by some as atechnica endeavor
and by others as a congtruct for generating meanings within the phenomenon of
education. For Garman (1982), the first represents “itinerant” supervisors who pursue the
phases of clinica supervison, pre-conference, classroom observation, and post-
conference, in amechanica manner. The method of dlinica supervison then becomes
essentid. Thelater is“dinicd dispogtion” in Garman's eyes which leads individuds to
perceive and operate asiif the * cycle of supervision were a metaphor as well as a method”
(p-52). The driving forces behind the supervision are the concepts of “collegidity”,
“collaboration”, “skilled service’, and “ethica conduct” (p.38).

Unfortunatdly, supervison of teechersin public schoolsislong associated with
teacher evaluation (Ebmeier, 2003; Waite, 1995) and hierarchy-based relationships that
place principals in an expert position and teachersin a non-expert postion. Due to these

emphases, both in theory and practice, teaching is perceived to be objective, and
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supervison is thought of as a mechanism to reved imperfect aspects of teaching.
Resulting supervisory practices are “intervention[s] that isimposed upon teschers’
(Reitzug, 1997, p.337). Such view of supervison has maintained its power over the
years. Pointing out this stagnant nature of supervison, Synder (1997) clams thet while
the redlities of the world of schools change over time the supervisory practices are unable
to renew themsalves. Hence, supervision becomes an obstacle rather than acting as a
facilitator for resolving problems of and enhancing current condiitions of schooling.

Educators have been suggesting ways for generating more beneficid supervisory
experiences. One such suggestion comes from Waite and Fernandes (2000). They deem
that supervison should be more “inclusive, more democratic, more egditarian” (p.207).
Another suggestion is proposed by Smyth (1997). He asserts that any endeavor “within
supervison would be not merdly to focus on ingructiona behavior but to canvass
somewhat wider to put the andytic spotlight on the structure, context, and location within
which teaching and learning are occurring and to uncover in what ways these are
deficient” (p.290). Thisway, Smyth believes, more andyticad work and studies on
broader conception of supervision can be carried out.

Andogoudy, Sergiovanni and Starratt, (1998) urge educators to consider
supervison from abroader perspective through recognizing the interconnectedness of
generd and dlinica supervison. They argue that the low qudlity of overal aspects of
supervison and clinical supervison may thresten the qudity of the other. For ingtance,
efforts for improving teaching performance may more likely take place in a supportive

school climate. All different areas of supervision affect classroom life (Waite, 1995) and
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thus divison of supervision into pieces diminishes its effect on the teaching and learning
phenomena (Waite, 2000).

The researcher concurs with Waite and Fernandes (2000) and Smyth’s (1997)
suggestions for supervison and congder them as an integra part of Sergiovami’ s and
Starratt’ s (1998) definition of supervison: “Supervison isa process designed to help
teachers and supervisors learn more about their practice, to be better able to use their
knowledge and skills to serve parents and schools, and to make the school amore
effective learning community” (Sergiovanni & Starratt, 1998, p.50). The reason the
researcher like this definition istwo fold. Firdt, this definition concelves supervision asa
process. The focus here is on devel oping understandings about the redlities of particular
classrooms. Second, it considers this process as a contributor both teachers and
supervisors professond development.

Combined together, Smyth’s (1997) and Sergiovanni’s and Starratt’ s (1998) ideas
bring about a more comprehensive way of thinking of supervison. Smyth’'s (1997)'s
emphasis on structure and context leads usto examine “...education sysem rolesand
relationships, including operating procedures, shared beliefs, and collective norms
(Cornbleth, Ellswvorth, Forni, Noffke, & Pfazer, 1991, p.8). With ther definition of
supervision, Sergiovanni and Starratt (1998) invite us to recognize biographica
contextud influencesincluding “...persond experience, knowledge, and beliefs of
teachers, students, and other school people’ (Cornbleth et al., 1991, p.8). Any
supervisory initiative should recognize the fact that teaching is a complex phenomenon.

It entails an ongoing inquiry into teaching, rather than a supervison thet is carried out

with one-time classroom vigts for reveding deficiencies of teachers (Reitzug, 1997). In
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summary, better understandings and more meaningful supervisory relaionships can be
generated through considering the importance of relational and persond features.
Asisdiscussed different the notions of supervison and types of supervisory
associations below, not al types of the notions or associations recognize the importance
of biographical contextud festures or an egditarian rdationship. For instance, applied-
technica notion of supervision values scientific knowledge over teechers practicd

knowledge and thus leads to super-subordinate supervisory associations.

Notions of Supervision
Supervison can be examined in light of three notions: the gpplied science-technica
notion, the interpretive- practica notion, and the critical-emancipatory notion (May,

1989).

Applied Science-Technical Notion of Supervision. Thisview of supervison isguided
by the “empiricd-anayticd sciences’ (Glanz, 1997, p.78). It focuses on attaining
effective teaching behaviors and skills as determined by research. Hence, this set of
effective teaching behaviors and skills establishes standards to be followed by dl teachers
regardless of their classroom environment (Pgjak, 1993).

This notion postulates a technical supervisory process in which higher ranked
authority is privileged to supervise teaching process. The hierarchy grants the supervisor
with respongbilities of identifying deficienciesin teachers performance through
conducting classroom observations (Glanz, 1997). One way this notion of supervisoniis
implemented is through a narrative or checkligt-driven process completed via classroom

observations. Supervision of teachersin public schoolsis traditionally associated with
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thistype of implementation (Oja& Reiman, 1998; Sergiovanni & Starratt, 1998;
Vandiver, 2000). In the literature on supervison, severa other specific terms have been
used to define this type of supervision, such as“bureaucratic ingoectiond supervison’
(Sullivan & Glanz, 2000, p.25), “traditiona adminigtretive evauation” (Gitlin & Price
1992, p.63), or “standards-referenced teacher evaluation” (Sergiovanni & Starratt, 1998,
p.225).

The main purpose hereisto do a “quality control” for documenting that teechers
have fulfilled minimum requirements (Sergiovanni & Starratt, 1998, p.225). Supervisors
am to insure that teechers performance is measuring up to universaly acknowledged
standards of teaching (Smyth, 1997). The supervisor is the source of knowledge about
teaching within this role and tranamits this body of knowledge to teachers. The
responsibility of teachersisto learn and put expert knowledge into practice in their
classrooms (Pgjak, 1993) with policy requirements, mandatory in-service, or teacher
proof curriculum materids (May, 1989).

The gpplied science notion of supervision can be traced to two factors. The first
factor stems from the historical domination of supervisors as ingpectorsin public schools.
The second factor dedl's with time congtraints and lack of help for high quality
supervison (Caruso, 1989). Regardless of the reason behind it, attention is paid to how
practicing supervision thisway fogers or hinders the quality of teaching and learning.
Severd scholars agree that this type of supervison becomes aritud or formality more
than a professiondly enhancing endeavor. Reflected in the fact thet little or no atention

in most casesis paid to the knowledge of the context, the students (Caruso, 1989), and
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the teachers; and presents limited or no opportunity for educative discourse (Abbey,

2000; Vandiver, 2000); and disowns present schooling actudities (Synder, 1997).

Interpretive-Practical Notion of Supervision. This notion consders teschers a the
center by recognizing their unique characteristics, such asther vaues, beliefs, and
knowledge generated through practice. Teachers determine concerns or predicamentsin
efforts to augment curriculum quaity. Supervisors operate as facilitatorsin this process.
The emphasis given to human relations becomes gpparent in these words. “Such a
supervisor is likely to act in ways that enhance interpersond skills, establish trust, nurture
teacher reflectivity, and assist teachersin developing collegid rdationships’ (p.729).
Didogue among teachers and between teachers and supervisorsis seen as away to foster
collaboration in the school context (May, 1989).

An example of an interpretive-practica notion of supervison is Garman’s (1982)
Characterization of clinical supervison. She considers clinical supervison as a congtruct
that is guided by essentid concepts. Some of these concepts are “ collegidity,

collaboration, skilled service...” (p.35).

Critical-Emancipatory Notion of Supervision. In the critical-emancipatory notion of
supervision, teachers and supervisors are seen as reflective practitioners (May, 1989).
Educators take into account the surrounding contexts, “persond, socid, organizationd,
higtoricd, politica, and culturd” in which they teach (p.231). These contextua factors
then form both teaching and learning. Having a critica perspective entals “andyzing,
reflecting on and engaging in discourse about the nature and effects of practica aspects

of teaching and how they might have been dtered” (Smyth, 1991, p.44). They reflect
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upon their theoretical understandings, beliefs, curriculum, materids, and teaching and
they take action in light of the values of “justice and equity” (p.233). The differences
among students inform and guide the teaching process (Pgak, 1993). From this
perspective, supervisors and teachers are in a continuous effort to examine not only
teaching and learning, but aso supervisor-teacher associations (Smyth, 1991).

According to Schon (1983), criticaly examining teaching practices honors
individuas with opportunities for generating and using their own knowledge about their
practice. The importance of such knowledge stems from the fact that it is dynamic rather
than fixed, and it does not rely on the vaidation of externd authorities (cited in Smyth,
1991).

In sum, each of these nations of supervisionisin support of different
teacher/supervisor relationships, which will be discussed in the following section. In
some school contexts one notion may be predominant over other notions. However,
consdering the complex technicd, practica, and political nature of schooling, May

(1989) raises the issue of recognizing a baance among dl these different notions.

Supervisory Associations

Supervison is carried out through associations that can take place among teachers
or between a supervisor and teacher. The nature of supervisory associations can be
generated with values that bring teachers and supervisors together or can be imposed
upon teachers by a superior. Depending upon which one of these two routes one chooses,
the nature of association will be affected. For instance, if a supervisor proceeds with

imposing upon associations, shefhe conveys doubt and hodtility to teachers. In contrast,
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the notion of generating relaionships relies on severd principles, such as sharing power,
dedicating enough effort and time, respect, understanding. The latter isthe “red heart of
supervison” (Waite, 2000, p.288) since fostering teacher- supervisor associationsisa
fundamenta component in enhancing qudity of teaching and learning.

According to Cogan (1973), a variety of teacher-supervisor associations exis.
Some of them are: superior-subordinate relationship, teacher-student relationship,
supervisor as evauator, helping relationship in supervison, and colleagueship. He
argues that the nature of these different types of reationships influence the effectiveness
of clinica supervison. In hisopinion, dinica supervison as colleagueship is the most
effective one for improving ingruction. In addition, collegidity is suggested toward
generating more egditarian relationships between teachers and supervisors (Garman,
1982).

All of these types of supervisory associations have different source(s) of authority
from which supervisors and teachers operate: bureaucratic, technica rationdity, persond,
professond, and mord. Authority encompasses the “power to influence thought and
behavior” (Sergiovanni, 1992b, p.36). It penetrates into avariety of supervisory
dialogues ranging from ateacher’ sinner talk to his’her didogue with other teachers and
supervisors (Waite, 2000).

According to Sergiovanni and Starratt, (1998) each of these different sources of
authority “islegitimate and should be used (p.37), however, the important point is the
fact that “the impact on teachers and on the teaching, and learning process depends on

which sources or combination of sourcesis prime’ (p.37). Thus, resulting actions and



22

reactions of teachers and supervisors derived from different sources of authority can
illuminate the experiences, which form the supervisory.

For example, super-subordinate and supervisor as eva uator types of supervisory
associations may come about by the primary use of bureaucratic and technicd rationdity
sources of authority (Sergiovanni, 1992a). Bureaucratic authority originates from
indtitutiona rules, regulations, expectations, and job descriptions through which
hierarchical power isinditutionalized (Smyth, Dow, Hattam, Reid, & Shacklock, 2000).
Technicd-Rationd authority requires operating in accordance with educationd research
findings and opinions of experts on effective teaching behaviors (Sergiovanni, 1992a).
Teaching materials carrying these research findings and experts’ idess then becomes the
source of control (Smyth et d., 2000). Their commondity sems from atraditiond
conception of power, which is*power over someone”’ (Dunlap & Goldman, 1991, p.13).
For ingtance, technical rationdity authority prevails over one' s associations with teachers.
Teaching behaviors of these teachers are shaped based on what scientific research says
regardless of their own espoused platform. In such a Stuation, the supervisor’s authority
of technicdl rationd dominates the teachers own internd authority (Waite, 2000).

A supervisory association defined by collegiadity may generate from professiond
and moral sources of authorities. Professond authority conveys expectations for
educators behaviors that are consstent with “common socidization, accepted tenets of
practice, and internaized expertisg” (Sergiovanni, 1992a, p.204). Mord authority sems
from shared “ obligations and duties derived from widely shared community values, idess,
and ideals’ (Sergiovanni & Starratt, 1998, p.48). The operating power in professond

and mord authoritiesis facilitative which is digplayed when the * professond power of
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the adminigtrator to help with teaching is exercised through the professond power of the
teacher” (p.22). This process fosters attempts to “ enhance their individua and collective
performance’ (Dunlgp & Goldman, 1991, p.13). In such contexts, “control as aguiding
principle’ (Synder, 1997, p.300), is not recognized since it perpetuates the hierarchica
associ ations between supervisors and teachers.

Supervisory associations that nurture open and congtructive inquiry into factors
that encumber enhancement of responsive teaching and learning experiences possess
unique aspects. Among them are: “be built on afoundation of love and respect, assume
that the other party iswell intentioned, strive for understanding; practice answerahility,
honor the agency of the teacher, while acknowledging the tensons in negotiated socia
processes’ (p.288). All of these aspects of fostering supervisory associations are
interconnected (Waite, 2000).

Conddering the previous discussion on three notions of supervison with the types
of teacher-supervisor associations |leads the following combination. The gpplied science-
technical gpproach will foster super-subordinate associations dueto its prevailing
emphasis on scientific as the most reliable knowledge. Under this circumstance,
educators become subordinate to the knowledge produced through scientific research in
making curricular and pedagogicd decisons. The interpretive and the critical gpproaches
would be more competible with colleagueship and collegid type teacher-supervisor
associations due to the emphasis on ‘person’ in the interpretive and the egalitarian

perspective in the critica notion.
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I nfluence of Public School System on Supervison and Curriculum

Bureaucratization of education and supervision has gained momentum in recent
years. Some scholars argue that globa competitivenessis a reason behind it (Symih,
1997; Waite & Fernandes, 2000). The demands of such bureaucratization are conveyed
to administrators, supervisors, and teachers thorough digtrict, state and nationa
requirements. While this crestes an “intengfication” of workload in school context
(Waite, 2000; Waite & Fernandes, 2000), it drifts teachers time and attention away from
working andyticaly and collectively on core issues and predicaments (Moore & Reid,
1990). Current emphasis on meeting academic achievement sandards and maintaining
teacher accountability reflects bureaucratized functions of supervisorsthat are politicaly

motivated and imposed upon educators (Waite, 2000; Waite & Fernandes, 2000).

Accountability Movement and Curriculum

Accountability contains * student learning, teaching (behaviors), sudent
achievement...” (Waite, Boore, & Mcghee, 2001). It bringsin both testing of student
achievement asitsfoca point (Waite, 2001) and measurement of teachers behavior up
againgt standards of effective teaching (Poole, 1994).

The “accountability movement” in public school system has been demondtrating
itsinfluence in the kindergarten curriculum. Public schools have taken initiatives to
redesign their kindergarten goals in accordance with the state standards on academic
achievement. The godsfor kindergarten are determined in terms of academic skills such
as “reading by 1% grade, counting to 100.” With this initiative, the aim of kindergarten

becomes preparing kindergartners for “ state-mandated large- scale assessments’
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(Asociation for Supervision and Curriculum Development, 2001, p.2). However, the use
of testsin kindergarten for different reasons such as admission tests for kindergarten

entry and advancement to first grade become more prevaent, which has resulted in

severd other outcomes, such as staying in kindergarten one more year or being prevented
from Starting first grade. The impact of these standardized tests has given early childhood
curriculum amore academic nature (Gordon & Williams-Browne, 2000). Thisfocus, in
turn, has neglected the use of current understandings about children and education.
Teachers, principas, and school adminigtrators are often overly concerned about
improving the test scores of children which they fed rationdize the use of an

academicaly oriented curriculum as described below.

Academically Oriented Curriculum

The curriculum that focuses on academicsis influenced by behaviorist theory,
which defines learning of academic skills as “ observable behavior.” Children are seen as
an “empty vessd to be gradudly filled by the environment” (Trawick-Smith, 2000, p.42).
Proponents of academically oriented curriculum place a greet ded emphasis on teaching
basic literacy and numeracy skills (ASCD ECE Policy Panel, 1988). In such
kindergarten classrooms the curriculum is delivered through workbooks and other
exercises amed at teaching academic kills.  Curriculum conggts for the most part in
prearranged, ordered, and decontextudized pieces of information. Therole of teacher is
to convey thisinformation through individua or smdl group instruction (Katz, 1999).

Traditiona subject matters such as math and science are considered in an isolated

way (Hart, Burts, & Charlesworth, 1997). The teacher explicitly specifieseach day’s
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academic lessons' content and organi zation. For example, a sequenced series of activities
are planned to ass& children improve their skillsin literacy and numeracy (ASCD ECE
Policy Pandl, 1988). The use of extringc rewards for motivating children and
standardized assessment tests are among the characteristics of academicaly oriented
curriculum (Stipek, Danidls, Galuzzo, & Milburn, 1992).

Kindergarten teachers in public schools fed pressure from parents, administrators,
and other teachers to focus on formal ingtruction of basic skills (Nelson, 2000; Stipek,
Rosenblait, & DiRocco, 1994). Early childhood curriculum has increasingly come to
resemble the elementary school by supporting the use of overly academic
developmentdly inappropriate practices for the education of young children (Burts,
Champbdl, Hart, Charlesworth, DeWolf, & Feege, 1992; Dunn & Kontos, 1997; Elkind,
1981; Hitz & Wright, 1988; NAEY C, 1990).

Why do adminigtrators and parents support academicdly oriented curriculum?
Adminigrators may support academicaly oriented curriculum for different reasons, such
as pressure from superintendents who often the lack of knowledge of DAP (Elkind,
1981), aswdll asinadequate training in early childhood education in generd
(Charlesworth et a., 1993). Katz (1999) has pointed out two reasons behind the
increasing attractiveness of academically-oriented curriculum: (1) guaranteeing readiness
for the following grade level and (2) so called belief of lessening importance of play asan
innate avenue of learning.

The reasons behind parents’ decision for high-pressure academically oriented
curriculum may stem from avariety of sources. For ingance, some parents decision to

send their children to these kind of programsis affected by socid pressure, by the
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difficulty of financid responghility, and by the feding of guilt for leaving their child to
go to work (Elkind, 1986). Another factor that may encourage parents to prefer
ingppropriate practices is the fact that ingppropriate practices might result in fast and
short-range improvement (Haupt & Ostlund, 1997).

Research on parents preferences of early childhood programs suggests that
parents hold beliefs about how children learn academic skills, which in turn impacts the
type of learning environment they create at home, and the kind of school they choose.
Parents educationd level (DeBaryshe, 1995; Stipek, Milburn, Clements, & Daniels,
1992) and income (DeBaryshe, 1995) have been found to influence parents beliefs

(Haupt & Ostlund, 1997).

Influence of Early Childhood Field on Curriculum
Opposed using an academic curriculum, some educators within the field of early
childhood education support a curriculum thet is aigned with developmentally

appropriate practices.

DAP Oriented Curriculum

An opposing orientation to the academic curriculum is the congtructivist
orientation, which isinfluenced by the work of Piaget. From a congtructivist perspective,
children are inherently active and inherently oriented towards adaptation that takes place
through assimilation and accommodation of new experiences. Thus, they do not receive
knowledge passively, but rather children construct knowledge actively. Thisview is

caled congtructivism (Noori, 1994).
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Congtructivigt theory establishes a base for the philosophy of the position
statements published by the National Association for the Education of Y oung Children
(NAEY C) (Bredekamp, 1987; Bredekamp & Copple, 1997) on “developmentally
gopropriate practices’ (DAP). Curriculum from this perspective focuses on fostering
children’s development and learning in al domains of development, encompassng,
emotiond, physica, cognitive, and socid. It considers how children learn and what each
individua child's needs and interests are (Bredekamp & Rosegrant, 1992; Bredekamp &
Copple, 1997; Hart, Burts, & Charlesworth, 1997). By interacting with and observing,
teachers expand their knowledge of children’ sindividud differences, whichin turn
determines the type of instructiona approach that the teachers need to use, such as
directive, mediating, and nondirective (Bredekamp & Rosegrant, 1992).

Proponents of DAP contend that different curriculum areas can be integrated
through activities that both recognize and support children’s active involvement with
their environment. In this perspective of curriculum, play becomes a vehidefor linking
force between skills and knowledge and children’s modes of learning (Seefeldt, 1999).
Hence, the teachers vaue child-initiated, child-directed, and teacher- supported play for
providing children with appropriate practices (Hyun, 1998).

NAEY C's postion statement was a reaction to the potentidly adverse
consequences of formal ingtruction of academic skills, readiness testing, and kindergarten
retention in early childhood programs. NAEY C defines developmentally appropriate
practice as the "outcome of a process of teacher decision making that draws on at least
three critical, interrelated bodies of knowledge: (1) what teachers know about how

children develop and learn; (2) what teachers know about the individud children in their
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group; and (3) knowledge of the socid and cultura context in which those children live
and learn" (Bredekamp & Copple, 1997, vii). In other words, DAP has three main
components. age appropriateness, individua appropriateness, and socid and cultura
appropriateness. Age and developmental appropriateness addresses the need to take into
account the stages and level of child development in different developmenta domains
(eg. linguidtic, socid-emotiond, cognitive etc.) and in planning educationd programs for
children. Individua appropriateness addresses the necessity of percelving each child asa
unique individua with respect to hisher development, experience, culture, gender, or
disahilities (Charlesworth, Hart, Burts, & DeWoalf, 1993, p.5). Findly, afocus on socid
and cultura appropriatenessis intended to "ensure that learning experiences are
meaningful, relevant, and respectful for the participating children and their families’

(Bredekamp & Copple, 1997).

Resear ch on Academic and DAP Oriented Curriculum

Research suggests that there are educationd benefits to DAP. The philosophy and
purpose of DAP shows promise for producing better educationa practices for the
devel opment and the learning of children. Children who enrolled in developmentally
appropriate programs seem to show less stressful behaviors (Burts, Hart, Charlesworth, &
Kirk, 1990; Hart, Charlesworth, DeWolf, & Fleege, 1998), more positive attitudes about
school (Hyson, Hirsh-Pasek, & Rescorla, 1990), and more positive perception of self-
competence (Jambunathan, Burts, & Pierce, 1999). Also, children in developmentaly

appropriate classrooms gppear to be better divergent thinkers (Hyson, Hirsh-Pasek, &
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Rescorla, 1990), stronger in academic skills (Charlesworth, Hart, Burts, & DeéWooalf,
1993; Marcon, 1992) and in staying on-task in learning Situation (Day & Drake, 1986).

In examining what influences teachers knowledge of DAP researchersin this
area have focused on severa factors: type of education (Snider & Fu, 1990), level of
education (Elicker, Huang, & Wen, 2003) certification level, years of teaching experience
(McMullen, 1999; McMullen, 2003), belief in one' s power to influence her/his practice
(Charlesworth, Hart, Burts, & Hernandez, 1991), professiond training (Elicker, Huang,
& Wen, 2003), and teechers involvement in their professond development in an active
manner (McMullen, 2003). Charlesworth, Hart, Burts, and Hernandez, (1991). Research
suggests that teachers who believe that they have more control over their teaching
behaviors than any other stakeholders of education, such as parents, state policies,
principds, are more likely to have DAP.

In astudy, Snider and Fu (1990) asked teachers to rate audiotaped vignettes of
teacher-child interactions by using the concepts of ingppropriate and appropriate.
Teachers who mgored in child development and ECE responded to these vignettesin
more developmentally appropriate fashion than teachers who had other degrees.
Additiondly, teachers who had training and supervised practicd experiencein child
development and ECE had higher scores on DAP measurement.

McMullen, (2003) investigated factors that affect DAP related beliefs and
teaching behaviors by utilizing a mixed methodology consisting of observations,
interviews, and asurvey. She found that DAP isinfluenced by education levd, type of
education, teaching experience, involvement in professonad development activities.

Teachers with low educationd level, such as high school, had less DAP relaed beliefs
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and teaching behaviors than at other educationd levels. The beliefs and practices of
teachers who had eementary education background had less related to DAP and other
ECE and/or child development background. Experienced teachers also demongtrated
stronger beliefs and practices of DAP. Laglly, teachers who were involved in their
professona development in an active manner had stronger DAP beliefs and practices.

Research has dso indicated that it is not unusua for discrepancies to exist
between DAP beliefs or knowledge held by teachers and teachers' actua practicesin the
classroom. Studies reved an incongstency between beliefs and practices and find that
teachers usualy report more developmentally appropriate beliefs, but engagein less
appropriate practices in their classrooms (Hatch & Freeman, 1988; Hyson, Hirsh-Pasek,
& Rescorla, 1990).

In their ethnographic interview study, Hatch and Freeman, (1988) demonstrated a
discrepancy between teachers' beliefs and practices. Teachers classroom behaviors were
coherent with ideas of behaviorist orientation while their beliefs were in support of DAP.
Similarly, Hyson, Hirsh-Pasek, and Rescorla, (1990) studied 10 preschool programs.
They looked into teachers' reported beliefs and teaching behaviors. The resultsindicated
that reported beliefs were more digned with child- centered orientation than observed
teaching behaviors.

Severd sources have demonsgtrated reasons behind teachers inconsistencies
between their beliefs and classroom practices.  Among these sources are parents (Stipek
& Byler, 1997; Jones, Burts, & Buchanan, 2000), administrators, resources, other
teachers (Jones, Burts, & Buchanan, 2000), teachers low educationd level, and

professond training (Elicker, Huang, & Wen (2003). In addition, teachers viewson
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basic academic skills and standardized tests condtitute two other reasons behind the
inconsstency between their beliefs and classroom practices (McMullen, 1999; Stipek &
Byler, 1997). For instance, in their study on the relationship between teachers' beliefs,
godsfor education, and their teaching, Stipek and Byler (1997) found that teachers who
believed in formd ingtructiona approach recognized the vaue of standardized tests more
then teachers' of child-centered orientation.

In summary, numerous studies point to the fact that teachers practices are
influenced by avariety of factors. Some of these factors are related to teacher
characterigtics, such as belief in their own power or authority, teachers educationa
views, and active involvement in professona development activities. Other factors sem
from contextua influences, such as adminigtrators, other teachers, and parents. Some of
these factors, such as ateachers background in mgors other than child development or
ECE and adminigirative pressure lead to inconsistencies between teachers beliefs and
teaching behaviors. Conversdly, factors such as adminigtrative support and active
involvement in professond development activities foster a congstency between

teachers beliefs and their classroom practices.

Present Curriculum Debates
Current debates over early childhood curriculum continue to point out the
shortcomings of both the academicdly oriented curriculum and the developmentaly
oriented curriculum. In its recent publication on curriculum update, the Associgtion for
Supervison and Curriculum Development (2001) incorporated some educators
responses to the movement toward more academics in kindergarten. Some educators

reactions, such asthose of Katz (2001), Neuman (2001), and Hyson (2001), went beyond
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criticizing this movement toward a more academic kindergarten, and cdl attentionto a
broader perspective that transcends the dichotomization of academicaly -and
developmentdly-oriented perspectives. Rather, they invited educators to work for high-
qudity early childhood programs. For instance, Katz pointed out that the absence of
testing in an early childhood program does not judtify the quality of the existing practices
of that program. In other words, not doing what more academicaly oriented programs do
isnot an indicator of a programs quaity. More specificaly, Hyson (2001) cdls attention
to the importance of consdering “socia and emotiona needs’ (p.2) as part of the efforts
toward producing better early childhood programs.

From Katz (1999) perspective, both programs fail to notice “curriculum and
teaching methods that address children’ s intellectud development as ditinct from the
indructivis emphasis on academic learning and the congructivist emphasis on children’s
play and sdf-initiated learning” (p.3). A rigid academicdly oriented program may
neglect “the disposition to use the knowledge and skills so intensely ingtructed” (p.3).
The congtructivist approach deals with educators misinterpretation of its principles about
the importance of play and sdf-initiated learning. In effect, some practitioners take these
principles to mean the total excluson of any kind of ingruction in academic sKills.

Katz (1988) earlier proposed the consideration of four types of learning godsin
ECE: knowledge, kills, dispositions, and fedings. In the early childhood years,
“knowledge may be considered asinformation, idess, Stories, facts, concepts, schemes,
songs, and names. Skillsare smdl units of action or behaviorsthat are easily observed
and occur in brief periods. Dispositions can be perceived as enduring habits of mind or

characteristic ways of responding to experience across types of Stuations. For instance,
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curiosity is a positive disposition, and learned hel pnessesis a negative disposition.
Fedlings refer to subjective emotiona or affective states” (p.35) such as sense of
belonging and sdf- confidence.

This dichotomization of academic from developmentd at the theoretica and
practice level has led to uni-dimensond curriculum goals and teaching methods while
neglecting other dimensions that include and transcend both academic and congtructivist
perspectives. A need for amultidimensiona orientation to curriculum is gpparent in the
fidd of early childhood education. Katz (1999) has suggested as aremedy to this
dichotomization the incorporation of three dimensionsinto early childhood curriculum:
“(1) socid/emotiond development, (2) intellectud development, and (3) the acquisition
of meaningful and useful academic skills’ (p.4).

Additionaly, other educators have discussed different areas to be consdered in
ECE. Academic disciplines, curricular materias (Bredekamp & Rosegrant, 1992) the
teacher and the milieu induding family, the classroom, school, and the community
should be consdered as foundational centers of curriculum (Schwab, 1983). Even
though none of the foundationd centersin curriculum making isthe sole origin of
decision, depending onthe condition, any one of them can be organized to be the source
for aparticular Stuation. Hence, harmonization, rather than domination should
characterize the relation of these foundationa centers (Schwab, 1983). While early
childhood adherents might favor one particular foundationa center of curriculum over
another (Kogtelnik, Soderman, & Whiren, 1999), educators should not lose sight of the

concrete differences among these centers (and their corresponding beliefs and features)
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and how these differences pertain to the vaue commitments underlying curriculum
decisons.

Key to the curriculum mix are the teachers. what they know and understand, fedl
and vaue, and ultimately do while interacting with early childhood learners, subject
matter, and the multiple contexts that condtitute this interactive arena. Teachers persond
vaue commitments shape and color dl of thiswork, through the decisons they make
while teaching. Knowledge about child development, individua children and their socid
and culturd contexts are fundamenta in making these teaching decisons within
programs that view development and learning from multiple perspectives and vaue
families

These present curriculum debates seem to pave the way for the emerging of other
curriculum movements. Seefeldt (1999) refers to these curriculum movements as
“recognizing diversty” and “reconceptudization of thefidd.” Drawing attention to the
changing nature of the early childhood field, Elkind (2000) refersto “inclusion,
multicultural curricula, bilingua programs, and efforts a gender equdity” asbeing

postmodern initiatives (p.282).

Recognizing Diversity

DAP as defined by NAEY C hasrecelved severd criticisms from the fidd. Katz
(1996) connects the inadequacy of child development theories with the fact thet the
principles of these theories were collected from arestricted sample of human experience.
Thus, Katz believes that child development theory cannot present an adequate foundation

for curricular and pedagogical decisons. Smilarly, Lubeck (1996) clamsthat these
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universal norms for development are gathered from studies, which included only
Western, White, and middle class children. DAP is thought to be exclusive of children
who are coming from a different cultura background than the culture from in which
theories of DAP are based.

Already exiging multiculturd practices within the fild of early childhood
curriculum have gtarted focusing on “not only issues of culture, language, race, gender,
class, and sexud orientation, but dso issues of incluson of young children with specid
educationd needsin generd early childhood classrooms, and issues of environmentaism
and consumerism” to meet al children’s needs (Seedefeldt, 1999, p.20). Anti-bias
curriculum representative of this expanded view of multicultural education amsto
“ensure equitable individud participation in al aspects of society and to enable people to
maintain their own culture while participating together to live in acommon society” (p.
391). Reaching these god's requires educators to provide the children with experiences
through which they can learn to regard themselves and others more positively and learn

to eradicate pregjudice and discrimination (Derman-Sparks & Ramsey, 2000).

Toward Reconceptualization of the Field

Motivated by the notion of congdering dternative ways of thinking about early
childhood curriculum, some early childhood scholars, Cannella, 1997, Lubeck, 1991,
Swadener and Kesder, 1991, have supported a movement called reconceptudization of
early childhood curriculum. These theorists have gpproached early childhood curriculum
through the lenses of “criticd, postmodern, poststructura, and feminist perspectives.”

The reconceptuaists have dedlt with “issues of continued disenfranchisement of some
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popul ations from the early childhood educationa systems, continued inequity in
digribution of resources, and continued lack of recognition of therole values play in

curriculum development and enactment” (Seefeldt, 1999, p.21).

Theories Behind Current Curriculum Movements

Among theories that might be considered as a basis for the movements toward
divergty and reconceptudization of early childhood curriculum are socioculturd theory
and critica theory. Socioculturd theory emphasizes that “thinking and learning are not
asinterna and individud as Piaget proposed, but rather are highly influenced by
language, socid interaction, and culture’ (Trawick-Smith, 2000, pp. 54-55). Lev
Vygotsky, the mogt influentia theorigt of this perspective, arguesthat “ children’'s
participation in cultura activities with the guidance of more skilled partners dlows
children to interndize the tools for thinking and for taking more mature gpproaches to
problem solving that children have practiced in socia context” (Rogoff, 1990, p.14).
These principles of sociocultura theory influence early childhood practicesin severd
ways. Firgt of dl, children’s family and culture becomes a part of classroom practices.
Second, having positive and supportive relationships with the children is a precondition
in order for learning to take place (Gordon & Browne, 2000). Third, adults mediate
children’ s learning through scaffolding and fostering their private speech (Wardle,
2003).

Critical theory’ s influence on early childhood curriculum can be observed in anti-
bias practices through which children are encouraged to identify unfairnessin school and

society. The central question that governs critica theory isto determine which
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educationd godls, experiences, and inditutiona arrangements would lead to forms of life,
which are mediated by justice, equdity, and happiness. An overriding need isto
“understand the relations among vaue, interest, and action and to change the world-not
merely describeit or explainit. The critical theorist’s primary interest is persond and

socid enlightenment through critical inquiry” (May & Zimpher, 1986, p.94).
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Research on Supervision in ECE

Early childhood teachersin genera and kindergarten teachersin particular have
unique characterigtics that distinguish them from other teachers. Hence, necessitating the
use of supporting servicesthat are specificaly planned for meeting their needs and for
improving ther practices.

Since kindergarten teachers are supervised by their principas, the principds
become very important and can be abig help to teachers. The effectiveness of the
principas supervison may depend on severd factors. One of the factorsisthe
principals knowledge about and experience in early childhood education. Principas
who do not have knowledge or experience about early childhood education may
experience difficulty in supervising kindergarten teachers. Because of the complexity of
their respongihilities, principals cannot be expected to be a specidist on dl issues
regarding early childhood education. However, they need to be informed about
curriculum planning techniques, criteria for making decison about the curriculum, and
noticesable curriculum issues (Griffin, 1988; French, Lambert, Pena, Jensen, Roberts,
1998). The Nationa Association of Elementary School Principals (1995) states
“everyone who affects student learning, from the board of education, centrd office
adminigtrators, principals, teachers, to classified/support staff, and parents, must
continually improve their knowledge and skillsin order to ensure student learning” (p.1).

Research indicates that principals knowledge about and support for enriching
early childhood experiences are essentid factorsin carrying out such practicesin
kindergarten classrooms (Charlesworth, Hart, Burts, & DeWolf, 1993; Espinosa, 1992;

French, Lambert, Pena, Jensen, & Roberts, 1998; Haupt & Ostlund, 1997; Vander Wilt &
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Monroe, 1998). Without administrative support, teachers knowledge of DAP may not
be transformed to teaching behaviors in the classroom (Cassidy, Budll, Pugh-Hoese, &
Russdl, 1995).

Dueto thislack of knowledge and experience in early childhood education,
principals may impose excessve curriculum requirements for kindergartners, particularly
focusing on direct ingruction of literacy and math (Caruso & Fawcett, 1999). Principds
often fed the pressure from superintendents who place an emphasis on increasing scores
on achievement tests and in turn direct this pressure to teachers to concentrate on
teaching basic sKills (Stipek, Rosenblatt, & DiRocco, 1994). Examining the importance
of teachers and principals beliefs, Rusher, McGrevin, and Lambiotte, (1992) have
discussed that teachers' and principals perceptions become a connecting force between
policy and practice. They argue that providing best practices for young children requires
both the illumination of likely contradictions in policy implementation and the solutions
of the conflicts.

Anather factor influencing effectiveness of supervisory associaionsis the amount
of time and the degree of attention paid to supervison. Caruso and Fawcett (1999) have
suggested that principals should be committed to alocate enough time and attention for
the proper supervison of early childhood teachers. It isassumed that supervision can be
more satisfying and effective if supervisors have knowledge of child development and an
awareness of adult development and learning.

In addition to time spent on, atention paid to, knowledge of, and experiencein
sengtive and responsive early childhood practices, principaS supervisory associations

with their kindergarten teachers play arolein generating effective supervisory
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associaions. High quality supervison is considered among the factors that impact the
quality of early childhood programs (NRC, 2001). Eventually through associations of
principas with kindergarten teechers, the impact of supervison manifestsitsdf in
practice. For instance, state and digtrict policies are conveyed to the kindergarten
teachers through principas, but the way a principa conveys expectations and policies
might be different depending on the supervisory style. Those principas who encourage
reflection by usng less authoritarian or directive techniques are likely to be more of a
positive factor in generating responsive early childhood experiencesin classrooms.
However, principas may need to modify their supervisory style based on the needs of
their kindergarten teschers. If teachers are low in commitment or competence, a more
directive supervisory style may be warranted. In this case, contingent upon changein
teachers competence and motivation principas must be flexible and modify how the use
directives.

Researchers have pointed out the lack of research on supervisionin early
childhood programs. Caruso (1991) drew attention to inadequate knowledge generated
from research on characterigtics of early childhood supervisors. Sheerer and Bloom
(1998) addressed the scarcity of research on supervisionwithin the context of early
childhood in generd. Also, not enough is known about the relationship between
background features of supervisors and supervisory practices and how thisrelaionship
can affect program qudity. Early childhood researchers need to examine the functions
and impacts of supervisors on ECE programs. The question that remains to be explored
in further detal iswhat is the nature and how effective are different types of supervisory

asociations for teachers working in early childhood programs.
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Synopsis of the Literature Review

Five bodies of literature are used in this study: (1) supervision of teachers and
teacher-supervisor associations, (2) influences of the public school sysem’son
supervison and curriculum, (3) influences of ECE on kindergarten curriculum, (4)
current debates on curriculum, and (5) research on supervision in ECE programs. These
bodies of literature are relevant to this study from a variety of angles. The literature on
supervison and early childhood curriculum provides the reader with both theoretical and
empirica knowledge. Some theoreticd studies included are heping with the conceptud
background for the analysis of this study. Other studies are empiricd that are used to
discuss the weaknesses and strengths of theories related to curriculum.

As shown in this chapter, there is some overlap between these bodies of literature,
such astypes of notions of supervison and curriculum in generd, but not SO much with
early childhood curriculum. There would be more overlap in the future because there is
an increasing atention paid to kindergarten curriculum and factors influencing it, such as
supervisory relationships between teachers and principals.

In this study, the data are generated using the procedures described in chapter
three and analyzed and interpreted in the context of information and concepts presented

in this chapter.
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CHAPTER THREE

METHODOLOGY

This chapter describes the sample salection, the participants selected and their
Settings, the research questions, the data collection techniques, the data andlysis plan, and
a0 addresses trustworthiness and authenticity issues. Some results are given to help

explain categories used in the sudy’ s methodology and design of research.

Sample Selection
This study’ s sample consists of dementary school principas and kindergarten teechers.
Three types of samples are used: dtratified, purposeful, and a subdivison of the

purposefully chosen sample.

Stratified Sample

Study questionnaires were mailed to a dratified random sample (based on type of
region: East, West, North, or South PA) of 89 dementary schools for distribution to their
kindergarten teachers around mid -December 2000. Kindergarten teachers were asked to
mall their questionnaires back to the investigator. Two reminder letters, dated January
10" and February 5™, were also sent to some schools to increase the response rate.

Response rate in the end remained low (14%).

Purposeful Sample
Study questionnaires were mailed to a purposefully chosen sample of 24

elementary schools located near State College, PA. These participants were contacted
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through phone or visits to their schools. After they agreed to participate in the sudy, the

questionnaires were mailed to them.

Subdivision of Purposeful Sample

Based on their scores on the Knowledge Questionnaire and Supervisory
Questionnaire, four of the principas and kindergarten teachers from the purposefully
chosen participants were sdlected to take part in the interpretive- narrative part of the

study (comparative case studies).

ThePrdiminary Survey Study

A survey study was done to obtain data from a sample of teachers and principas.
This survey was preliminary to the compartive case study, which would require four
principas and their kindergarten teachers. In the priminary survey study, two
questionnaires ("Knowledge Questionnaire’ and " Supervisory Practices Questionnaire”)
were mailed to the gratified and purposefully chosen eementary school principds and
their kindergarten teachers.

The principals Knowledge Questionnaire had only the knowledge part, while
teachers Knowledge Questionnaire aso included a part on ingtructiona activities.
Fourteen principals out of 89 and 28 kindergarten teachers out of 215 from the stratified
sampling and 12 principals out of 24 and 19 out of 38 teachers from the purpossful
sampling responded to the questionnaire. Four of the 12 purposefully chosen principas
and four of the 19 kindergarten teachers took part aso in the quditative part of the study.

The descriptive statistics (mean and standard deviation scores) were cal culated with
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results used to help identify principas with high DAP-oriented knowledge and teachers
with more or with less DAP-oriented activitiesin their classrooms.

The Supervisory Questionnaire was sent only to the principals and was andyzed
to obtain frequencies of specific supervisory activities and their purposes as reported by
principas. Also, the average rank for each activity and purpose of supervison was
caculated to see which activities and purposes were more important or popular anong
the principas. In order to identify the three most important purposes of supervision,

another average rank was computed.

Questionnaires Used in the Preliminary Survey Study

For the purpose of sampling, two different questionnaires were used in the
preliminary study. The first questionnaire; “Knowledge Questionnaire,” was used for
measuring teachers and principas preferences regarding the type of knowledge that
they think isimportant for kindergarten curriculum. The “ Supervisory Practices
Questionnaire,” the second questionnaire, was used for measuring principas supervisory

practices.

K nowledge Questionnair e. “ Knowledge Questionnaire’ incorporates a questionnaire
developed by Charlesworth, Hart, Burts, Modey, and Fleege, (1993) in addition to
having five other sections:

+ demographic information included educationa background, certification,

years of experience, and class size;
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+ degree of influence indicated - sdif, other teachers, the principa, parents,
the loca school system, and the State;

+ daff deveopment activities,

+ the"“Teacher Knowledge Scae’ (TKS);

+ the“Ingtructiond Activities Scde’.

Demographics. Astable 1 demonstrates, of the 14 principas chosen through dratified
sampling procedures 10 had masters, one had magters plus credits, and three had
doctorates. Inregard to their certification status, eight were Elementary Education (K -6)
or related. Other (i.e. K-8, Special Education Endorsement, Reading Specidid,
Adminigrative) and four had K-6 certification. Only five of 14 of the principas had
kindergarten teaching experience. Six had 0-5 years of experience in administration and
five had 6-10 years of experience and three had more than 10 years.

Principas selected through purpossful sampling (8) procedures had the following
educationd levels. one had masters equivaence, three had masters, and four had
doctorate; certification status. two of the principals held Early Childhood (N-3) and
Others, three had K-6, and three had K-6 and others; experience in teaching: only four of
them had kindergarten teaching experience; experience in administration: four of them
had zero to 5 years, four had from 6 to 15 years.

All of the four principals who were chosen as a subdivision of the purposeful
sample (4) and who were chosen to be included in comparative case studies had masters
degrees and held K-6 and other certification. Haf had from 11 to 15 years of experience

in adminigtration. The other haf served as an adminigtrator 10 years or less, one less
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than sx years and one more than six years but lessthan 11 years. Only one had

kindergarten teaching experience.
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Table 1. Characteristics of Principals (Across samples)

Characterigtics Sample Type
Stratified Purposeful  Purposeful
Subdivison
(N=14) (N=8) (N=4)
Highest Leve of Education
BSBA
Magter’ s Equivaence 1
Master's 10 3 4
Master's + 1
Doctorate 3 4
Certification
N-3 Early Childhood + 1 2
(e.g. Both N-3 and K-6
Prek-8)
K-6 4 3
K-6 + Others 8 3 4
(e.g. K-8, Specid Edu.
Endorsement, Reading
Specididt,
Adminidrative)
Only Adminigtrative & Other 1
Y ears of Teaching Kindergarten
Taught 5 4 2
Did Not Teach 9 4 2
Yearsin Adminigrative Position
Upto5 6 4 1
6-10 5 2 1
11-15 1 2 2
16-20 1
21-25 1
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Table 2 indicates the educationd levd of teachers who were chosen through the
gratified sampling procedures. 13 of them had a bachelor degree; three had master’s
equivalance; 10 had amaster’ s degree; and two had masters plus credits. With respect to
certification status, eight of the 28 teachers were considered nursery through third grade
(N-3), about 16 were considered kindergarten through six grade (K -6), with the
remainder Other/Specidized (e.g. reading specidist, specid education endorsement).

Y ears of kindergarten teaching experience ranged from one year to 26 years, over haf
(18) of the teachers had been working in the public schools for lessthan 10 years. 15 of
the teachers were teaching classes with 16 to 20 children. Three of the teachers had class
szeslessthan 15 children, while 10 of them had class Szes over 21 students.

Teachers who were chosen through purposeful sampling (N=15) had the
following educationd levels: nine teachers had bachelors degree; two had magter’s
degree equivalence; and four had a master’ s degree. Four of the teachers had N-3 Early
Childhood + Others (e.g. Both N-3 and K-6, Prek-8), eight had K-6, and three had K-6 +
Others (e.g. K-8, Specia Education Endorsement, Reading Specidist). Thelr
kindergarten teaching experience ranged from one year to 26 years. With respect to the
class 9zeten of the teachers had classes with 16 to 20 children, and four of them had 11
to 15 children in their classrooms.

Teachers who were chosen as a subdivison (N=4) of purposeful sample for the
comparative case studies had the following educationd levels: one teacher had a
bachelor’'s degree and three had a master’ s degree. Half of the subdivision of the
purposeful sample had N-3 and other certification, and the other haf had K-6

certification. One teacher had kindergarten teaching experience from 11- 15 years, two
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had 6-10 years, while one teacher had two years of teaching experience. Three of the

teachers had a class s ze between 16-20, and one of them had aclass sze of 11-15.
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Table 2: Characteristics of Teachers (Across Samples)

Characterigtics Sample Types
Stratified Purpossful Purposeful
Subdivison
(N=28) (N=15) (N=4)
Highest Leve of Education
BSBA 13 9 1
Magter’ s Equivaence 3 2
Master's 10 4 3
Doctorate 2
Certification
N-3 Early Childhood + 8 4 2
(e.g. Both N-3 and K-6
Prek-8)
K-6 16 8 2
K-6 + Others 4 3
(e.g. K-8, Specid Edu.
Endorsement, Reading
Specidist)
Y ears of Teaching Kindergarten
Upto5 11 6 1
6-10 7 3 2
11-15 7 4 1
16-20 2
21-25 1 2
Number of Children
11-15 3 4 1
16-20 15 10 3
21-25 10 1
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The degree of influence. Influence information provided a response indicative of the

degree of control/influence on their classroom practices emanating from themsalves,

other teachers, the principa, parents, the local school system, and the state.

Saff development activities. Staff development items asked about activities and

components of activities provided by the schoal to help teachers learn how to better teach

kindergarten children.

“Teacher Knowledge Sca€’ (TKS). This questionnaire was used to estimate kindergarten

teachers' preferences about the type of knowledge and classroom practices and their
principals preferences on the type of knowledge regarding kindergarten curriculum.
TKS has 36 statements about teachers knowledge “ (e.g., it is----------- for childrento
work slently and alone on seatwork) that the respondent rates on afive point Likert scae
from not important & al to extremely important. 1=Not important at al, 2=Not very
important, 3=Fairly important, 4=Very important, and 5=Extremely important
(Charlesworth, Hart, & Burts, 1991). The questionnaire consists of five subcategories.
The following indicates the five subcategories and the items in each of the subcategories
(numbersindicate item number; see Appendix C):

+  Social: 25(Dictates Sories), 27(Dramatic play), 28(Taks informally with

adults, and 30(Socia skillswith peers).

¢ Individualization: 4(Individud differencesin interests), 5(Individua

differencesin development), and 11(Active exploration).
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Literacy: 26(See and use of functiond print) and 29(Use of invented

spelling).

Integrated Curriculum: 17(Teacher asfacilitator), 32(Integrated math),

33(Hedth and safety), and 34(Multicultura and nonsexist).

Inappropriate Activities and Materials. 3(Evauation of performance on

workbooks and worksheets), 10(Seatwork), 13(Workbooks/ditto sheet),
14(Hashcards), 15(Basd), 21(Recognizing a phabet), 22(Colors within

lines), and 23(Prints letters) (Charlesworth, et al.1993).

“Instructional Activities Scale” (1AS). |AS has 34 items that “ describe an

activity (e.g., participating in dramétic play). The respondent rates the
frequency of avallability of each activity in hisher dassroom dong afive-
point scae: 1=Almost Never(less than monthly), 2=Rardly (monthly),
3=Sometimes(weekly), 4=Reguldry(2-4 timesin aweek), and 5=Very
Often(dally). Five subcategories of IAS congdered for analysis with their
items are presented below:

Activities: 1(Blocks), 2(Child sdlects centers), 4(Listening to record),
6(Plays games), and 11(Manipulatives).

Exploratory learning: 3(Dramétic play), 5(Crestive writing),
7(Exploration), 9(Cresative movement), and 10(Cuts own shapes).
Integration: 23(Child coordinated activity), 32(Hedth and safety),

33(Drawing, painting, and art media), and 34(Integrated math).
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+ Inappropriate literacy: 13(Ability reading level), 14(Worksheets),
15(Fashcards), 17(Handwriting on lines), and 19(Copies from
chalkboard).

+ Inappropriate learning: 12(Coloring or pre-drawn forms), 16(Rote

counting), and 18(Reciting aphabet).

Theitems of TKS and IAS reflect different areas of kindergarten instruction:
curriculum godlss, teaching strategies, guidance of socio-emotiona devel opment,
language development and literacy, cognitive developmert, physica development,

aesthetic development, motivation and assessment of children (Charlesworth, et a.1991).

Supervisory Questionnaire. The “Supervisory Practices Questionnaire” developed by
Duarte (1998) was modified by the researcher to find out the type of supervison models
that principas reported using to promote professond development of kindergarten
teachers. This questionnaire had four questions and under each question there were
different items. The first question asked about what type of activities principas perform

in supervisng kindergarten teachers.  The second question focused on what purposes the
supervison of kindergarten teachershas. The respondents aso marked the importance of
these activities and purposes of supervison in question one and question two, which
focus on commonly used activities and purposes of supervison. The third question

sought information about how well these purposes were perceived to be carried out. The
fourth question asked the respondents to choose the most important purposes of their

supervisory practices and whether a supervisory mode was used.
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Although participants responsesto al questions of the Supervisory Questionnaire
were examined, for the purpose of this study, only their responses onthe fourth question
were taken into account for identifying the notions or modds of supervison. Question
four asked principas to rank their three most important purposes of supervison. The
results led to two distinctive notions, one being the interpretive- practical notion (principa
A had this notion) and second being the applied science-technica notion (principa D had
this notion), as wel as two dightly eclectic models, representing a combination of the
interpretive-practica and the applied science-technica notions. One of the eclectic
participants (principal C) chose as her first and second most important purposes reasons
aigned with the gpplied science-technical notion, but her third purpose matched the
interpretive-practical notion of supervision. | refer to principa C's eclectic notion as
“eclectic towards the applied science-technicad” notion. The second eclectic’s (principa
B) firgt and third most important purposes were digned with the interpretive-practica but
the second most important purpose was consistent with the gpplied science-technica
notion. Hence, | refer to principa B’s eclectic notion as * eclectic towards interpretive-
practica”.

Principal A chose the following as her firgt, second, and third most important
purposes of supervison: (1) hep teachers andyze their thinking processes as they plan
and ddiver ingruction and evauate their own teaching; (2) provide opportunities for
supervisor and teachers to engage in collaborative problem-solving (indructiond
problems); and (3) help teachers learn how to self-supervise. All three of her purposes

are conddered reflective in nature.



56

Principa B sdected the following as his three most important purposes of
supervison: (1) help teechersreflect upon the decisions they make regarding
ingructiond actions; (2) make sure teachers are teaching the curriculum as designed; and
(3) help teachers andlyze their thinking processes as they plan and deliver ingtruction and
evauae ther own teaching. While hisfirg and third most important purposes are
aigned with reflective supervison, his second most important purpose is congruent with
technical supervison.

Principa C chose the following as being her three most important purposes for
her supervision respectively: (1) make sure teachers are teaching the curriculum as
designed; (2) reinforce teaching behaviors considered desirable and/or effective other
(specify); and (3) help teachers reflect upon the decisions they make regarding
indructiond actions. Her firgt two most important purposesfal in the framework of
technicd supervison while third purposeis digned with reflective supervison.

Principa D considered the following as the three most important purposes of his
supervison in that order: (1) evauate teechers teaching; (2) reinforce teaching behaviors
considered desirable and/or effective other (specify); and (3) make sure teechers are
teaching the curriculum as designed. All of his purposes reflect supervison astechnica.

More information on the results of these questions can be found in Appendix C.

Participantsand Their Settings
This research studied four public ementary schools principals and kindergarten
teachers. Schoals, principas, teachers and the kindergarten classrooms are described in

terms of demographic or persond information about the populations that the schools
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serve, about the principals, about the teachers, and about the composition of the children.
Kindergarten classrooms are aso described in terms of materials, space, and types of
learning centers and other related characterigtics. The demographic information was
generated from the “ Information Questionnaire’ that was a part of the “Knowledge
Questionnaire.” The depictions of the kindergarten classrooms were based on the
researcher’ s field notes and kindergarten teachers description of their classrooms.

The public school kindergarten classrooms that were studied were dl located in a
rurd areain centrd Pennsylvania. Thefirg two schools, A and B, arein the same school
digtrict. School C and D are in different school districts. Schools A, B, and C but not D
had morning and afternoon kindergarten sessons. These four schools were selected
through the aforementioned procedure, the researcher aimed at identifying and sdecting a
sample of four principals and four kindergarten teachers resulting in the following
characteridtics:

School One congsted of aprincipa with high DAP oriented knowledge, with more
supportive supervisory practices and with ateacher who incorporated less DAP oriented
activitiesin her classroom.

School Two had a principa with high DAP oriented knowledge, less supportive
supervisory practices and with a teacher who carried out more DAP oriented activitiesin
the classroom.

School Threehad aprincipa with low DAP oriented knowledge, with less supportive
supervisory practices and with ateacher who included less DAP oriented activities.

School Four included a principa with low DAP oriented knowledge, with more
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supportive supervisory practices and with ateacher who had more DAP oriented
activities.

The preliminary survey provided the researcher with these seemingly four
digtinctive schools. After examining principas DAP scores, their supervisory syles, and
teachers scores on DAP knowledge and instructiond activities, | contacted the schoolsto
obtain permission for the sudy. Not al principas and kindergarten teachers who fit in
one of these groups agreed to participate in the study. Among the reasons for not
participating in the sudy was the heavy workload.

Although the survey results provided me with seemingly four different schools, |
felt the need to drop thisway of grouping after | Started to interview the participants and
andyzethedata. | found out that the framework of “less supportive/more supportive’
was mideading for her. For instance, she placed principd C in aless supportive grid
based on the survey results, but after andyzing her interview responses, this was not the
cae. Theinitid way of thinking about these four cases did not become an obstacle for
her; rather the researcher needed to generate a new understanding about them through the

interviews.

School A
School A enrolled gpproximately 250 students, located in arurd area, one of four
eementary schoolsin their didtrict, the school served kindergarten through fifth grade, in

morning and afternoon sessons.
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Principal A. Principa A, a62 year old female, had aMaster' s degree and had beenin
her current adminidrative postion for 13 years. She had the following certifications: K-6,
reading K-12, and 9-12 English and Higtory. She taught first, second, third, fourth, fifth,
gxth, seventh, eght, ninth, tenth, deventh, twefth grades, and college levdl. She never

taught kindergarten.

Teacher A. Kindergarten teacher A, had a BA, with both Early Childhood (N-3) and
Elementary Educetion (K -6) certifications had been teaching in her present position for
three years. She had taught third gradersin her first two years and wasin her second year

teaching kindergartners.

Teacher A’s Classroom. Kindergarten A’s morning session had 20 students and her
afternoon session had 19 children. Children were from middle class families of asingle
parent, of two-parents, and from adopted families. The kindergarten teacher had three
Russan, one African American, and 15 European American students in her morning
eSS onN.

There was ateacher aid in this cdlassroom. Shewasin every day for both morning
and afternoon sessions. Other adults, ateacher aid and an ESL [English as a Second
Language)] teacher, who were involved in the classsoom were dl Caucasan. The ESL
teacher could fluently spesk her second aswdl as her native English language. Her

second language was the first language of the children enrolled in ESL.

Teacher A’s Learning Centers. This kindergarten classroom had severd learning centers.

math, dress up, writing, art, reading, blocks and puzzle, poetry, computer, and play
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dough. When she was talking about centers with the researcher, she mentioned what the
children can do right now in these centers, and what she plansfor them to do in the
future. She gave the writing and dress up centers as examples to demonstrate how she
changes the centers based on the themes:

Right now, it [journd] isjust writing in generd. It usudly has athemefor
it. So | hang up like a sentence or poem or maybe just words that they
practice writing. They use the shaving cream for now to write if they want
to. [Teacher A interview 1, 10/01/01, p.34, lines 767-769]

| put up things at the beginning of the year with this and the students, three
a atime can come and they dressup. They can play aslong asthey stay
inthisarea. Sometimesthey put on a show and things like that. After
this, it isgone for the year. 1I'll have puppets. I'll have a post office center.
Jugt depending on the different themes that we are doing throughout the
year. [Teacher A interview 1, 10/01/01, p.33, lines 743-748]

The math center was placed on a table between computers and dress up centers. It
included magnetic numbers, connecting cubes and their shape puzzles, the bees, flowers,
and slamp matching activity and geo board. Dress up areadid not Say dl year. Thisarea
was a place that is surrounded with a carton board, has amirror, dress up clothes, shoes,
and some accessories. Writing center consisted of awhite board, table, the chalk, and
shaving cream. There was aso one chalkboard in the writing center. Poetry center
included poems that the children were going to learn. One poem went with each big

book.

Art center has two tables put together, has light yelow papers and
scissors. Children can use pencil and glue (glueis placed on ashdf that
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surrounds the circle time place). Reading center has a bookshelf and soft
and comfortable seats put on the floor. The carton board house placed in
front of the door is also considered part of the reading center. Blocks and
puzzle center has smdl colored blocks and puzzles of animds. This
center changes dl thetime. [Teacher A interview 1, 10/01/01, p.34, lines
770-780]

Computer center had four or five computers on each table. A recording chart

showed children’s use of the computers. Play dough center had yellow, green, and light

red dough put on atable next to a back door. Children were permitted to use toys and

materids with the play dough. Play dough was not aways available, but asand and a

water table were present year around.

The classroom had five different booksheaves, one used to surround one side of

the reading center another placed in front of the writing center athird bookshelf used to

surround one Sde of the circle time area, afourth shelf bordering the circle time ares,

with the fifth next to the writing board and the teacher’ s chair.

A Day in theLife of Teacher A. Below isadescription taken from interviewsto

illudrate atypica day of teacher A performing in the kindergarten.

In the morning, when the children come, the firgt thing they haveto do is

to find their hand and put it in their packet. That tells mewho is here
today. They need to take their own attendance. Then, they empty their
backpacksif they have any notes for me they go in the mailbox and they
comeingtincirce Each day we have asudent who has a specia day,
and that student brings a snack, and show and tell. [Teacher A interview 1,
10/01/01, p.6, lines 127-133] Actudly | send a calendar home, you would
be surprised how many children learn that calendar based on whose
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specia day it is. [Teacher A interview 1, 10/01/01, pp.10-11, lines 233-
240]

So they get out their snack and pass their show and tell while students are
dill arriving and then we gave him a compliment list. The students have
to think about these nice things, compliments about him, and | make list of
what they say. Then the student puts that stuff back, we start with the
pledge. Then we have our morning meeting, which is where we use alot
of the PATHS. [Teacher A interview 1, 10/01/01, p.6, lines 133-138]

We started it [PATHS] last year, but | know that | am fairly new teacher
and | have never doneit before, but the other teachers are familiar with it.
So when that isfinished, we do our cdendar. Everyday with our caendar
we do alot of modding, number writing. We basicaly put it together by
ourselves. We incorporate alot of songs and finger plays with our
cdendar to make it alittle bit more interesting. Then we count al the days
of school. After calendar isover, | do a shared reading lesson, then after
shared reading lesson, we have center time. They usudly have choice a
this point. But soon we are going to start our computer program, and they
each turn on to computer everyday. | am a atableand my aidisat atable
working with assessments with the children, practicing to make their
names, just avariety of different activities. Before the center timeis over,

| send the student with the specia day get two of the puppets our clean up
King and Queen. They whisper everybody that it isdmost time to clean
up. They pretty much amaost clean up by thetime | put the music on.

And they do the song and then they come back and we do another
curriculum that | have which is caled “Breskthrough Literacy” it goes
with the computers. So will do another kind of shared reading alittle bit
more of just reading the story and doing the activity with it. Thenitis
usudly time for one of our specidists. We come back for snack. [Teacher
A interview 1, 10/01/01, pp.7-8, lines 151-168]
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Then after snack we will have math class, which at this point basicaly
exploration through manipulaive. We will have math investigations dl at
the carpet and there isatable for each thing. So far we have lengths,
pattern blocks, dominos, wooden blocks, tiles, connecting cubes. And
they’ Il get to choose where they would like to stay for math. They need to
go the spot and sometimes they’ll be able to just explore, sometimes Il
have them practice count until 10 or 20. Sometimes I’ have them making
towers and making chains. Today we did alittle bit exploration through
geo boards. We did that as awhole group because of safety concerns. And
then if we have time before we get to leave we dways talk about
something that we learned today. | try to do alearning journd before, |
usudly don't dways get toit. [Teacher A interview 1, 10/01/01, p.8, lines
170-180]

Learning journd isajourna or abook that | make and everyday we need
to talk about what they have learned. So when we come up with what we
want to write, we will say something like | learned the letter M darts
words like Monkey and then write the sentence. Then | will have them
make a picture to go with it. We will write the date. 1t iswhole class and
it is modeled writing things. At this point, they need to think of things that
they have learned. Or wewill read stories we focus on an author at times.
Right now we are doing Mercer Meyer, so we will read a story about
Mercer Meyer. | would like to do as many read-aloud as possble.
Children redly enjoy those books. So that isbasicaly our day. [Teacher
A interview 1, 10/01/01, p.8, lines 182-192]



School B
School B enrolled approximately 300 students and was located in arura areaand
offered kindergarten through fifth grade. One of four dementary schoolsin its didtrict,

its hdf-day kindergarten program ran amorning and afternoon session.

Principal B. Principa B, a50 year old male who has earned a Magters of Educetion. He
previoudy taught first, second, third, fifth, sxth grades and held K-6 and principa
certifications. Never having taught kindergarten he has been in this current adminigtrative

position for three years.

Teacher B. Teacher B taught in school B for 10 years and 4 years in other schools.
Earning aMagters of Science in Education and holding an Elementary Education
Cetification (K-6), sheidentified her classsoom as DAP in the question that asks “Isthis
class developmentad or regular” in the demographics page of “ Teachers Knowledge’

questionnaire.

Teacher B's Classroom. Her classsoom had 11 sudentsin the morning sesson and 15
in the afternoon session. Teacher B doesn't have an adult assstant in her classroom but
with a person who worked for the program caled “Read for Success.” She had one child
classfied for specid education in the morning class. Some children came from two

parent families, some did not, and some stayed with one parent on the weekend but then

went to the other parent during the weekdays. An afternoon girl dternated years between
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mother and her father. The mgority of the children came from middle class

backgrounds. The children were dl Caucasian Americans.

Teacher B's Learning Centers. Teacher B began the school year with four learning

centers and as the year progressed, she opened more centers. The role of the learning
centers was to strengthen the newly learned skills and previoudy learned skills:

| have 21 centersin the classroom, and open 4 a the beginning of the year
and gradudly open more. | open centersthat reinforce skills we have
recently introduced as well as on-going skills to work on throughout the
year. [Teacher B eemail 1, p.1, lines 7-9] | use centersto provide
opportunity to practice skills and reinforce concepts previoudy taught and
worked on in lessons, for ingance, | will put out smal plastic clocks for
children to work in smal groups to set hour and haf-hour times after
doing math lessonsontime. [Teacher B eemall 1, p.2, lines 27-30]

There are some centers that once introduced, will remain in use for the
year; however, there are some centers that are specific to a particular skill
being addressed for a shorter period of time, and those centers are limited
intime. Sometimes, though, a center that opens and closed after afew
weeks may open again another timein theyear. [Teacher B email 1, p.2,
lines 41-44]

Centersinclude: Charts, Schoolhouse (reading), Calendar, Sentence
Strips, Patterning/Geo boards, Writing, Computer, Morning Letter,
Chakboards, Puzzles/Games, Reading Group, Listening Center, Hanne
graph, Design/Count, Science Table, Reading Chair, Kitchen/Drama,
Blocks/Boat, Art Table/Easdl, Cooking, and the Music Center. [ Teacher B,
e-mall 1, p.1, lines 10-14]
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A Day intheLifeof Teacher B. Below isadescription taken from interviewsto
illusrate atypical day of teacher B performing in the kindergarten.

Whoever comesin firg, thereis card to hang up, and aso we encourage
responsible learning. They are making decision and taking responsibility
for managing themsdlvesin a dassroom, for different activities and
programs that we have. So whoever comesfirst starts, that randomly
determines when we start to do the rotation for the computer turns. They
do slent taps so they manage their own behaviors and helping the others,
facilitating the others' turn as they are rotating the schedule. We do
opening exercises and a specid helper determined by the child chart,
activities, open exercises like calendar, song, and flag. We look at the
schedule; we adjust our day and talk about schedule and how it changes
from yesterday. That dso meansfirg do the morning letter and change
sentences based on what previous class have done. We read books, we do
our reading firgt in the morning with the big books and then sometimes
we |l have our writing after that we have writing that day. We do writing
four or five times aweek. Weredly write alot: journals and the writing
projects. Sometimes the children have a specid like mudc, library, art
often after we do our writing. Then we do math or we do a science lesson
or socid studies and then we rotate. [ Teacher B interview 1, 12/13/01,
pp.5-6, lines 112-133]

We do “show and tell” at the end of the day aswell. We have center time
too. It is during the center time, the children get alot of choicesaswdll.
They decide where they are going to go. | usudly they have 10 centers,
21 al together, but they are not open dl at onetime. And then we use
clothes pins to manage where they are, where they go. [Teacher B
interview 1, 12/13/01, p.9, lines 193-196]
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| would often incorporate activities in that center with what we have been
doing in the lesson. If we are talking about shapes, I'll put geo board ot.
But it is dways after that | model, and show them guided discovery. So
they know how to manage the materid, how to put things away, and | take
it step by step so that they take care things. They know with very clear
terms how to take care what we have in the classroom. [Teacher B
interview 1, 12/13/01, pp.9-10, lines 206-210]

At the end of the day we do the compliments and that is through PATHS
lessonto help the children be socialy responsible and to learn the coping
mechanisms, to manage their behaviors when they are in Stuations that
could be problematic. [ Teacher B interview 1, 12/13/01, p.8, lines 174-
176]

School C

School C waslocated in arura areaand served approximately 400 students.
They ran akindergarten program through third grade. There were three kindergarten
classrooms because there were no other kindergarten classroomsin any other schoolsin
the digtrict. School C's mission statement, explained in kindergarten handbook stated
that school C “seeks to use an awareness of children’s basic needs, knowledge of the
stages of development and our belief in developmentally appropriate practices asthe

basis in making decisions for our children and our school.” [Kindergarten handbook, p.1]

Principal C. Principa C, a51 year old femae with aMasters of Education, had beenin
her current adminigrative position for sx years. Shehad N-3, K-6, and K-8
certifications and previoudy taught preschooal, first, second, third, fourth, fifth and sixth

grades. She never taught kindergarten.
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Teacher C. Teacher C, amae who taught in kindergarten for six years and in other

schools for 20 years had a Masters of Education and K-6 certification.

Teacher C’'s Classroom. There were 19 children in the morning sesson and 17 in the
afternoon sesson. Teacher C has apart time aid in his morning classroom who was from
another culture and could speak Spanish. They helped in the morning for about an hour
45 minutes. In the afternoon, since there was only one aid for dl the kindergarten
teachers. The assstant could be in teacher C's classroom for only two days out of Six
dayscycle.

The children in his classoom came from awide variety of socio-economic status
(SES), ranging from lower to upper class. He had two children with specid needsin his
morning class: an autistic child and another one who was scheduled to have an IEP. He
had children who were coming from different family types. Four children, two in the

morning and two in the afternoon, were from different cultures. Their cultures were

Spanish and Egyptian.

Teacher C'sLearning Centers. Teacher C had 14 centersin his classroom: Bean bags, a

teacher center, a painting center, the sand table, the book shelf, a science center, blocks,

pennies, puzzles, geo board, unifix cubes, computers, listening center, and writing.

A Day in the Life of Teacher C. Below isadescription taken from interviewsto
illustrate atypica day of teacher C performing in the kindergarten.

| ring my chime and s0 they clean up and they st a thetable. | don't
have assigned seats.  So once they clean up they can go any of the tables
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that are cleared. | would say good morning to them, they say good
morning Mr. S, [teacher] and then we count. We have our little numbers
up over there [On the wall, numbers put on start shapes]. We are counting
to a hundredth. Everyday, we got the new number. So when we get to the
hundred day of school, then we have a party for a hundred day of schoal.
Then we do the weather. What the wegther is, we read what the weather
is. Then we pick our leader for the day, and then we do the pledge. That is
our opening exercise. That takes anywhere from eght to ten minutes.
Maybe twelve minutes depending on if we have any conversation in
between about the weather or about what day today is. But | plan 15
minutes for that. [Teacher C interview 1, 01/03/02, pp.11-12, lines 251-
271]

After we do the opening, | usualy read an old story and then anew story.
Thisweek | read “Snowy day” that will still be the new story today even
though we read it yesterday. So I'll read a couple of stories, we talk about
them and then depending on what the activity is for today we'll go to what

| call “gations’. Sometimes there will be one or two stations, sometimes
there will be Sx stations. Today thereis going to be five probably.

They’ll set up for different tables. [Teacher C interview 1, 01/03/02,
pp.12-13, lines 273-281]

| decide the stations. What | have done with my student teacher last time,
last year was we made pictures and labeled them. So it tellswhich
gations, and then I'll put them on the chart. So yesterday those were the
three stations. And they can see with the picture so they can see with the
words so they can learn sounds and the letters and things on what the
gationsare. Now some days like yesterday and today, it isagoing to be
three gtations, but | am going to move them. I’ll st them up first and then
I’ll say okay “blocks, drawing and color go to pattern blocks, pattern

blocks go to geo board, geo boards go to drawing and coloring whatever
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we switch. We switched every twelve minutes yesterday.  Today we are
going to switch every ten minutes. That one was twelve to fifteen minutes
each because | had only three. But | had two tables for each. Today we
are going to have five o it’ll be like ten minutes each. [Teacher C
interview 1, 01/03/02, p.13, lines 285-294]

Deciding how many gations to open depends on what | am trying to do.

Y esterday, | wanted to trace the alphabet, the lower case. So | wanted
them to have enough time to write it because we just Started learning it
before Christmas. So | had the paper to write where they traced one and
then write one besides it. Trace one and write one in the black dots they
indicate where to start. They had that station to write the alphabet. And
then when they are done they could draw a picture, just any picture they
want. The other two gations yesterday, one was the geo boards, which are
kind of a shape geometry things. | let them use alot thisyear. But
yesterday | gave them cards that had pictures of designs. They had to try
to match this design which we haven't done that before with the geo
boards. We did it with the pattern blocks, which is the other sations
where they are allowed to. They took the card with pattern blocks and try
to make the design that is on the pattern or on the card. But we haven't
had that with the geo boards, so we did the pattern blocks so they
remembered that they have done that before with cards and matching and
then geo boards. They had to do that same thing. Geo boards, rubber
bands match the picture, and then they had to write the dphabet. My main
focus yesterday was | wanted to have them write the alphabet and |
wanted to watch that. So at that station | was walking around, watching
everybody. | paid most attention to the table that we were doing the
aphabet. Thisweek, what | wanted to do, | am doing one of the stations
very structured is because just after vacation, | wanted them to get back to

the idea of school and there is a sructure to it. Otherwise | might give
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them free choice stations. [Teacher C interview 1, 01/03/02, pp.14-15,
lines 301-324]

Toward to end of the year, | give them free choice gtation. I'll put up five
gations but they can pick which onethey do. | am lucky to have enough
materid that if five people wanted to pattern blocks, | have enough that
five people can do pattern blocks. If everybody wantsto do it, we have set
up away todo it. So | go from September where | am more structured.
Hereiswhat you are doing. These are the stations. I'll direct you through
them. As aresult of the year becomes more and more linear, they are able
to help choose which gation they arein. So they fdlt, when they make the
choice, they have ownership of what they are doing. Their ownership gets
important. They fed good about themsalves and the choices they are
making. They fed good about their learning. The station will be chosen
onwhat | am trying to accomplish at that time. Like today thereisagoing
to be ABC dation but it is not going to be thisone. That might be one of
the choices, there is going to be a couple of placesfor ABC' sthey can do.
We are going to have the pattern blocks again. So they’ Il have that choice.
Then they are ds0 going to do a unifix cubeswhich are kind of math
manipulative. They are going to be able to do some things with those
smilar to what they are going to did with pattern blocks and then with geo
boards. So they seethereis dso things that are same about dl these things.
They'll see dl these different materids; in the pattern blocks you can put
them on the pattern, the geo board you can make patterns with, the unifix
cubes you can make patterns with. What we do sometimes, I'll say match
them on the cards with pattern blocks, match them on the cards with geo
boards. There are cards for the unifix cubes. So one of the things that |
have them see what we can do alot of these things Smilar so thet if | say
get out the beads and match them with the card they aready know. So it
helps them gpply that whether it is something ese, maybe if | am working
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with something new, | ill can do that same concept, that same idea, that
strategy. [Teacher Cinterview 1, 01/03/02, pp.15-16, lines 328-350]

Sometimes while we are doing gations, I'll have my aid to take over

finger painting or we did big alarge book that they have to teke apage at a
time. So sometimes|’ll demonstrate before they go to the station, that is
the time maybe teach a skill or do ademonsgtration. [Teacher C interview
1, 01/03/02, pp.16, lines 358-362]

After the gation, most of the time is when we have our snack. If you ask
the kids, they’ll tdll you snack, names, books, and recess. We eat snack,
we write our name: everyday they have to write their name onetime.

And we gtarted yesterday with the capitdl and then the rest islower case.
The way my schedule isthis year, after the snack, name, book, recess, and
then we have aspecid. Might be art, might be gym, might be music, and
might be library. That goes up to eleven. After that they come back and
we sing our goodbye song, talk to them about their day, and then get ready
to go. [Teacher Cinterview 1, 01/03/02, pp.16-17, lines 364-374]

School D

School D was an outlying school located in arura areafor K-4 grade students
and with a student population of approximately 100 children. One kindergarten class was
offered, amorning sesson. ltsdistrict adapted anew literacy program to be used in
kindergarten. This program issmilar in nature to other programs used in education, such
as DISTAR in reading and writing. Their commonaity stems from the fact that they are

dl highly descriptive, skill-based, and directive.
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Principal D. Principd D was a50 year old male with aMasters of Sciencein
Adminidration. He had been in his current administrative postion for 11 years. With
both K-6 and adminigration certifications, he had taught kindergarten, first, second, third,

fourth, fifth and sixth grades.

Teacher D. Teacher D, afemaewith aMasters of Sciencein Education, had both N-3
and K-6 certifications and had been teaching kindergarten for eight years and had taught

in other schoolsfor six years. She had been teaching in school D for nine years.

Teacher D’sClassroom. Therewere 19 children and a part time adult assstant in the

classsoom. There was a child with avisua impairment in the dlasssoom. Children came

fromfamilies of asingle parent, of afoster home, and of atwo- parents family.

Learning Centersin Teacher D’s Classsoom. Teacher D’ s classroom had €leven learning

centers. writing, ABC center (word study), math, art, book, computer, listening, choice,
science, cooking, and guided reading centers. To manage children’ s working on learning
centers, she used a chart caled “awork-board.”

They [children] were divided into random groups, like this group (teacher
was showing awork-board) will go to the ABC center firgt, and then
numbers. Sometimes, some of these kids are not finished, and some of
these kids will be coming over. Then I'll say well, there is more than eight
people then go to your next center, and then come back. [Teacher D
interview 1, 03/04/02, p.28, lines 625-629]
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In the writing center, they are working on actudly writing something and |
often have abook like this denta health book [stapled pagesthat has a
picture and incomplete sentences for them to complete]. | doitapageat a
time. | have 20 baby teeth, and they have to write that | brush my teeth.

A lot of timesthat | leave something for them to solve, sort of problem
solving, as you can see here there isno word here. They have to figure out
what they need to write in there, what would make sense. They have to
listen to the sound, so they are trying to use reading and writing together
here. We are trying to encourage them to write a sentence or as many as
they can. We might have them write aligt of activities or write another
ending to agtory that we talked about. This[The denta health book] will
probably take us aweek, there is four pages. We usudly do just one page
aday. | made these up. The other teachers don't use them. Thisis
something | do. [Teacher D interview 1, 03/04/02, p.27, lines 596-606]

The ABC center iswhere they are supposed to do their word study. Some
of the things revolve around the word wall. They might have to copy

some words from the word wall, or quote words in aphabetical order from
the word wall. Like today they were working “d” word that have a“d’
sound, how to write the “d”. Sometimes they get white boards out, we
talked about rhyming words, as our interactive writing. We were talking
about an, man, an, so they have to write some words here that rhyme on
the white board. Sometimes we use magnetic letters and make words. |
notice alot of kids aren't looking a ending the words. | am going to have
to incorporate s, es, ing” that sort of thing into words. That would be
some of my focus. [Teacher D interview 1, 03/04/02, pp.27-28, lines 613-
620]

Thisisthe math center. Again, whatever we are working in math, | usudly
have them do some sort of activity. We have been working on measuring
the other day, so | had different items here; they had to just measure them.
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Then today, they had that sheet, the lines on it, they had to measure the
lines on and write down how long the lineswere. [Teacher D interview 1,
03/04/02, p.28, lines 630-636]

In the art center, sometimes they have to paint something. Itishard. |
don't get to do the artsthat | like to do because | am not here to monitor it.
| have to be doing guided reading. | would do more painting, clay, or
more messy things than if | am not here [guided reading center].
Sometimes my aid, | told you sheis aso the nurse; so she cannot dways
bein here and | cannot depend on her to dways be here to help monitor. It
needs alittle work, I don’t know how to work on, how to do that more.
[Teacher D interview 1, 03/04/02, p.28, lines 636-641]

Thisis our book center and thisisusualy achoice. After they are done
with centers they have choices. Thisis one that they can come up to the
library area. [Teacher D interview 1, 03/04/02, p.29, lines 642-643]

In the computer center, we only have one computer, so two [children] can
be here a atime. The computer has “ Jump Start kindergarten software. It
has actudly math, science, counting, arts and crestivity time,
comprehenson, ligening kills, vocabulary, music alittle bit of

everything”. [Teacher D interview 1, 03/04/02, p.29, lines 644, 651-653]

We have aligening center. Right now it is a choice when they are done
with other center, they can lisgen to astory. Sometimes| have them listen
to astory and draw a picture of their favorite part. [Teacher D interview 1,
03/04/02, p.29, lines 645-647]

One of our centers is a choice centers after they are done with their work
for the day, isjust reading around the room. | keep these pointersin here;



76

they read anything they can find, the name chart, word wal, dl our
cdendar things. [Teacher D interview 1, 03/04/02, p.29, lines 654-656]

Sometimes, | set up ascience center. If | don't have an art activity, and say
we are talking about wegther; | might be talking about rain. | might st up
water and say put these thingsin. Tell me which ones float, which ones
snk. It dependswhat | have. We have a cooking center, sometimes we
don't do math or art activity they might be down in the cafeteria cooking
with the aid, making play dough or something or cookies or whatever.
[Teacher D interview 1, 03/04/02, pp.29-30, lines 661-665]

The guided reading center iswhere | do reading. | divided them into
groups based on their ability. We do a story; we talk about it, and work on
some sort of problem they encountered in the story. They each have abag
of books that they can look through, and read. When | am over here
[guided reading center] they are not supposed to interrupt me. That isthe
key. You cannot come over here and disturb me here, unlessyou are
bleeding or dying, but of course when the aid isnot hereit ishard. That is
problem out here, we only have one aid, and sheisaso the nurse. That is
one of the bad things to be an outlying school. [Teacher D interview 1,
03/04/02, p.30, lines 668-675]

A Day intheLifeof Teacher D. Bedow isadescription taken from interviewsto
illusrate atypica day of teacher D performing in the kindergarten.

After breskfagt, the children have afew minutes outside. Then they come
inand while I am checking their folders, they usudly have; we were
working on their names, o every morning, under Monday, they would
have write their name on that paper. Then we did phone numbers. Now
we are doing measuring S0 there is aline for Monday they have to

measure and aline under Tuesday, they have to measure. We' Il be doing
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weather 0 each unit that | do there is something, sort of a paper for that
day they have to do while | am looking through their folders. When they
finish that, they can do afew puzzles | have out or look at books, or do
somewriting. They like to staple papers together to make book. Then, we
meet up in the front here. We do our opening exercises, like the calendar,
weather. We do helper chart; we have a story; we do our mystery bag,
which islike show and tell. Right now we are bringing in kites because we
are changing our bulletin boards. They have family project every month
that the family helpsthem do. After our opening exercises, we have our
little snack time about five minutes. They have pretzds, anima cookies,
because some kids do not egt. | know there are kids that are dways hungry
0| fed that iskind of an important thing. [ Teacher D interview 1,
03/04/02, pp.6-7, linesl34-151]

Then, we begin our literacy program. Our didrict isfollowing [name of

the literacy program]|, so we have to incorporate as many as the eight
components of [the literacy program] we can daily. Now, | didn't get
them al in today. We, | do share a story, a big book, or some sort of thing,
like the teeth chart thing [place on an easdl next to the teacher’ s chair]. We
have awriting, if we havetime. We have to have writing, shared writing,
interactive writing, and independent writing which we didn’t get today.
[Teacher D interview 1, 03/04/02, p.7, lines151-158]

| ds0 explain at the time what they are going to be doing in center, while |
am doing the guided reading lessons with them. Center work usualy
revolves around atheme. So | explain what they have to do in the writing
center, which was adental health book. And then ABC center, we were
working on letter D; forming it and thinking words that have that sound.
And then the measuring is part of their math unit. The art was one paper
with the hedlthy food that they could put on the right side of the graph. So

| explain their centers. | was going to try writing. We were going to make
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achart; ways that we keep our teeth hedlthy that would be our interactive
writing for the week, but we didn’t get to that today, perhaps tomorrow.
After we do the writing together and explain the centers we do the shared
reading. Then they break up in their center groups and | do the guided
reading group. That iswhen the aid supposed to come in and kind of
monitor the centers. After that guided reading, they should be fairly well
finished with their center for today. We meet by my chair for a brief
check of what everyone did that day. Thenit istimeto recess. If we have
time after recess, | do awriting lesson. They have journa wherethey
supposed to practice writing, which we didn’t do today, then they are
ready to go home. [Teacher D interview 1, 03/04/02, pp.7-8, lines158-
173]

Data Collection

Qualitative data were generated over a six-month period. Data generation sources
induded: interviews, classroom observations with field notes, and observationa
checkligts. Interviews with the teachers and principals were the primary source of data
for this study; observations served to support the emerging findings of the study.
Marshdl and Rossman (1999) have stated that employing multiple quaitative methods
increases the possibility of developing unexpected data (p.138). More importantly,
multiple data sources add to inference credibility and are consdered as an effective factor

in confirming the emerging findings (Merriam, 1988).

Interviews
Interviews are consdered as the most important source of evidencein acase study (Yin,
1989). In this study, severd types of interviews conducted at different times were used

for avariety of purposes. Yin (1989) addresses three types of interviews. openended
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nature, focused, and survey. Only two of them, open-ended and focused interviews, were
employed in this study. In an open-ended interview, the researcher asksthe interviewee
about facts and for opinions about events. One part of the first open-ended interview at
the beginning of this study was used to learn the teachers and principas espoused
platforms about ECE. Thisinterview provided abass for the observetions of the
teachers practice. Post-observationd focused interviews were aso conducted. Yin
(1989) refersto focused interview as interviewing the participant for ashort timein
which the investigator follows a particular set of questions.

| conducted three focused interviews. Table 3 indicates dates and times of three
interviews with principals and teachers. In order to generate an understanding about the
composition of each classroom, the researcher Sarted out the firgt interview with
questions about the number of children, the family types that the children were coming
from, their socio economic gatus, children’s and other adults (e.g. teacher aid, English
as a Second Language teacher ethnicity). | proceeded with questions that were intended
to bring out the type of philosophies held by the kindergarten teachers and by principas.
Part of the firgt interview dedt with the kindergarten curriculum. The second interview
focused on anti-bias multicultura aspects of curriculum. The third interview focused on

upervison.
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Table 3: Datesand Times of Interviewswith Principalsand Teachers

Interview 1 Interview 2 Interview 3
Principa A 10/12/2001 10/19/2001 10/22/2001
(3:25-4:35) (4:10-5:00) (5:30-6:40)
Teacher A 10/01/2001 10/19/2001 10/22/2001
(3:00-4:10) (3:10-3:55) (3:10-4:10)
Principd B 01/02/2002 Done on the same 01/17/2002
(10:00-10:40) day and timewith (10:00-10:20)
phoneinterview interview 1 phoneinterview
Teacher B 12/13/2001 12/17/2001 02/18/2002
(3:00-4:00) (4:45-5:25) (4:30-5:30)
Principa C 12/20/2001 01/04/2002 01/18/2002
(10:10-10:40) (11:00-11:35) (12:00-11:50)
phone interview
Teacher C 01/03/2002 01/17/2002 03/07/2002
(7:30-8:10am (7:30pm:-8:30pm) (8:00pm-9:00pm)
10:35-11:00) phone interview phone interview
Principal D 03/04/2002 03/06/2002 03/07/2002
(1:00-1:30) (1:00-1:40) (1:00-1:30)
Teacher D 03/04/2002 03/06/2002 03/07/2002
(11:15-12:50) (11:15-12:30) (11:15-12:40)

The interviews served two main purposes: (1) to eucidate teachers and

principals perceptions of supervisory associations and practices, and (2) to illuminate

teachers and principas perceptions of their curriculum and teaching. A tape recorder

was used to record interviews. The researcher paid attention to the following aspects

when using atape recorder: permisson was asked and the researcher actively listened

even though a tape recorder was used. Each tape was labeled by number, type, and date

of interview. Also, participants were informed that confidentidity of the tapes and their

transcriptions of any other information gathered was guaranteed.

Since the study had multiple interviews with both the principals and their

kindergarten teachers as participants, the researcher coded interviews as well as marking

them in the following way. The participant’s postion’sinitid (the letter “P” for
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principasand “T” for teachers), the number of the interview (the letter “i” for interview
and its number “1"), fird letter of the principad’ s or teacher’s name (eg. A), and the page
number. For ingtance, for the first page of interview one with a principad whose name
dartswith the letter A, the information is condensed into the following: P-il/A-1
(Merriam, 1988). Transcripts of the interviews data from dl three schools were color
coded; blue, green, pink, and yellow were used for school A, B, C, and D respectively.
Also, thisway of coding was gpplied to the decriptive field notes, reflections to the

descriptive field notes, and documents.

Descriptive Field Notes

Marshall and Rossman (1999) defined field notes as the “ observationa records’
which are “nonjudgmental, concrete descriptions of what has been observed” (p.107).
Field notes aimed to capture the events that took place in the classroom, as well asthe
teachers actions and the children’ s reaction to those actions.

The researcher took field notes during and right after a contact with the
participant. In recording descriptive field notes for two schools, | used a notebook but
notes taken on other sheets were reviewed and written to expand abbreviated notes. For
the third school, the researcher took the notes on sheets and then typed them in the word
processor. The notes that were in the notebooks were copied for andysis. Table 4

demonstrates dates and times of classroom obsarvations.
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Table 4: Dates and Times of Classroom Observations

Observation 1 Observation 2 Observation 3
Teacher A 09/28/2001 10/01/2001 10/03/2001
(8:00-11:00) (8:00-11:00) (12:00-2:00)
Teacher B 11/05/2001 11/09/2001 11/12/2001
(8:00-10:00) (8:10-10:00) (8:00-10:15)
Teacher C 11/20/2001 01/03/2002 01/04/2002
(8:00-9:50) (8:15-10:30) (8:15-10:30)
Teacher D 03/04/2002 03/06/2002 03/07/2002
(8:15-11:00) (8:15-10:00) (8:15-11:.00)

Observational Checklists

The researcher observed each kindergarten classroom for at least Six hours on
different days. On the basis of these observations, she completed the checklist for
Observing Developmenta Appropriateness in Early Childhood Classrooms
(Charlesworth, et a.1993), Anti-bias Curriculum (Howes, 1998), and Antibias and
Multicultura Curriculum Assessment Profile (Samuels, 1994). The Checklist helped to
generate information about severd aspects of teachers practices, such as the classroom
procedures and routines. This checklist has 24 items, which are rated on afive point
Likert scale. Descriptions considered most appropriate are placed under 5 and the most
inappropriate under 1. Point 5 is checked if the appropriate practice is near 100%, 4
indicated it is more appropriate than ingppropriate, 3 if the glitisfarly even, 2if itis
more inappropriate than appropriate, and 1 if it is cose to 100% in line with the
inappropriate descriptor (Charlesworth, et a. 1993).

The Anti-bias Curriculum measure eval uates the extent to which classroom
materias, books, visua images, art, classroom interactions, and learning activities

represent diversity and offer diversity related experiences.  This measure has 60 items
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divided in these areas: visud images, books, dramatic play, language, music, art, dalls,
manipulatives, interactions, teaching about culturd differences and Smilarities. The
observer circles “observed” if an item is observed and “not observed” if an itemis not
observed.

The Antibias and Multicultural Curriculum Assessment Profile estimates the
extent to which curriculum and ingructiond practices seem culturaly sendtive and
biased-free. This assessment tool has 27 itemsthat are scored present if observed and
absent if not observed, coded being 1 and as being O, respectively. Totals are evauated
asfollows

(@ Wdll representative (21-27) of culturd diversty and biased —free;

(b) Good representative (16-20) of culturd diversity and biased—free;

(c) Low representative (11-15) of cultura diversity and biased—free;

(d) Very low representative (6-10) of culturd divergty and biased—free;

(e) Not representative (0-5) of culturd diversity and biased—free.

| analyzed the data generated through these observationa checkligts, but | did not
incorporate their andyses into the results chapters, since the results were smilar to what

the researcher concluded from her descriptive field notes.
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Research Questions
This study aimsto generate answers to the following four sets of research questions:

1. How do principals and kindergarten teachers portray their supervisory
associations?

2. How do these portrayals relate to scholarly information about
supervisory associations?

3. Whether, and, what extent do the supervisory associations impact
kindergarten curriculum and teaching?

4. How do principas and kindergarten teachers perceive each other in
relaion to their epoused platform of kindergarten teaching and

curriculum?

Data Analysis Plan

This research studied four public dementary schools' principals and kindergarten
teachers. In this study, Miles' s and Huberman's (1994) method of anaysis was followed:
(1) contact summary shet, (2) coding, (3) pattern codes, and (4) memoing” (p.51).
Chaptersfour, five, Sx, and seven present results of the study.

A modified verson of Cornbleth’s (1990) framework is used for organizing the
results of this sudy. She suggests consdering curriculum in light of structurd and
sociocultura contexts. In this study’ s andysis, structura contexts are asfollows: (1) the
nature of supervisory associations between teachers and (2) principas, principas and
teachers perceptions of curriculum, and (3) classroom practices. May’s (1989) work on

notions of supervison and Sergiovanni’s (1992, 1998) work onthe sources of authority
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are utilized to analyze these three aspects of the structural context. Socioculturd contexts
encompass demographic, socid, palitical, and economic conditions, traditions, and
ideologies. In this study, political component of the sociocultural context manifested
itself as educationd policy on testing. How the principas convey this policy to the
teachers determined the extent to which these contexts manifested themselves as
congtraint.

Chapter eight includes the conclusions and recommendations of the study. The
themes that emerged from the analysis of the data were presented here along with the
discussons and conclusons. Moreover, the findings were examined in relation to the

literature.

Trustworthiness and Authenticity 1ssues

In order to ascertain reiability, the researcher considered severd means. Fird,
before mailing the questionnaires, Knowledge Questionnaire and Supervisory Practices
Questionnaire, the researcher sought feedback on them from a principa and two
kindergarten teachers. The principa and two kindergarten teachers completed and made
comments on the questionnaires. Feedbacks given on the questionnaires were mainly
about wording of the questions and organi zation of the items under each question. Based
on their feedback, the researcher revised the questionnaire and then mailed it to the
participants.

Second, the researcher piloted the interview questions with a professor of

education. This helped the researcher dter the wording of interview questions and



86

darify unclear satements. Thisway the researcher was able to organize these questions
in relation to research questions.

Third, during interviews the researcher sometimes restated the participants
responses to the interview questions. This gave the participants a chance to hear their
responses from the researcher. In turn, this helped the researcher to clarify and confirm
their responses and to diminate possible misunderstandings about what they were saying.
In addition, the researcher reassured the participants thet their anonymity will be
maintained through out, not using their names and/or their school’s name.

Fourth, the researcher transcribed al interviews word by word. Thisserved asa
way to ensure that meaning is not log. It is possible that random transcription of parts of
interview may give away to misinterpret the participants responses.

Beginning in the next chapter, we move on to a presentation of the main findings
of thisstudy. Up to now the data given have been for methodologica reasons primarily,
athough they are also considered results of the research project taken in total. Chapter
four centers on the results of case A, with chapters five, Six, and seven focused on cases
B, C, and D, respectively.

To remind the reader, the following questions congtitute the focus of this research:

1. How do principas and kindergarten teachers portray their supervisory
associations?

2. How do these portrayals relate to scholarly information about
SUpervisory associations?

3. Whether, how, to what extent do the supervisory associations impact

kindergarten curriculum and teaching?
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4. How do principas and kindergarten teachers perceive each other in
relaion to their espoused platform of kindergarten teaching and

curriculum?
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CHAPTER FOUR: CASE STUDY A

This chapter contains portraitures of principd A and teacher A. As presented in
the previous chapter, principa A isafemae, with a Masters degree and had been in her
current administrative pogtion for 13 years. She never taught kindergarten. Teacher A, a
college graduate with both Early Childhood (N-3) and Elementary Education (K -6)

certifications had been teaching in her present position for three years.

Portraiture of Principal A and Teacher A

Principa A seemed delighted to talk about her views and convictions concerning
ECE and her professond relaionship with teecher A. | fdt that she has given alot of
thought to her methods of working with teachers and children. When talking, one could
See an educator who dedicated her life to the well being of children; with determination
to do it in the way that she thought was best. Firm enough to say “I have no patience
with the teacher who is not meeting the needs of children and who does not have high
expectations. No patience’ [Principal interview 1,10/12/01, p.5, lines111-112], but
caring enough of teachers and parents to work toward cresting a positive school climate.

Asprincipa A talked about ECE and supervisory process over the course of three
interviews, she went back and forth creating a connection within her satements. It felt
like al pieces of a puzzle were coming together with a clear rationale behind esch of the
pieces explaining why one particular piece should be there and how it fits within others.
Newly graduated from college, teacher A exuded enthusiasm to be the best possible

teacher she could be. She speaks proudly of her college education in terms of what she
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learned and how much teaching experience she gained during those years. Her sense of
pride continued as she started talking about her present practice. She patiently talked
about what she envisions for her children and how she carries out her visons,

The support of her principa about what and how she teaches dso gradualy surfaced and
flowed from her words. She made references to how well her principa knows her, and to

how much she and her principa think adike, work together, and care for each other.

Nature of Supervisory Associations

Principa A and teacher A established a strong and positive supervisory
connection between them. Dedicated to best serve children, these two educators were
able to develop atype of supervisory association to which both of them refer asa
working, informal, and productive one. As eaborated in the following paragraphs, this
connection consgs of severd qualities, such as working in a collaborative manner,

maintaining an ongoing communication, and showing respect for each other.

| fed that | can beredly honest with her [principa A], and | can approach
her about alot of things. | think we have avery good working
relaionship. We kind of tend to think the same way and kind of react to
things the same way, so we redly fit together in that manner. So | can go
to her and talk to her about things and pretty much know how she feds or
if I need her advice; thingslikethat. Soit isredly good working
relationship. [Teacher interview 3, 10/22/01, p.7, lines 149-154]

Vey informal [teacher A’s association with principa A]. Youcangoin,
you just talk to her and tell her what you need. | don't have to worry about
her scrutinizing the way that | say something or how | fed or my opinion
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about something. Tdling her how | fed, she can agree or disagree or say
‘okay, you can fed that way, but thisiswhat we need to do’. Sheisvery
much type of person who worries about how can fix it. What isthe end
result, instead of really complaining about aStuation. What can we do to
fix it to make it better? So everything is pretty productive when we are
talking. And usualy we both leave with alist of things that we need to do,
to make something work or to get into practice. But sheisvery
gpproachable and usudly we talk just about everyday. | think thet isjust
because | don't redlly have agrade level partner so | haveto talk to
someone. [Teacher interview 3, 10/22/01, p.9, lines 189-201]

It [nature of supervisory associations] is avery collaborative, cooperative
relationship. | think N. [kindergarten teacher] is wise enough to know that
we can do suff through stories. | think kind of building in Joseph
Camphbel that the truth liesin the story. So that experience becomes an
extremdy important part of adeveloping of thinking, developing of

vaues, developing what we think is good, al that can come out through
the stories. So N. [kindergarten teacher] likesto tell the stories of her
classroom. | like to hear them. | think that through her storiesto me | can
find out the wisdom of what she is doing, the good stuff of what sheis
doing. And likewise on the other hand, my stories of my experiencesto
her, she finds the wisdom, the truth, and the understanding. | think the
dory is very important, the stories are very important to life. And we have
agood healthy relationship. [Principa interview 3, 10/22/01,p.7, lines
147-157]

As emphasized in both principal A’sand teacher A’ s interview responses, an
ongoing communication was influentid to establish aworking, collaborative, and

productive supervisory rgpport. Also, an emerging outcome of this ongoing
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communication was the extent to which both of them know about each other’'s
perceptions of kindergarten curriculum and teaching. For instance, the same as her
principa, teacher A placed agreat ded of emphasis on how often she and her principa
communicated on issues regarding kindergarten. She dmost saw her principa as another
kindergarten teacher with whom to share ideas rdated to teaching. By invitation, her
principal became a more regular part of the classroom.

Interms of whet | do in dlass, sheisusudly very involved with whet is
going on and | usudly talk to her alot about the projects and make sure
she comesin and vistsalot. [Teacher A, interview 1, 10/01/01, p.5, lines
112-104] Shecomesinand | like her to comeinalot just to so the kids
don't redize that the principa isjust that, she'll comein and read astory
to kids. There was aday that | had ameeting and | had missed my lunch.
So she let me have my lunch she taught to kids, you know it islike pretty
flexible. [Teacher interview 3, 10/22/01, pp.19-20, lines 428-437]

For me when we do new things for professond development, | see that
okay another change to make it better and organize it better. But | think
you need to analyze to seeif it isworking, or it isnot, or if it hasto be
changed. But it isredly easy with her [principd] because | can go into
her office say something off thewall. We want to do this and that today.
‘Okay go ahead, gofor it” She'll hdp me find away make it work right
so that it works out. Maybe if we need different space or different help,
kind of vice versa. [Teacher interview 3, 10/22/01, p.19, 416-422]

Principa A cameto her classroom with or without invitation frequently, but teecher
A did not see their ongoing relationship as being uncomfortable because of the fact

that her principa knew her well. There was areciprocal respect between her and
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principa A. From her comments, | infer that this reciproca respect came diveasa
result of each party’s efforts at getting to know each other well, asillustrated in the
following excerpt.

| think there was a point that | earned her [principa’ 5] respect and that she
had confidence in me to know that | was capable. So | think from that
point once you learn to respect to each other and vise versafor me. Last
year was the first year that we worked together because she wason a
sabbetica leave before, but we had talked about things and everything.
Just looking at the way that each other was thinking and the way that we
went about things. | think that she also hear alot from parents and | think
that she is very proud of what she has been hearing from parents things
likethat. I think it Sartswith respect. Once you earned someon€e's
respect, then it is very easy to work together | think. [Teacher interview 3,
10/22/01, pp.7-8, lines 157-165]

| observe her [teacher A], but | know her better from the conversation that
we have. So that the time thet | spend in the actua room supervising kind
of just reaffirmswhat | fed is probably going to be there. What | doina
supervisory position with a good teacher is very different from what | do
with astruggling teecher. N. [teecher A] isin my mind isextraordinary
greet teacher so that my actua supervison in her classoom isjust pretty
much an affirmation of what | know because | know her so well. Okay, if
you extend supervision beyond the classroom, there is greet of it because
we spend agreat deal of time together. It is discourse and diaogue.
[Principal interview 3, 10/22/01, p.6, lines 131-139] Y ou cannot learn to
know somebody and to understand not only how they do things, but why
they do thingsif you are only doing sngpshots. 1t can only be through the
ongoing diaogue. [Principd interview 3, 10/22/01, p.9, lines 206-208]
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Principd A’s responses above indicate that she did not put much weight to annua

forma observation of teacher A’ steaching. Despite being afairly new teacher, teacher A

did not concentrate on the formal observation aswell. For principa A, forma

observation was just areaffirmation of what she aready knew about teacher A. She

pointed out two reasons for her lack of emphasis on this annud observation. Thefirst

reason this kind of evaluation was uninformative in her efforts to know teacher A was

becauseit is conducted only one or two timesin ayear. She relied more heavily on her

ongoing communication with teacher A. The second reason semmed from the atic

nature of the observationd instrument used for this evauation. In principad A’s opinion,

their instrument measured the same teaching behaviors over and over in aschool year and

thus could not capture emergence of anew behavior or progress in teaching performance.

Pre-conference and post conference and so on are not important when you
have an ongoing relationship with somebody. So that when | go into her
room, pre-conferenceisonly avery smdl of part of the reaionship of the
ongoing didogue. So a pre-conference is not important because it isa
gand-aone. Pre-conference and post conference that happens dl the time.
That isa part of the ongoing dialogue. So do we talk about how? Do |
talk to my teachers about how ingruction is structured? Yes. Dol tak to
them about the children, yes, do | know alot about the children? Yes.
Then when | go in you know that isjug, thet is like apiecein the puzzle.
And then the post conference is no more important than the next week
when | haven't observed them, but when the dialogue continues. [Principa
interview 3, 10/22/01, p.8, lines 175-184] | question and encourage them
to question themselves. A ot of timeif you just lisgen agtory that helps
illuminate. [Principd interview 3,10/22/01, p.10, lines 225-226]
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| think that the forma instrument [observationd] that we haveisvery

weak. It doesn't seem to me to make much sense to observe somebody
four times ayear and use the same insrument. Y ou need to help
somebody grow and the instrument that we useisvery atic. So basicaly
you need to observe amath class one time and a reading class another time
and in kindergarten there is not much more to do so. Y ou do another math
class and do another language arts class and different parts of language
arts, but you end up kind of saying the same thing but maybe in adightly
different context. So it isthe insrument and the fact that the instrument
doesn't lend itsdlf to asequentid. If you had an instrument thet the first
nine-week you measure what we talk about one area, second nine weeks,
there is growth because you, and then you talked about it a different area.
Wedon't have that, so | am not redlly pleased with the instrument that we
have. If you only haveto do it once, that would befine. | know my
people alot better than, and | know more about them than the instrument
dlows meto tell anybody else and the feedback that can be provided by
that instrument to the teechersis very limited. [Principd interview 3,
10/22/01, pp.16-17, lines 367-386]

Similar to her principd’slack of emphasis on forma observation, teacher A
focused only on what she gets out of the forma observation to improve her teaching. Itis
important to note that she made reference to her communications with principal A about
experiences happening in her classroom whether they are undesirable or desirable. This
demondtrates the degree of open communication that existed between them.

| think | have never had an observation with the real problem. Reading
over it [observation] helps me think like from an observer’seye. What is
redlly good that makes me think oh good it is not awaste of time. It kind
of reaffirmswhat | am doing. It makes me think what | could do alittle bit
better. Having not had alot of negative stuff, | am just kind of atype of
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person if something redly negativeisgoing on | know it, and | go to the
principa before she knows. | mean if there is something that | am not
happy with, we just kind of work out away tofix it. [Teacher interview 3,
10/22/01, pp.29-30, lines 661-667]

Despite the informa and collaborative nature of this supervisory association,
principa A’s expectations of and gods for teachers surfaced. The following isaclear
indicator of how she articulated her point of view with repect to thisissue.

| want every teacher to be acaring, nurturing teacher, ademanding
teacher, but demand within the DAP, within a developmenta
understanding of the children. Y ou ask a child to give everything that
he/she can give to an academic setting aslong asit isredidtic for that
child. For teachersto be able to recognize that, ultimately | would like
teachersto be kind of totally saf-sufficient. Where | worked before this, |
was probably, maybe redizing it, maybe not, but | am never sure. Bt |
was avery charismatic personage because the teachers, they were very
good, but anybody almost in g, not in an active, in that they looked up to
me, but they looked up to me to do everything for them. When | left that
digrict things went down very fast because | wasn't there to take care of
them any longer. [Principd interview 3, p.10, lines 230-238]

| kind of made up my mind when | came here that | would never let that to
happen to them. That | would be hepful and | would be caring. Butin
the end my goa would be for everybody to become self-sufficient and to
gand on their own two feet. So when people say to me things like what
should do, my answer is now “What do you think you should do and why
do you think you should do it?" Because | know that when | have been
their strength, the teacher strength came from me. | am not there and they
have to know how to look out to themsdlves. | do tend to be and it isfight
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for me not to take charge and take care of people. [Principa interview
3,10/22/01, p.10, lines 238-246] And then ultimately | want people to
know themsdalves well enough and to care enough that they become the
important person and they don't need me anymore. Thereisthat old
Chinese proverb about a leader and “the best leader is the one that nobody
notices.” [Principal interview 3, 10/22/01, p.10, lines 218-221]

Asseenin principd A’sinterview responses, her vison as supervisor wasto hep
her teachers to be self-sufficient in a such way thet their teaching competency generates
from themsalves rather than from their supervisor. She emphasized the importance of
identifying and dressing teechers  drengths rather than their limitations, aswell asthe
importance of seeing teachers as decision makers. For her, it was easier to build on
teachers strengths.

The overarching aspect of principal A’s and teacher A’ s supervisory association
seemed to be based on ongoing diaogue influenced by virtues of respect, openness, and
confidence. They both cared about each other asindividuds and about what they do for
the education of young children. The focus then becomes the reasons that influence this
type of supervisory association. In order to illuminate and better understand why this
supervisory association works, principal A’s and teacher A’s perceptions of curriculum,

teacher A’s classroom practice, and contextud factors will be examined.

Per ceptions about Curriculum and Teaching
Both principa A and teacher A share smilar perceptions with respect to
curriculum and teaching of young children, and the guiding principles that existed behind

thelr perceptionsisilluminated here. In both principa A’s and teacher A’ s eyes, their
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philosophy of kindergarten curriculum and teaching is congruent with each other. An
effective kindergarten curriculum and teaching of it comes dive as aresult of the
interaction of severa factors. The existence and status of any one factor influencesand is
influenced by dl the others according to principa A and teecher A. Two primary factors
that both principal A and teacher A referred to when conceptudizing curriculum and
teaching help represent a shared understanding that exist between them: knowing

children well through observation to meet their needs better and cresting a positive
climate in the classroom. The linking force of dl these points is the teacher.

The firgt guiding factor that condtitutes principa A’sand teecher A’s
conceptudization of curriculum and teaching is to know children well. Hence,
observation is the essential tool in akindergarten classroom. For principd A, reliance on
observation semmed from her belief that children’s chronological ageisnot very
informative for respongve and sengtive teaching (greet variation exist among children
who are the same age). For teacher A, observation of children was atool that served asa
connecting factor for bringing together different dimensions of teacher A’s planning and
teaching. For both of them, curriculum planning and implementing must meet individua
needs of children. Through being cognizant of children’sindividud differences, teachers
can determine gppropriate expectations and chalenges, provide thought provoking
learning experiences, guide, and over-dl fadilitate their individua learning processes.

...[eurriculum] reflects what we know about the need of children asthey
develop through various levels. 1t may have something to do with
chronologicd age, but there will be great variations from a chronologica
age. So, we send five years olds and six years olds into kindergarten.
Here we only send six years olds, but developmentaly there may be avery
big span there. So we have to plan and to implement those plans a many
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different levelsin order to meet those needs and it is that whole planning
and implementing that becomes devel opmentally appropriate curriculum.
[Principa interview 1, 10/12/01, p.13, lines 278-285] We know that a
child who is Sx may be acting like afour year old or asasix year old.
Maybe even have some qudities of child who isalittle bit older, but there
isawide range within dl of that. So adthough we bring them in at aoout
gx years and that sort of tells us something. It doesn't tdl usmuch on a
daly bass. [Principd interview 1, 10/12/01, p.13, lines 288-292]

Y ou are observing how they play, observing how they tak. | think there

are alot of indicators the children who are a different levels. Maybe you
wouldn't be able to identify specific level but you will be able to identify

the children who probably need alittle bit more assstance or more
adaptations. Eventualy you want to do some forma ng depending

on the curriculum. How they count, their one to one correspondence how
they are writing things like that but alot of them | think isinginct and
observation. [Teacher interview 1, 10/01/01 p.18, lines 399-402, 407-409]

This complex task of planning and teaching entails an ongoing assessment carried
out through observation rather than by conducting a variety of forma assessments.
Principal A bdieved in observation of children since learning more and more about
children was key in order to optimize their learning and development.

| think that thereisalot in assessment that you could cal good until you
begin to think of down sdesof it. And | would rather see my teachers
being very aware of what is going on with the child and doing aminimd a
forma assessing, but amaxima amount of knowing those children.
[Principal interview 1, 10/12/01, pp.23-24, lines 523-528] | think that N.
[kindergarten teacher] has done very nice things because she hastied

assessment into the gate's tandards. She is using observation to link
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together what is hgppening in her room with whether it is mesting
gandards. | think that shows agrest dedl of insght and it is very retiond.
[Principa interview 1, 10/12/01, p.24, lines 544-547]

It [agood kindergarten] would be the situation where it is developmentally
appropriate and thereisalot of timesfor free exploration and alot of time
for centers, not just whole group ingtruction. | think alot of repetitionis
necessary and as much student participation them helping put alot of
different thingsin the dass. Also| think a mixture of regular centers and
literacy centers. Having enough timeis dways important. [ Teacher A,
interview 1, 10/01/01, pp.3-4, lines 75-80] | like them to make ayears
progressin our school year. Wherever they leave off, whoever they dart,
itisredly based on their levdl so | would say DAP influences alot whet |
amdoing. | believethat children can do alot of things. They don’t have
to be held there by certain assessments and how many |etters they know. |
believe they are motivated and if they are interested they can go asfar as|
st thegod. They'll reach it. So DAP probably has alot head way. |
don’t want to frustrate children. [Teacher A, interview 1, 10/01/01p.14,
lines 316-324]

Credting a pogitive classroom climate is the second guiding factor that defines
principa A’sand teacher A’s conceptualization of curriculum and teeching. For them, a
favorable classroom atmosphere was a precondition for learning to take place.

One [agood kindergarten] that is a nurturing environment, with the
curriculum that takes into consideration the developmental needs of the
children. [A good kindergarten] needs to be very much action oriented. |
think thet you can learn alot of academics within akindergarten year if
the presentation is such that it is keeping the kinds of things that children
are doing at that age. Physical, emotiond, and socid needsif they are
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taken care of | think lots of academics can fit into that. [Principa A,
interview 1,10/12/01, p.2, lines 27-32]

A postive classroom climate came dive with a conscious effort through acceptance of,
care about, trust in, and respect for who the children are. According to principd A,

... the teacher ismore part of a circumstance and a part of the community,
apart of aliving community. The teacher, | think, that one who has some
additiond ingghts into this balance, this variety in the classroom. Sol|
think that it is very much responsibility of the teacher to help develop a
hedlthy happy climate and happy culture. [Principd interview 2, 10/19/01,
p.9, lines 192-196]

...the ahility to accept children, asthey are whether it is academicaly,
socidly, emationdly, and culturdly, if those kids come to you and you
truly can accept them that is the first step to moving with their needs, you
got to accept them first and begin to move with their needs. [Principa
interview 1,10/12/01, p.10, lines 218-221]

The notion of caring and acceptance encompasses both classroom and school
levels. At the classroom levd, caring comes through understanding and
acknowledging of cultura differences among children. Therefore, diversty related
experiences should not be limited in principal A’s opinion to units about
multiculturdism; rather they should be infused into the dimate of the classroom.

If you are both a acceptance and ddlight in, differences can be an intrica
part of any day in any way 0 that it becomes a part of culture, part of the
climate of the dlassoom. If you see multicultura things as being drictly

to planned for and implemented units of socid studies, you have to be
very careful in terms of time because time is S0 limited and you have to set
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your goasvery clearly. So, you probably are not going to have alot of
time to develop a unit or units, but an acceptance is an attitudind thing
and acaring and S0 it is a different way of achieving thingswhich | think
are much much more lasting. Becauseif | care for you smply because |
care for you and my differences are my differences and your differences
are your differences, my likenessand so on. But you know thet if it is
attitudina and acceptance is degp with ingde us then the idea of making it
apat of aforma curriculum kind of falsin another part of decison
meaking that has more to do with dl that we have to do, how much time we
haveto it, what are our gods. | am not sure that we would gain awhole a
lot by just making an undue amount of our time, taking undue amount of
our time to do something redlly formally that might be longer lagting and
more effectively done if we get it in terms of attitude, and just caring.
[Principa interview 2, 10/19/01, p.7, lines 135-151]

Anaogoudy, teacher A thought that she was accomplishing the endeavor of
cregting a positive environment by embracing the children as they are and by avoiding
imposing others vaues on them. Because of this aspect, she cdled her curriculum
“opentended”’ in terms of values. Having knowledge about children’s families facilitated
this endeavor because it provided guidance as to necessary accommodations. The
following quotations back up these assertions.

| redly think that our curiculum is kind of open-ended. Questions are
asked and students are adlowed to share about different backgrounds and
about different fedings especidly in our socid studies curriculum. | think

it triesto include everyone just dl the students spesk and share about the
differences. | don't think that it kind of closes them off or kind of teaches
just one vaue or one kind of family vaue. [Teacher interview 2,
10/19/01, pp. 9-10, lines, 197-209] It [socid sudies curriculum] will just
ask generd questions about some; it may be that there are questions about
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values, but students are alowed to answer and share about dl the different
kinds of thingsthat they are there. It never saysthisisthe way that you do
something. So, in the forms them to share, write about, draw picture, or
tell us how they do things and it doesn’'t say that oneisright and oneis
wrong. [ Teacher interview 2, 10/19/01, pp. 9-10, lines, 197-209]

| think that you need to make your classroom <o that it welcomes students
who are coming from dl different kinds of backgrounds. Even when |
give parents a note, go home and tell your mom or dad, or grandma,
grandpawhoever, you cannot just limit yoursdlf to certain thing. So you
need to be very careful with those little things that can make you fed
different. We don’'t want them to fed different to the point they fed bad
about themsdves. A lot of our curriculum | notice this year, talked about
different things, like different kinds of houses. We tak about how some
people live in gpartments, some people live in trailers, some people live in
houses, and some people live in townhouses. So we talk about dl the
different kinds. It is nice because they know not al kids identify with
living inahouse. With those little ways | think that dl the children are
learning more to accept different type of things. When it comesthings
like expecting itemsin the dlassroom, | mean | think it istaking into
congderation. But there are times that | expect the same thing from every
student. But theretimes | am going to know that some kids are going to
come in and they are not going to have a snack and thet is never an issue.
Thereisaways extraand | give them to hand out. If they don't have a
show and tell, | give them something to show. But | redly think thet it is
about making children fed comfortable. But aso, not meking it aredly
big issue that they don’t have to do this because of this. It iskind of fine
line. The teacher should know it. The teacher should be avare of it, talk to
the parents, and talk about what kind of adaptations they should make
about. [Teacher interview 2, 10/19/01, pp.5-6, lines 98-120]
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Teacher A showed her understanding of an accepting classroom atmosphere as
she depicted her two related overarching gods for the kindergartners: enjoying being in
school and having positive experiences. These two primary gods for kindergartners were
socio-emotiond in nature. She said that she drives to make children fed good about
themsalves and to experience successin her classroom because these two factors
edtablish a strong foundation for later academic learning. In her opinion, children should
not be pressured for any reason, including learning academicsin kindergarten. She
consdered the notion of making children fed positive and successful an important part of
her own philosophy of ECE, that is not addressed by DAP. The following extended set of
quotations from the interviews provides evidence to support these characterizations of
teacher A.

When | came into this class, the teacher whose place | took was known for
having these children reading. She told everybody, and it was commonly
known that she had alot of beginner readers. When | first started, |
thought | have to have dl these children reading. They haveto read. | felt
very pressured by that. And | learned that | am not going to st that godl
for mysdf. But my god isfor them to enjoy school and for them to love to
read and practice. It doesn't matter if they can dl read yet, aslong asthey
know that it is fun and they enjoy it. These are the two big things that |
redly want. Because| think if they like to read and they have dl these
basic building blocks, they are going to be able to do in the first grade.
That should not be, | think it will get taught in first grade too. | felt asfor
reading, | focus on concepts of print skills and phonemic avareness
activities. Also some beginning phonics stuff that goes with that. They
aremy two gods. | have godsthat | want with their writing so. We
aso have areport card that we kind of want them like | want them to be
able to count to a hundred, write their phone number, their birthday, their
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address; little things like thet, their shapes, the value of nickel, penny and
dime. | want them to be able to write whole sentence,

full thought, using some beginning sounds, just beginning sounds.
[Teacher interview 1, 10/01/01, pp.12-13, lines 280-296]

| think my philosophy is very much based in having children fed excited
about school and fed excited about learning o, that takes alot more. If |
would explain to parents and teachers what | want my kindergarten kidsto
fed like when they arein the room to get excited and redly enjoy coming
to school and alot of our activities are kind of built to make them fed
positive and successful. DAP comes into play at times definitely when |
am thinking about how much time | spend on things and how gppropriate
the activities are for the age level, meeting the different needs of the class
isdefinitely abig part of it. [Teacher interview 1, 10/01/01, pp. 2-3, lines
44-50]

Curriculum needs to be adaptable to dl the types of students at different
levels, having the children do things that they can be successful a and
having the time, rushing the students, which is so hard to do, with the time
that we havein our day. Giving them enough time to look through things,
a the same time nat giving them so much time so they don’t stray away
from what their topic supposed to be. Also having curriculum that you can
adapt to the students who passed that level and student who may be below
the level and they can il be successful, dmost chdlenging for dl the
students. [Teacher interview 1, 10/01/01, p.17, lines 389-396]

At the schoal leve, the climate of caring and acceptance was important because

caring for young children expanded to caring about their parents according to principd A.
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She accomplished this by being available for parents and by ensuring that they fed
welcomed. She said:

| talk with parents informally and make sure that people understand that
mineis an open door policy. If they need to cal, they can cdl. If they
need to meet, they comein. Thereagain, | think it is part of the culture
that there is an openness with parents and again goes back to that ethic of
caring. If you care about children you kind of get inevitable care about
their parents. Out of that caring and with an open door policy it isvery
easy to develop that.” [Principd interview 2,10/19/01, p.5, lines 99-104]

When considering principa A’s and teacher A’s conceptudization of curriculum
and teaching in terms of curriculum orientations or frameworks, it seemed to be
congruent primarily with the framework of DAP; which is condstent with a curriculum-
as- transaction orientation. Socio-emotiond well being of children is essentia to
edtablish afoundation for further learning and development. Thisis accomplished
through providing a positive and supportive classroom atmosphere through which
children’sindividual interests, needs, and abilities are recognized and vaued.

As evidenced in the preceding pages, the way principd A and teacher A
conceptuaized the kindergarten curriculum and teaching is congruent. Both principa A
and teacher A are aware that their portraya of curriculum and teaching is Smilar because
of the fact that they have smilar perspectives on educationd issues that are articulated
through a continuous communication between them. This ongoing communication about
kindergarten issues was based on respecting each other, on getting support when needed
(whether it is about materials or time to talk about a concern) and on working together on

these issues.
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One cannot help but wonder at the reasons behind such a strong congruency that
exigts between principal A’s and teacher A’s perception of curriculum and teaching. One
of the reasons, for instance, principa A hired teacher A was due to congruency between
her and teacher A’s espoused platform. More details will be provided in the last section
of this chapter on thisissue.

As| delved into the shared understandings that principa A and teacher A have, |
began to think about how and whether or not their shared perceptions of curriculum
manifest themsalvesin and shape the nature of classroom practices. Thefallowing

section focuses on illuminating this aspect.

Classroom Practices

In this section, | illuminate whether and how principad A’sand teecher A’s
upervisory associations manifest themsaves, as| examine whether their
conceptudization of curriculum and teaching isreflected in practice. Theinfluence of
their supervisory associations on classroom practices becomes gpparent as principal A
articulates more of her own styles of supervisng.

Stuationd, | think that different Stuations will dictate for me how | am
going to handle a circumstance. The only leadership style | tend to redly
not identify with it dl is authoritarian Smply because that goes to that
thing that if | tdl you something, you have no part of it. Y ou haven't
bought into it, you don't have sakeinit. Y ou are not giving anything of
yoursdf toit. And it isaso the antithesisof who | am, | think. It justitis
not something that | can do. So it has been redlly quiet at the core of my
being. | think it is negative through and through to just hand down

decisons. | don't think you gain anything. | meanthegainisso
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momentary that it is not worth, | think, making decisons like that.
[Principal interview 3, 10/22/01, p.11, lines 263-278]

Part of it again it [supervison] isjust who | am. | have very strong

fedlings about service ethic. The college that | went to their basic model
was educate to serve, so probably that relationship has alot to do with that
ethic of feding that meaning for me comes through service. About people
making being part of their decison in ultimately being the decison maker
maybe aso comes from terrible rebdliousness that lays degp in me which
resents people telling me what to do. But it has been basicaly who | am
and the kind of temperament. In many ways | am very easy going, very
laid back, very open to people, and that service ethic very strong.
[Principd interview 3, 10/22/01, p.13, lines 294- 299, 313-315]

The preceding paragraphs demondirate that being an authoritarian is not
compatible with principal A’s view of supervisng. She connected al these
characteristics of her supervisory associations to who she is as a person. For principd A,
ateacher’'s ability to make effective decisons was essentid. Handing down the decisons
to the teachers did not contribute to teachers growth-ether asindividuas or as
professonals.

Principd A’s emphasis on teechers ability of decison-making can dso be seenin
teacher A’sreflections upon the extent of her own decison making. Teacher A stated that
she makes decisons regarding classroom practices. Although the curriculum books are
determined at the digtrict level, teacher A could decide wheat to teach from these books,
how to sequence curriculum, and how to teach.

When | darted lagt year, most of the things were just given to me. Thisis

what you have to do to find away to make it work with your schedule,
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things like that. | kind of rank it according to importance what | think is
the most important. | think centers are very important for children. That
iswhy we spend haf an hour everyday in centers. | think it isimportant
for socidization and it gives me time to work with students. Thingslike
morning meeting aren’t required. That is something that | do. Caendar
meath is not necessarily required, but that is something | do. [Teacher
interview 1, 10/01/2001, p.20, lines 451-458] And then | kind of try to fit
them [curriculum textbooks] in the way that | can. Most of these
curriculums are probably more adapted; they are better fit for afull day.
So alot of, | have to do is picking and choosing what | canfitinso | have
alot of choice, but not alot of time. If we go full day, we have perfect
program. [Teacher interview 1, 10/01/2001, p.20, lines 460-464]

As an outside researcher, | am convinced that observations of teacher A’s
classroom are in support of her conceptudization of the curriculum as she dated them in
the interviews and as she reported them on the ingtructiona activities questionnaire.
Severa activities that took place during the observations led me to conclude that there is
agenera consstency between her beliefs and practices.

In her interviews, teacher A mainly focused on children’s socio-emotiond
development which, in her opinion, was a building block for academic achievement. She
sad that she wants her children to enjoy being in school and to like reading and to fed
positively about themselves. From her perspective, this could be best accomplished
through giving children activities that allowed for their exploration and through giving
children ample time and choicein the learning areas. This focus was gpparent in her
responses to the ingructiond activities questionnaire in which she sdf-reported that she

includes exploratory learning weekly in her classroom. Indeed, | observed evidence of
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her valuing exploratory learning in the classroom. For instance, one common activity was
to take awalk around the school buildings and to gather nature-related materids, such as
leaves and acorns. Returning to their classroom, the children sat around the carpeted area
and examined and discussed what they had gathered from outside.

Children daily coordinated their own activitiesin learning aress, engaging in a
variety of art media, such as painting and working with play dough. These activities
reported in the interviews were supported by my classroom observations. Teacher A
alowed the children to choose the learning areas in which they wanted to be, and she
provided them with different child-initiated activities, that often integrated art, language
arts, and other subjects.

There were many examples of classroom activities that supported her emphasison
helping children enjoy reading through being in her classroom. For instance, on one
occasion teacher A read a poem that was placed on alarge piece of white sheet on an
easdl during the circle time. This can be consdered her way of avoiding pressure for
rigidly structured activities for teaching academic skills. She would rather provide the
children with activities that will help them enjoy learning. The children certainly seemed
attentive when she was reading the poem and their interest in the poem continued even
after the circle time was over.

In the circle time, the teacher read a poem and placed on an easdl by pointing out
each word with apointer. The children read the poem with her. After the circle time was
over, the teacher put the poem on the corner of the place where the circle time takes place
everyday. During the center time, two children stood in front of the easdl and tried to

read the poem. One of them visited the poem two times. In thefirst time, | was near by
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her, and this child read the poem to me by pointing out the words with her index finger.
She was able to read the poem by replacing the words with her own words. [Classroom
observation data 1, 9/28/01]

A song provides an example that is congruent with her questionnaire responses
pertaining to “integrating different curriculum areas’ and “good to help children enjoy
learning.” The children did some movements while lisening to a song cdled “Up and
down the mountain” from a cassette tape about numbers. Teacher A described when and
how many steps they needed to take, when and how many times they needed to jump, and
when and how they needed to run. All children were listening to her atentively. The
children were counting aoud and walking, jumping, and running. Some of them were
aso glesful.

The “story with three and movements’ incorporated numbers. The focus was on
being able to tell something that hasthree init and to walk and or to run based on the
number song that they heard from the cassette player. Teacher A asked, “ Does anyone
have a story with three?” (e.g. | have three kittens). The children seemed excited about
this story with three. Some children raised their hand but couldn’t come up with whole
sentence (e.g. | have three kittens). Then, the teacher said, “Keep thinking” [Classroom
observation data 3, 10/03/01].

In her interview responses, teacher A dtated that she frames her teaching around
shared reading books, a procedure which usudly lasts aweek and includes related
activitiesfor the learning centers. She wanted children to like reading. Classroom
observation data indicated her use of big books and having activities related to that book.

For ingtance, she read the book Dan the Flying Man and the children joined her in aread
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doud. Then she dictated children’s own stories and children made illugtrations for them.
After the illustrations were completed, they were put together as a classroom book.

While teacher A was reading a book titled as Dan The Hying Man during cirdetime,

some children joined reading. She emphasized the words that rhyme. Then, she sad

“you are going to tell me your own story and | will write it on this chart paper. Then you
are going to draw pictures for your own story.” Teacher A et the children come up with
atitlefor their sory. While she wrote it on the chart paper, dl the children were
watching her quietly. The children chose to give the sametitle, “Dan The Hying Man.”
Then, they came up with sentences for each page, such as*He flew over therain and over
thetrain.” They decided what should happen at the end of the story. Once they finished
writing the story, teacher A read their story aloud and asked “who wants to draw the
picture for the cover, for the first page, etc.” Shelet some children draw the picture by

themsalves or with a partner [Classroom observation data 3, 10/03/01].

From teacher A’s perspective, a kindergarten teacher should create a classroom
atmosphere in which al children fed acknowledged. Also, parents are partners and
meseting with them is an essentid avenue for explaining her understanding about children
and for sharing activities to further involve them in the classroom. She aso noted that
her curriculum was open-ended and opined that teachers need to examine their own
attitudes toward multicultural issues and be cognizant of their use of language in the
classroom. To explain thisfeature of her thinking, she gave an example of being careful
about not solely addressing traditiona family members, such as mom or dad, when

sending home notes. Second example incorporating differencesinto her curriculum was
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addressing different types of houses. Learning about different houses, places, and family
types are part of the multiculturd learning experiences found in her classroom. In
addition, classroom observation data revealed that her classroom materias were
diversty-oriented to some extent. For instance, she had books that included people of
color, words written in Russian, and posters depicting different aged people.

The idea of helping children fed acknowledged, mentioned above, was supported
by the information that was gathered through classroom observation. For example, during
my firgt classroom observation, | saw teacher A doing a* specid student of the day” in
thecircletime. The specia student of the day brought something to show and tell during
the crcle time. The sudent drew a self-portrait and shared it with the class and aso had
specid respongbilities, such as using hand puppets to remind the children that center
time was over and that cleaning time would start. The other children complimented this
child. This observation suggests agenera consistency between teacher A’ sinterview
gtatements on curriculum and what was seen taking place in her classsoom. Another
example she gave in an interview an event that hgppened in her classroom between two
children who hed different skin colors. One of the Russian children touched an African
American child' s skin severd times. Following this event, teacher A planned alearning
experience in which the children examined their own skin color and graphed it to show
variation and to discuss how everybody’ s skin color was unique. Observationa data
corroborated the interview report.

Teacher A recognized that diversity related experiences were not sufficiently a
part of her teaching. She stated that time, resources, and the kindergartner’s

undergtanding leve are factors impacting why such learning experiences did not more
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frequently take place. Since she had two and a hdf hoursin aday, shefdt thetime
congraint strongly. Lack of resources about multiculturalism hindered what she could do
inthe classsoom. Ladtly, she believed that kindergarten children a this age are usudly
sdf-centered and thus they may not understand very well another person’s perspective.
The following interview responses support the above claims about teacher A.

| would say probably not as much asit [diversity related experiences]
should be, but | think it comes in the form of different lessonsthat go
aong with the curriculum, like | said with the socid studies curriculum
talking about different places, ways people do things differently and then
redlly focusing on the Russan traditions and culture. Probably it should
come across alittle bit more. Seeit is hard with two and haf hours when
there are alot of other things consdering going on things like that. And
there are alot of thingsthat | think the kindergarteners not necessarily
understand about different cultures, because that is, the way that a
kindergarten a child thinksis more child- centered and they think the way
they do everything isthe right way. [Teacher interview 2, 10/19/01,
pp.12-13, lines 273-282]

In conclusion, the guiding principles of, knowing the children well and credting a

positive classroom environment are, behind teacher A’sand principd A’s
conceptudization of how curriculum manifested itsdlf in the classsoom. Teecher A’s
concerns about developmental domains, different curriculum aress, children’s
dispositions, children’sinterests, classroom context, and family matters are dl ways of
carrying out these guiding principles. However, the attention that she paid to each of
these concerns varied. Teacher A appeared to think and to operate from a perspective
that enjoying being in the cdlassroom and enjoying engaging in reading both greetly

influence children’slearning in a pogitive manner. So her sarting point of thinking about
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teaching kindergartnersis the affective states of children and their perceptions of school
and reading. She thought that learning experiences should be within children’ s zones of
abilities in order to help them experience success rather than failure or stagnation.

Other domains of development that her teaching addressed were the physical and the
socid. Taking awak outside and doing a song with movements are examples of her
ways of incorporating these two domains into her teaching. She considered that the time
dlotted for the learning aresas served to fogter children’s socid development. Classroom
observations back up her beliefs such aswhen | saw and recorded a group of children
talking with each other and putting on clothes that were made available in the dramétic
play area, with another group of children cooperatively constructing atrain station
together.

Asfar asthe curriculum areas are considered, she addressed language arts, math,
science, music, and at.  Language arts were taught through different activities. There
was a noticeable emphasis on children’ s literature evidenced through the use of picture
books, poems, and some nonfiction books in the classroom. For instance, sheread abig
book and had the children dictate their own stories to her and then had them draw the
picturesfor the sories. The children usudly seemed very interested in engaging in
literacy related activities during the learning areas. Once three children were seen
holding picture books and looking through them within a classroom areathat had colorful
comfortable seatsto St in for looking at the books. Another child was concurrently
pretending to read the poem placed on an easdl.

The activity on “examining skin colors’ has potentia to serve as away to foster

intellectud “scientific thinking” dispogitions depending on how this activity is
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orchestrated. For instance, if the teacher |eads the children to ask questions and make
predictions about their skin color before they examine it, she can encourage them to learn
about developing and testing a hypothes's, about reexamining an initia hypothesis based
on their current understandings. The “guessng game’ was another example of activity

that might be considered to fit in the category of fostering such intellectud dispogtions. |
observed that a picture of an anima was placed on the back of a child who was supposed
to guessits name by asking questions to the class who knew the animd. Through this
activity the children had a chance to practice question asking and predicting. Hence, the
atention pad to intelectud dispostions (such as analyzing, hypothesizing, and
synthesizing), seemed to exist to alimited extent in teacher A’s classroom.

Just asprincipd A conceptudizes that caring for children adso entails caring for
their parents, | can see that teacher A aso views parents as being partners. Her interview
indicates that she uses parents input for assessment purposes. She said that she learns
from parents what skills their children do and do not exhibit at home. She informs
parents about their children’s progress at school and their areas of weaknesses. Also, she
gave smadll project ideas to be completed at home, such asafal collage; parenta input
was requested about these projects. Teacher A saw her relationship with parents as being
reciprocal. However, | did not see any indication that she used the information gathered
from parents to formulate children’ s learning experiences in the classroom.

The existence of a congruency between principd A’sand teacher A’s
conceptuaization of curriculum and teaching, and active- collegia supervisory
associ ations between them does not prevent teacher A from recognizing alimit that her

principa has with respect to her influence on teaching. From teacher A’s perspective,
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she knew her group of children better than did principa A because of her regular
presence in the classroom. The fact that she was with the children on adaily basis but
principa A was not created this redlity which atenuated principal A’s influence on this

teacher.

| think she [principd] is not there for the day to day. She doesn’t see these
Sudents every single day; dedl with their behaviors every sngle day. |
think thet isalimit thet alot of she hasto hear from me and some of the
specifics about what are going on with certain sudents. With curriculum,
she haan't redly physicaly taught them. | think her limits basicaly thet
sheisnot ateacher. She hasto depend on her teachers for feedback
because sheis not actudly going through the process. | know this set of
children better. She has been ateacher before but she hasto rely alot of
things on my information because sheisnot in the room everyday and she
doesn't use the new curriculum that we got, o she needsto rely on me.
[Teacher interview 3, 10/22/01, p.18, lines 392-404]

Synopsisof Case A

In probing for reasons behind the type of supervisory association that emerged
between principa A and teacher A, several points need to be considered. Firt, principal
A isgraightforward in expressing that she hired teacher A because she was convinced
that teacher A possessed the same espoused platform as she does. This aspect establishes
apositive base from the start since it becomes clear for principa A that teacher A isa
person like hersdf. For teacher A, as abeginning teacher, she receives gpprova from her
supervisor for what she believes kindergarten education should be. Of course, having the

same espoused platform does not assure devel oping positive rapport and ongoing
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communicetion, but does presents itsdlf as a potentia to be built on. Apparently,
principal A and teacher A are compatible in persondity as both of them gave examples of
how the two care for each other.

Secondly, principa A has been in the same school for 13 years and has taught at
severd grade levels. With this vast amount of experience in teaching and in
adminigrating, principal A can eadily share her own thoughts (in her own words “teling
stories’) about issues under consderation. Also with 13 years experience she knows the
community and the families & a deep leve.

Asathird influencing factor, note that principa A isresponsible only for one
school building, which has grades K-5, and that teacher A isthe only kindergarten
teacher. From her articulation of her supervisory association, she hastime, she espouses
having such a supervisory associaion, and shefinds it being congruent with her own
persondity.

When one examines this type of supervisory association from teacher A’s
perspective, other reasons become apparent. As mentioned above, teacher A startswith
an advantage of sharing asmilar espoused platform of education as her principa. Ina
way, this gives her a sense of confidence that asfar as her beliefs and vaues go sheis
accepted by her supervisor. And once she starts teaching, her confidence increases dueto
receiving approval for her teaching and for her associations with her supervisor. Right
from the beginning she knows what is expected of her as a kindergarten teacher and what
to do to be responsive to these expectations.

Consdering that teacher A has only two years of experience in teaching, she

seemed to be open to ideas from her supervisor, who has many years of experience. Due
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to the fact that she does not have a same grade leve teacher in this building, she finds
communicating with her principal more and more useful in enhancing her ability of
planning and teaching. For instance, dueto principa A’s knowledge about the familiesin
this community, teacher A considers her as a good resource. These aspects are influentia
in the form, nature, and extent of the supervisory associations.

Based on characterigtics discussed in the preceding sections of this chapter, as
summarized in figure 1, | inferred that principa A and teacher A percelved supervison as
didogue through which they generated an active-collegia supervisory association. In
generd, the diagram connects an active-collegid supervisory association with teaching
through the use of facilitative power and ongoing didogue. It dso demongtrates which

features generate from the facilitative power and ongoing diaogue.
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Figure 1: Active-collegial supervisory associations
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Careful examination of figure 1 will reved the connection between supervison
and teaching. Since active-collegid supervison rdies on facilitative power, both
teachers and supervisors act in egditarian mamer. Supervison is not an isolated event
and the supervisor is not a superior over teachers. Rather, through facilitative power,
educators choose to engage in ongoing dialogue, collaborate on issues, and develop
shared beliefs about education of young children. This linkage will be discussed further
in the last chapter.

A smilar type of supervison is discussed by Duncan Waite (1995) as “Didogic
Supervison” which is seen as an example of the postmodern way of gpproaching
supervision. Walite proposes to initiate the did ogue through witnessing of ateaching
event. Thegod hereisto “focus on and enhance the quadlity of the teacher-supervisor
conversation, the didogue, rather than focusing on the data” Thisway, both “teacher
and supervisor have a better chance of coming to the table on an equd footing” (Waite,
1995, p.127).

The characterigtics that tie case A’ s supervision to Waite' s conceptualization of
didogic supervison are mutud learning and growing through ongoing diaogue, trust,
and respect. At the heart of this dialogue was reflection that allowed principal A and
teacher A to articulate their understandings, questions, and/or concerns related to
curriculum or teaching. Principd A referred to the importance of “telling stories” and
learning from them. She learned about teacher A through her stories and felt that teacher
A learned lessons from principal A’s gories.

Both principa A and teacher A were confident in each other’ s knowledge and

methods of working with young children. They had shared vaues and bdliefs that fit
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within the philosophy of DAP as discussed previoudy. It was through didogue that they
made these vaues explicit. Sergiovanni and Starratt (1998) claim that these agreed upon
vaues become norms for behavior. Therefore, individuas operate on the “ ability of
teachers as community members to respond to felt duties and obligations’ (p.45).
Professond and mord authorities govern the power of influencing thoughts and
behaviors related to supervisory associations or education of young children mainly
yielding a collegia supervisory association.

The overarching component here is the existence of community as aform of
gpproaching schools. Sergiovanni (1996) defines communities as * collections of
individuas who are bonded together by natura will and who are together bound to a set
of shared idess and idedls’. Thisbond “transforms the members from a collection of
‘I's into acollection of ‘We's” Asa‘we,’ membersare part of atightly knit web of
meaningful relaionships. This‘we usudly shares acommon place and over time comes
to share common sentiments and traditions that are sustaining.” The digtinctive
characteristics of communities, such as cores of values, feding, and attitudes are
necessary to generate an understanding of ‘we' fromthe ‘I’ of each individua (pp. 47-
48).

An aspect of Waite's (1995) didogic supervison thet is different from case A’s
supervison as didogueis the use of persond authority as a source for supervison and
education. Persona authority in case A isused asaway of developing a positive school
climate (Sergiovanni & Starratt, 1998) which isaso agod of teacher A to establishin

her classroom.
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Another aspect that is emphasized by Waite (1995, 2000), but is deemphasized in
cae A, istheissue of criticaly questioning one€' s assumptions. Although teecher A and
principa A had shared philosophical understandings, they needed to establish and
maintain a dialogue on operationdizing this philosophy. So, they were getting to know
each other both professondly and persondly, which may overshadow critica analyss of

beliefs and assumptions.
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CHAPTER FIVE: CASE B
This chapter contains portraitures of principal B and teecher B. Principd B isa
male and had been in his current adminigrative postion for three years. He holds K-6
and principa certifications and has never taught kindergarten. Teacher B has a Magters
of Science in Education and holds Elementary Education Certification (K-6). She has

taught ten yearsin school B and four yearsin other schools.

Portraiture of Principal B and Teacher B

Pleased with his digtrict’ s way of working on kindergarten curriculum, teacher
B’ s pedagogicda approach and his supervisory associations with her, principal B painted a
picture of himsdf as being an overconfident administrator. Although he demongtrated no
sgns of questioning either his own view of ECE or the kindergarten program in generd,
he articulated his view of ECE curriculum and teaching with afew words, and with little
or no elaboration sometimes. Analogous to the degree of his certainty on kindergarten
issues, he had clear-cut job descriptions of individuas within the school context, such as
the guidance counsglor’ s job as being to deal with diversity related issues.

Teacher B’s primary reference points were her efforts to follow what the district
requires her to do and her years of teaching experience in kindergarten. She would make
datements like “1 try to follow what the didtrict wants, the principa wants, | try to listen.”
or “over the years | have found parent involvement very beneficid.” She wasvery
pleased with the context in which she teaches and proud of her teaching style. She had
often praised her principa due to hisway of interacting with teachers and defined their

SUpervisory associaions in a poditive fashion. From her perspective, her teaching style
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alows children to progress with their own pace and to take risks. Her pride became more
apparent as she demonstrated how she uses portfolios to document children’ s work; how
she uses portfolios to inform and involve parents, and how some of her sudents are
academically doing well. From timeto time, teecher B made an effort to place herself
philosophicdly in what is socidly acceptable. Throughout the interviews she asked the

researcher’ s opinion about the matter under consideration.

Nature of Supervisory Associations

Flattering words flew when both principal B and teecher B articulated their
perspective of each other. Principa B portrayed teacher B as a dedicated teacher while
teacher B depicted principa B as approachable, objective, and sengtive. Principa B
believed that teacher B “cares very much about children, very much about their learning,
and she puts tremendous amount of time in thelr teaching and into her planning.  Sheis
very dedicated.” [Principd interview 1, p.5, lines100-102] In principa B’s eyes, the
degree of teacher B’ s dedication was even extreme and he thus pointed it out asa
concern: “ She probably spends too much in her classroom. | sometimes wonder whether
ghelivesfor school, rather than lives her life” [Principd interview 1, 01/02/02, p.6, lines
120-121]

Principa B’s and teacher B’ s focus was different when describing their
Supervisory association. For teacher B, supervisory association was primarily the help
that she received from principal B when she needed it and how he treated her. For
principa B, supervisory association consisted of meeting the requirements of teacher

performance evauation.
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| think it [supervison] isvery positive. He is awonderful principa. Heis
very gpproachable. Y ou never fed like heisbeing judgmental. So you
fed like you can share anything thet is redly on your mind that you would
like to get some help from or any sort of feedback. Heisan excdlent
mediator, he is an advocate for the teachers as well the students, and heis
far-minded. So he doesn't dwaystdl people what they want to hear, but
he is going to evaluate and look at different Sdes of anissue. Heisavery
sendtive person. So heis careful about not hurting people s fedings, but
yet he can help to guide usin avery condructiveway. Heisrealy good.
Heisavery thoughtful person asfar aslooking at different sdes of an
issue, evauating and processing information to come up with the solution
or suggestion that make alot of sense, alot of times. [Teacher interview
3, 02/18/2002, p. 6, lines 114-124]

Asdiscussed in the literature review, supervison is conventionally focused on
teacher eva uation, which reflects atechnica notion. The god is the quality control of
teacher performance and thus the primary role of supervisorsis evaudive (Oja &
Reiman, 1998; Sergiovanni & Starratt, 1998) asin the case of principal B. “I do an
annua observation” [Principd interview 3, 01/17/2002, p.1, line22] and “I usudly go
infor formal observation onceinayear” [Principd interview 2, 01/02/02, p.6, lines 139]
sad principa B when describing the nature of his supervisory associations with teacher
B. During this annud observation, principd B amsto “look a planning, evauating, the
lesson plan itsdlf, how it is organized, and how it isddlivered.” [Principd interview 3,
01/17/2002, p.3, lines 62-63] With this one observation, he makes a judgment about the
competency of teacher B.

When the supervisors roleis seen asingpection of quality of teaching, the source

of authority for supervison is primarily bureaucratic. The defining characteristics of
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such authority are “hierarchy, rules and regulations, mandates, and clearly communicated

role expectations’ (Sergiovanni & Starratt, 1998, p.39). Asisseenin the following group

of quotes, Smilar characteristics surfaced in examining interview responses of both

principa B and teacher B. For ingtance, the way they both talk about supervison

revealed an existence of a superior-subordinate relationship. The power of principal B

being a superior with an evauator role carries anotion of being an expert. A hierarchica

way of thinking does not necessarily mean being better than others, however it places

teacher B in anon-expert position.

He [principa B] does not dways question my judgment. | don't fed heis
aways asking why did you do this or | want to know what your thinking
was behind this or thet. If | am doing something he could see | can do
better, | am aways open to input. He has made suggestionsthat | very
much appreciated them. For instance, | wasn't putting these a phabet strips
on at the begnning of the year last year [letters written on strips and glued
on the table for each child] in front of their nametags. He said you know
that might be helpful. | said yes and thought about that. | knew that you
know considering eye hand coordination, you want to reference. | had a
referencein their journd but that is something they have to open up to find
that, you don’'t dways have ajournal. Sometimesit is a piece of paper
that they are writing on, S0 that made perfect sense. | was grateful for the
suggestion. [Teacher interview 1, 12/13/2001, p.7, lines 140-152]

If he[principa B] does see something we could do differently, we know it
has always been; he'll say it in an attitude of support and cooperation so
we can redly receive the information red easily. It is definitely agood
gtuation, asfar as the rapport between the principal and the teachers.
[Teacher interview 3, 02/18/2002, p.8, lines 170-175]
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Mogt definitely [principa influences her practice]. He setsthe higher
priority on technology. Heishead of technology in our didtrict. | know
that heis very patient. If we are trying, but it has been awhile snce we
haven't done something that he would expect us to know by now, inanice
way he'll say, | redly like you to work onthat, you should know this by
now. So knowing that and knowing the kind of person heis, it makes me
want to make the effort and figure it out and do it because | know that he
appreciates this. [Teacher interview 3, 02/18/2002, p.11, lines, 228-234]

Teacher B’ sinterview responses in the preceding paragraphs indicate that
principal B setsahierarchica tone. One can seethat heisin therole of an expert who
can determine priorities and make suggestions to teachers. Other evidence of this
relationship stems from principal B’s comments about teacher B. For instance, he made
the statement that “ she [teacher B] has ared understanding about how we fed.” This
suggeststhat principa B fdt that understanding has to be developed by the teacher, but
not necessarily by him or both of them.

Along with the notion of expert, teacher B’ s interview responses reveded
principa B’sdirect syle of communicating with teacher B. One of the atementsin the
above paragraph that exemplifies such direct styleis*you should know this by now.”

[ Teacher interview 3, 02/18/2002, p.11, lines, 233-234] With asmilar authoritarian
manner, principal B Sated that he

...would expect her [teacher B] to describe a good kindergarten in away
that | did. We[principa B and teacher B] have the same philosophy. She
and | have been to enough mestings together. | listen to her and she listens
to me. | think we are pretty much on the same page. [Principd interview 1,
01/02/02, p.1-2, lines, 29, 32-34]
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Note that principal B’s choice of language in portraying teacher B’ s perspective
has a hierarchica nature. It isnot difficult to figure out that these satements belong to a
super-ordinate person. Also, teacher B’ s perceptions of principa B’s style of
communicating his priorities, making suggestions on teaching practices and sometimes
questioning what she does are noteworthy. In her eyes, these features are part of
principa B’ s being supportive and positive. These features seem to make more sensein
the context of a super-ordinate- subordinate relationship where teachers perceive their
Supervisor as an expert who determines what is best and principals possess an
authoritarian style. They can be considered negative by other teachers and principas as
well when the interaction between them is defined by collegidity.

One way to explain the reasons behind teacher B’ s positive perceptions of
principal B’s hierarchica relationship with her isto think of it in terms of her tendency
for being aconformigt individua. That is, other individuals expectations determine
beliefs and values that guide on€ steaching (Oja & Reiman, 1998, p.466). This feature of
her was very apparent when she described her curriculum and teaching. She often said
that she followsthe digtrict’ s requirements and would start applying other teaching
drategiesif the didtrict requires her to do so.

In summary, supervisory associations between principa B and teacher B seemed
to conssts of the formal observation time and teacher B’s needs. When asked about his
most recent interactions with teacher B, principa B did not want to describe it because he
said, “she [teacher B] hasn't been observed thisyear basically | observed her last year.”
[Principd interview 3, 01/17/2002, p.2, line 30] However, principa B said,

“We pretty much dlow them [teachers] to come to the principa when they
have a concern about it [Kindergarten curriculum related issues] and
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support them financialy in regard to things that we may need to purchase
for them, and support them any way we can.” [Principd interview 2,
01/02/02, p.6, lines 134-136]

Thistype of supervisory associations implies the possibility that both parties did
not know much about each other at a degper level and that they did not vaue reciprocal
communication. Support for the claim that principa B did not know teacher B very well
came from principa B’s statement that he would not know teacher B’ s opinion about the
imperfect aspect of their kindergarten program and his prediction of teacher B's
perspective about how a good kindergarten should be.

| think she would have [teacher B would describe imperfect aspect of their
kindergarten program different than he did]. She would know more about
hersdf or her needsthat | wouldn’t know. 1 think | wouldn’t know
specidly she would, because it dedls with her. [Principa interview 1,
01/02/02, p.5, lines 115-116]

Principa B believed that teacher B would describe a good kindergarten the same
way that he did because they have been to enough meetings together. It is possible that
two educators may attend severd mesetings focusing on the same topic, and they may not
end up with the same view- point. In some ingtances, attendance might be mandatory for
some participants and thus jointly adapting the presented ideas might be less likdly. Also,
having the expectation that just attending severa meeting will result in the same
viewpoint on the education of young children may not be so promising in regard to the
issue of teachers being reflective about what they are presented in mestings.

Anaogoudy, teacher B thought that principa B would describe agood

kindergarten the same way that she did. She focused exclusvely on generd statements
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when describing her principd’s view of curriculum and teaching. In short, sharing the
same views on educationd issues should mean and stem from more than attending the
same mestings or more than being an educator. It should, for instance, involve
discussons on educationd issues in generd, what is happening in teecher B’s classroom
in particular, and each other’ s current understandings about multiple aspects of educating
young children.

Principa B’s understanding of supervision appears predominantly to be based on
technica notion of supervision with afocus on summative evauation of teaching
competency. A super-subordinate supervisory association exists between him and
teacher B in which principa B is an evauator (Cogan, 1973) with a bureaucratic
authority (Sergiovanni & Starratt, 1998) as a source for their supervisory associaions. In
the following section, | examined how such an association influences the curriculum and

teacher B’ s practices.

Per ceptions about Curriculum and Teaching

The interview responses of principa B and teacher B indicated that they shared
several common points about how a kindergarten curriculum and its teaching should be.
From their perspective, curriculum and teaching should be digned with DAP. They both
pointed specificaly to severa concepts when describing such practices: active learning,
children’s pace of learning, different learning tyles, and individud variationsin terms of
readiness skills. All of these concepts are different facets of only one of the tenets of

DAP, which isthe idea of making learning experiencesindividudly appropriate. DAP
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goes beyond individual appropriateness of teaching practices since it encompasses a'so
developmental and cultural appropriateness (Bredekamp & Copple, 1997).

A good kindergarten is a class that uses developmentaly appropriate
practices for children in regard to their instruction because people a
different ages learn different ways. If you teach above or beyond ther
capability to interpret or to understand, information won't work. So you
have to keep in mind what is appropriate for five year oldsin afact that
children develop a different ways, so you cannot use one role for dl
children. [Principd interview 1, p.1, lines 12-18] Itisbascaly
individualizing program to the children according to their needs and what
they are able to do a their particular levels. [Principa interview 1,
01/02/02, p.3, lines 55-56]

The curriculum would alow the children to learn a their own paces and
own moddity of learning, and their own maturity for being ableto learn.
A five-year-old child can be very different from another five year old in
regard to what they are ready to learn and what readiness kills that they
require. Thereisno skill that you cannot just teach until the child is reedy.
Y ou have to wait until the child isready. 'Y ou cannot teach beyond it.

Y ou can help them get reedy. But children have their own way of being
ready when they are ready. It isnot something that you can force
sometimes. Y ou can do alot for readiness, but until that child is ready for
the next step that is just to report that child where heis. [Principa
interview 1, 01/02/02, pp.6-7, lines 138-143]

A kindergarten child wants movements. Heisvery inquigtive, and he
learns best by using many different senses as possible. He cannot depend
on auditory hearing, visud sght, you want children redly involve with
their learning, what they use their hand alot, what is kinesthetic approach,
what adally smellsyou can, touch, fedings, what is that make sense as
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possiblein usng indruction. We want them [teachers] to address to be
inquisitive because children & that age are very inquistive. [Principd
interview 1, 01/02/02, p.3, lines 61-66]

A good kindergarten program to me would be determined by a teacher
who islooking a needs of dl of the children and not having same
expectaions for every child. A teacher who is cognizant of al across
gpectrum of children that are not able to do alot and a teacher who
modifies teaching to address those needs as well as gearing specid
ingruction and activity to meet the needs of children who are more
advanced and having activity to accommodate that range and the
curriculum. Encourage participation so children actively involvein the
learning process and helping with decison-making. | think thet is
important. [Teacher interview 1, 12/13/2001, p.3, lines 53-60]

Most important characteristic [of her curriculum] is DAP. | think
developmentdly appropriate program is redly important that children are
able to do what they are able to do and ingtructiona activities to encourage
that. [Teacher interview 1, 12/13/2001, p.40, lines 892-894] You are
enabling children to learn at their own pace, so children who are not able
to do alot are not frustrated and children who are at more advanced are
not bored because they have to wait everyone else to catch up because
then they are not redlly chalenged. | think that influences their perception
of school. So| think it isimportant as much as possible have a positive
experience and get as much out of school as they can because they can see
school and learning isalifelong process. It isnot just what they can do
here but it is something ongoing. [Teacher interview 1, 12/13/2001, p.3,
lines 64-70]

The curriculum isto gain alot of reading skills, writing skills and fed
good about themselves. One of my goals would be risk-taker. They will be
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willing to take risks, not hesitate or be afraid to try something new.
[Teacher interview 1, 12/13/2001, pp.10-11, lines 222-224] Becauseiif
they are not willing to take risks, that limitstheir opportunitiesto grow in
al respects | think. We learn by trial and error by looking at ourselves,
sometimes wefail, but | want them to see thisis an environment where it
issafetofall. Safe to succeed and safe to fail. They don't have to worry
about trying because someone laughs at them and they fed bad about
themselves. We reinforce and encourage them in dl their efforts. It is okay
to get something wrong, making mistakes whatever; we vdidate dl their
efforts. That isthe important thing. [Teacher interview 1, 12/13/2001,
p.11, lines 229-235]

The interview data above demondirate that while principa B and teacher B clam
that they are DAP- oriented, an overdl focusin both of their commentsis what children
need in terms of learning readiness skillsfor reading and writing. This suggests that they
use DAP s principle of individually appropriateness for thissingle focus. In other words,
strong emphasis on readiness skills congtitutes the nature of their uni-dimensiond focus.
Moreover, the emphasis was only on the needs of children, but not much on their
interests. Thisfocus of readiness skills seemed to drive her thought process and principd
B’saswell. For instance, in the preceding page, teacher B related children’s self-
perception to being able to do well in reading and writing skills. Principa B asked for
having afull day kindergarten in order to incorporate more literacy ingtruction into
curriculum as shown in the following paragraph.

A long-term godl isto go to full day kindergarten and add more literacy to
the program. Actualy one is based on the other. In order to add more
literacy, we need more time. [Principd interview 1, 01/02/02, p.2, lines
37-38] Short-term gods bascally are to address individua needs of
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children and attempt to intervene with srategies that help dl children to
learn before become a stuation for specid education. [Principd interview
1, 01/02/02, p.3, lines 49-51]

Readiness kills are important, but they are only one of the many aspects of
kindergarten curriculum. Thistype of uni-dimensiona focus has raised concerns among
educators for so long accentuating the point that readiness skills are by no means
adequate to define a kindergarten curriculum. For instance, Katz (1988) has been
promoting “knowledge, fedings, an dispogitions’ dong with skills as learning gods for
ECE curriculum. A uni-dimensional emphasis takes place when teachers, administrators,
or parents are concerned only about learning experiences that are preparatory for the next
gradelevd. It reassures educators and helps parents fed good that their children learn
skillsthat can be easily seen and measured.

Note that DAP as a philosophy shared by both principal B and teacher B. There
were certain principles that teacher B deemed important for her, such asinvolving
children in decisor-making, encouraging risk-taking, and active learning. To what extent
can these ideas coexist dong with the heavy emphasis on readiness skills. Thisiswhere
the observations of her actud practice will play an illuminating role, which is the primary

focus of the next section.

Classroom Practices
“Know your letters and numbers’ was a message that teacher B’s classroom
organization was sending. Round tables with assigned seats for each child covered most

part of the classsoom. The walls were filled with written letters and words with their



135

accompanying pictures. Some of the materiass, such as blocks were placed on the edges
of the classroom. After speaking with her, | understood that these materials congtituted
learning centers. Every time | went to observe teacher B’ s classroom, there was one
aspect that never changed which was the children’ s reciting letters, words, and numbers
after she said them out loud. Thiswas avery quiet group of children whose voices were
heard only during these recitations.

Examining teacher B’s actud practice reveds two overdl issues to be discussed.
Thefirgt issue sems from the distinct characteristics of teacher B's classroom. The
second issue concentrates on the inconsistency between teacher B’ sresponsesin the ISA
and interviews and observationd data. Her classroom can be mainly characterized by a
heavy emphasis on teaching and practicing readiness kills of literacy and mathematics
during large group events, such as opening activities and by structured and teacher
directed activities to reinforce what she taught in the large group. Support for these two
clams about the characterigtics of her teaching ssemmed from the observationd data
presented bel ow.

The following four events exemplify the strong emphasis on readiness skillsin
large group events taking place in teacher B’ s classroom. Teacher B read a sentence
“Friday, November 9, 2001” and said, “Help me out” to the children. Then they dl
repested the same sentence. Teacher B said, “ That was wonderful” and by pointing out
the letter “a’ asked, “What isthis?” She continued with the flash cards, which had either
aletter or aword on them by asking, “Who wants to do this?” The children raised their
hand and she chose one of them to put the card on the morning letter. She said, “ Y ou did

agreat job with that!” [Classroom observation data 2, 11/09/2001]
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Another example of focusing on skills came from read doud of a book about
geometric shapes. After reading each page of this book, teacher B was asking the
children to identify the shapes, such as what isthis shape? What shapes do you see on
this page? Teacher B not only asked dl the questions but also she posed themina
closed-ended manner. The children raised their hands and listened to her quietly. The
interesting part of this read doud was the presence of possihilitiesto make this
experience more meaningful for the children. For ingtance, if she had to use this book,
she could have used it in amore enriching way. This book had representations of two
agpects of diversity: race and disabilities, an enriching way would be to simulate
children’ sthinking about these aspects of diversity, but she did not focus on them. On the
cover page of this book, there was a picture of an Africant American child and the last
page had achild in awhed chair. When she came to the page with apicture of achildin
awhed chair, she asked the children to find the circlesin that page. One child raised his
hand, but he could not find any circles. Teacher B said “look around here’” showing and
wandering her fingers around the whedls. Then, that child could not see the circles, but
another one said loudly “the wheds.” [Classroom observation data 1, 11/05/2001]

Asafollow up activity to this read doud, teacher B said, “you are going to draw
anything you want and then write the color and its name. Lets do one together:

“red apple.” Shedrew two short lines to write the color and the object’ sname. Children
worked with pencils and crayons. They were working very quietly. Teacher B walked
around and helped some children spell and sound words. [Classroom observation data 1,

11/05/2001]
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Teacher B read a book titled One, oneis the sun to the children. She started,

“Today we are going to read, One, oneisthe sun. What do you think this book is about?’

She asked, “What do you seein this page?’ Children said, “Two shoes and three trees.”
Then teacher said, “We are going to focus on the words that rhyme” and asked a series of
questions:
“Now, what two word have the same sounds in this page’

“What word starts with s? What word starts with ¢?’
“What two words sound the same on this page? Asked a child who didn't raise her hand
“Bess, do you want to try?’ The child tried and gave the correct answer. Teacher B said,
“Excellent Bessl”
“If I say bun, fun, do they rhyme?’ Children said “yes’
“How about pat, pin?” Children said “No”
“You did agreat job class, take your right hand and put it on your shoulder.”
[Classroom observation data 3, 11/12/2001]

Asis seen in the sample events mentioned above, teeching and learning are a
clearly defined and certain phenomenon. Teaching is the direct ingruction of skills
within alarge group while learning is to practice and enact these skills. Teachingisa
structured and controlled event in which the children did not have any choice, did not
need to make any decisons, and did not have an opportunity to communicate with each
other. The emphasisis on observable learning behavior of children, rather than
undergtanding.

With respect to the issue of providing children with predetermined structured

activities, | choseto include an art activity. For thisart activity, each child had a
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prepared frame made out of congtruction paper with awhite sheet glued in the middie of
it and two tree leaves. They needed to glue the leaves and write what type of lesf it was
under each, such as dm and maple. While the children were working on this activity,
teacher B waked around and glued the leaves for severa children. [Classroom
observation data 2, 11/09/2001]

Asit was with the large group activities that teacher B provided, this art activity
was a0 very structured and controlled by her. Not much thinking was required on the
part of children in order to complete this activity. Rather the teacher did dl the work for
them, which diminated any opportunity for crestivity and exploration.

Examining the observationd data that focused on different eventstaking placein
teacher B’ s classroom revedled that the observationd data contradicted her responsesin
interviews and IAS. In other words, her practices reflected a philosophy that is different
from what she reported and articulated. The emerging philosophy from her practices or
her pedagogicd philosophy is more aigned with transmisson-orientation to
curriculum(Miller & Sdller, 1985) and teaching that mainly centers on teaching academic
skills such asliteracy and numeracy in anisolated way. Starting from the opening
activities, large group time, to art activity, every experience that the children had solely
focuses on learning and practicing these kills.

On the other hand, her interview responsesindicated that developmentaly
appropriate experiences are a determining factor because she made learning chalenging
and vaued active learning, children’s pace of learning, different learning styles,
individua variaionsin terms of readiness, risk-taking, and decison-making. Smilarly,

inthe lAS, she reported that she incorporated subcategories of unidimensiond literacy,
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such as flashcards, handwriting on lines, worksheet, rote counting and reciting a phabet
monthly (2 point on aLikert Scae). However, the classroom observations indicate that
these practices took place during al observations. Additiondly, she reported that
multidimensond activities, such as playing games, blocks, and child-selected centers,
takes place in her classroom daily (5 point on a Likert Scale). Exploratory learning and
integration of curriculum areas occur two or four timesin aweek. Throughout the
classroom observations, the researcher did not observe any learning experience in which
the children engaged in questioning or investigating. Hence, this suggests that her
teaching is uni-dimensiond focus, readiness skills, as opposed to her self-reported
knowledge preferences and expressed views on curriculum and teaching, which were
primarily digned with DAP.

In summary, the uni-dimensiondity and the inconsistency between teacher B's
sdf-reported beliefs about teaching and classroom activities and observation of her actua
practices relate to supervisory association from two angles. Thefirst angle appearsto
establish a pattern between teacher B’ steaching and principa B’sfocusin supervisory
practices. When educators envision kindergarten curriculum and direct teaching in terms
of readiness skills to be acquired before first grade, then two and haf hours of aday of
kindergarten servesto teach, re-teach, and practice these kills. Actudly if onethinks
about the amount of teaching teacher B does within thistype of kindergarten, she hasa
lot to accomplish for which two and haf hours may not even be enough. Hence, teacher-
directed and activities with only one way of doing it are well suited to this purpose. This
makes teaching very predictable too; ingtruct the skills as alarge group and then plan

some individud activities to practice them. There is not much variation to hgppen in
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teacher B’ s plans and teaching, which ties the issue to principd B’ s sole focus of
supervison. As mentioned previoudy, principa B’s understanding of supervison
conssted of evauating how teacher B planned, taught, and evaluated alesson. This
sounds pretty structured when considering that the learning and teaching under
consderation took place in a kindergarten classroom with five or Sx year old children.
This suggests what was being evauated was vaued as the determining principle of
learning experiences for the children. To put it another way, principa B concentrated on
teacher B’ s observable teaching behaviors as an authority and teacher B centered her
practice on children’s observable learning behaviors as well.

The second angle stems from the scarcity of supervisory association between
principal B and teacher B and how it impacts teacher B’ steaching. Also, thisangle
encompasses such supervisory asociation’ s influence on mutua growth of principal B
and teacher B. Asmentioned previoudy, principd B percaives “teacher evauation” as
his supervison while teacher B sees supervision as an avenue to get help when needed.
Hence, supervison exigs only in an autocratic sense in the context of hierarchica
contral, in which an authority helps and makes explicit suggestions to a subordinate
person who is comfortable with being in a non-expert position.

While this limited interaction between them meets didtrict requirements for
evauating teacher competency, it seemsto contribute little or nothing to the professiona
growth of both teacher B and principa B. For instance, the inconsistency between
teacher B’ s reported beliefs and activities and actud practice might have been the focus
of professiona interaction. However, sSince principa B’s center of atention was

evauation of her competency, it islesslikdy that teacher B would teke theinitiative for
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discussing any of her concerns related to her own performance. Nolan and Francis
(1992) point out thisissue by saying that supervisors who function as an evauator
become aroadblock for teachers to engage in discussions with them about predicaments
and matters related to their teaching. Moreover, acommunication based on collegidity
might present ample opportunities to principa B for learning about how and why teacher

B teaches the way that she does, rather than playing an expert role in their association.

Synopsis of Case B
In reasoning why supervisory association between principal B and teacher B takes
thisform, severd factors can be consdered. Figure 3 summarizes main factors that
influence teacher B’s and principad B’ s supervisory associations and curriculum beliefs.,

Also, it demondirates the nature of teacher B’ s teaching practices.
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Asisseenin figure 3, the supervisory association between principa B and teacher
B is based on superordinate- subordinate notion. Principal B’ s superiority over teecher B
primarily came from his status as a principd, which dso granted him to be an expert and
placed teacher B in a non-expert postion in their association. Roles digtinctions were
very clear in principa B’s mind, which weskened a sense of we. It gave atechnica
nature to the supervisory associations. This clear role ditinction may be a reason behind
the lack of communication between him and teacher B since he may smply assume the
notion that teacher B has been practicing according to what is expected of her by now.
Also, contributing to thisis the fact that principa B has been principa in this school for
three years while teacher B has been there for ten years. Unfortunatdly, thisis not
necessarily an idedl state of mind for teachers, especidly if it isto the extent to
undermine teachers salf-governed expectations.

Lack of communication between them may aso stem from the factor of time
condran. Principa B seemed to have limited time since he held two jobs. The technica
aspect of supervison, which is evauation of teacher B, may serve histime condraint
better than focusing on the process of supervison.

Teacher B’sway of articulating characteristics of her supervisor and the
supervisory process reflects a very positive nature on the surface. However, within that
attitude some statements that she made do not fit in those overly stated positive
comments. For instance, teacher B thought that principa B is approachable, objective
and sengtive. He gives suggestions about her teaching and he expresses his suggestions
in acaring and collaborating manner and respects teacher B’ s professond judgment.

Along with these statements, she said, “He does't dways question my judgment. | don't
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fed heisaways asking why did you do this or | want to know what your thinking was
behind this or that.” It isinteresting to note that teacher B was quick to vell any statement
that may sound critica of the supervisory practices. Also, she did not make reference to
any ongoing exchange of ideas about kindergarten teaching and learning with her
principa.

She was satisfied with the current supervisory practices because she was strongly
convinced that her teaching has to be shaped by the digtrict’ s requirements, and she
follows these requirements very well. The digtrict’ s requirements are the driving force of
her espoused platform and teaching. This explains the reason behind teacher B’s and
principal B’s shared beliefs on educating young children. Also, teacher B had the
experience of sharing a principa with another school building before this principa had
taken this pogtion. So she may smply be happy with seeing her principd in the building
especialy when she needs help.

| think that principal B and teacher B experienced a hierarchical association
But the effect of supervison on teaching appeared to be dmogt indifference. Supervison
was dmogt nomind, and its limited existence only focused on technica aspect of
teaching. Also teacher B’ s teaching was aligned with a uni-dimensond focus of
academics whileit conflicted with what she articulated about her beliefson ECE. Itis
interesting to note that both teacher B and principa B thought that DAP defineswhat a
good kindergarten should be. So in asense they had that shared belief even if they
understood it only in terms of congdering individud skill levels of children. This shared
bdlief was not necessarily helpful in fostering multi-dimensiona |learning experiences,

rather it might have helped it to become a dominating dimension in teacher B’ steaching.
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In summary, | believe that this case actudly reflects a clear need for an active
collegia supervisory association that will help grow both teacher B and principa B. For
ingtance, adialogue that is initiated by a videotaped day of teaching may serve well to
gimulate sdlf-reflection how she teaches and why she teaches the way she does. Inthe
mean time, principa B in a collegid manner may participate in this process as alearner
who istrying to understand teacher B’s practice. But such initiative may not take place

with the amount of attention and time devoted for supervison.
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CHAPTER S X: CASEC
Principal C and teacher C were the participantsin thiscase. To reterate, principa
Cisafemae and had been in her curent adminigrative pogition for Six years. She holds
N-3, K-6, K-8, (and principd certifications and has aMaster’ s degree). She has
previoudy taught preschool. Teacher Cisamale, has a Masters of Education and holds
Elementary Education Certification (K-6). He has taught six yearsin kindergarten and 20

yearsin second grade.

Portraiture of Principal C and Teacher C

After every contact with principa C and teacher C, | was left thinking about the
amilaritiesin their egpoused platforms of kindergarten education. They both strongly
believed in the importance of DAP. Individua and developmenta agppropriateness of
learning experiences were key for them. However, there was little attention paid to the
socio-culturd and familia background of children which was the third component of
DAP.

Both principa C and teacher C became defensive of DAP as they started to
express concerns over externa demands for a different type of kindergarten curriculum.
One that was not compatible with what they believed curriculum should be about for
kindergartners. In their opinion, thisincreasing demand from parents, and teacher C
added upper adminigtration also, was to incorporate more academics into the curriculum.
However, they thought that a sole focus on academics was inadequate in kindergarten.

Both principa C'sand teacher C' s views of teaching revolved around the notion

of focusing on the “whole child.” Within that, the obvious emphads was on socidization.
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They bdieved that socidization of childreninto forma schooling is akey issue through
which children learn to function well in school. Play was an effective method of teaching
for them since it incorporates pleasure and reduces stress.

Although principa C seemed to strive for enhancing the kindergarten experience
in away that alowed her and teacher C to maintain the essence of their own beliefs,
interestingly enough, she had authoritarian remarks from time to time about supervision.
She paid gresat attention to annua observation because this observation was away to
ensure that teachers perform according to the didtrict’ s professond standards. For
ingtance, principal C was especidly proud of kindergarten teachers teamwork on
curriculum and other issues. Here, her authority function surfaced when she said that she
sometimes attends these meetings for monitoring purposes. She led meto believe that she
was the authority figure there. 'Y et soon after, she started talking about how each of the
kindergarten teachers teaches in unique ways, such as art or music based. Teacher C was
the one who incorporated alot of music in histeaching. Asamatter of fact, | observed
that the use of media such as video, tape recorder, and computer, was very gpparent in his
classroom.

Teacher C wasavery strongly opinioned person for whom being able to teach the
way he wanted was essentid. Otherwise he did not find meaning to be in the classroom.
According to him, on afrequent basis his right to be able to make decisons had been
lessened due to pressure from upper adminigration. This pressure was not directly from
his principa but rather aleve above. Ligtening to him made me think about the struggles

teachers have to face whether they are monetary or philosophically based issues.
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Teacher C's primary concern was to make learning “meaningful and purposeful”
for children. Otherwise, red learning did not take place since the children were
memorizing the information rather than developing an understanding. The pressure from
upper administration was getting in hisway to do what to him was meaningful and
purposeful. For instance, recently he was required to use an assessment form for
measuring children’s knowledge of |etter recognition. He found this form to be

ingppropriate and time consuming.

Nature of Supervisory Association

Understanding the nature of the supervisory associations between principal C and
teacher C entails the examination of two characteristics thet exist in the context of school
C. Thefirg issueis how teachers professiona development was approached in this
school context. The second issue is regarding kindergarten teachers teamwork.

The professiona development plan of teacher C was based on athree-year cycle.
The firgt two years of it were planned, implemented, and evduated by him. This
professiona development plan had to be approved by principa C. Asisseenin teacher
C'sinterview responses below, the first two years of this cycle was governed by him,
such as determining how to go about his staff development, what to focus on etc. In
other words, this phase of the cycle is essentidly sdf-supervisng. Thethird year of the
professona development plan to evauate his teaching competency isilluminated in
detall later in this section. The emerging issue here is the partition of evauation from
supervision, as referred to by Nolan (1997) “by time and procedures’ (p.106).

We basicdly plan our own professond development. We are on athree-
year cycle. For example, on the first two years of the cycle, a person can
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develop hisown. | could say | want to work on improving my authentic
assessment in the classoom. Then | have to tell them ways| am going to
doit. 1 would putin | am going to conferences, reading professond
journds, attending aseminar a S. centrd intermediate unit. [ Teacher
interview 2, 01/17/2002, pp.3-4, lines 71-77] And then the third year, you
don't develop aplan. Every third year the principa comesin and observes
you twice ayear and they write it up based on criteria, like technique,
classroom management, content, things like that. [Teacher interview 3,
03/07/2002, pp.4-5, lines 83-101]

We have to have the professond plan approved. They give us until
October firgt to have it gpproved by the principa. Then we st down and
talk to her about it. If she gpprovesit, included in that write up isthe
evauation and assessment on how we are going to be judged whether it is
good or not. It might be whether or not | incorporated the idea of
Gardner’s seven multiple intdligences into my learning centers. | need to
show pictures, maybe I'll say, I'll show picturesthat | did it or | might say
that | am working on creating aroom for us to evauate the sudents
asessment through evauating students in language arts. | would have to
show therubric that | created and how | used it. So whatever | say up
front, | have to do for the evauation. It isdready prescribed not it is not
an after Sde. It hasto be up front how it is going to be assessed when you
have your plan approved. If | did that for the first year, and then the next
year, | can ether continue it or | can change to something different. 1 did
authentic assessment for the first year, second year | can say | want to
work on building my skillsin interactive writing, and then again develop a
plan and assessment for that. [Teacher interview 3, 03/07/2002, pp.4-5,
lines 81-95]

It gives us a chance in terms of being evaluated by the administration and
aso being an active part of developing oursdves professondly, whichis



150

what they should be addressing. Are we growing educationdly, are we
providing the children what they need? They can do that by fird,
gpproving our plans, and then kegp monitoring them. Then every third
year they can look at exactly whatever they want to look at and assessiit.
Especidly those two years | make up my own plan. They are dlowed to
monitor it any way they want. If they decide to walk in and they see me
doing something they think something is redlly out of line with whet the
planisor if they see me doing something they think we have got to
addressthisnow. We better do thisinstead of thisplan. They are dlowed
to cdl off the adl plan and put their own plan in motion or reverse back to
them coming in and doing obsarvations and write-ups. [Teacher interview
3, 03/07/2002, pp.5-6, lines109-120]

Teacher evaduation was conducted in the third year through filling out an
observationd instrument during a classroom vist. The observationd instrument was
based on the digtrict’ s professonal standards for teacher performance. This observation
was followed by a post observation meeting with the observed teacher. In this meeting,
teachers shared their fedings about the lesson that was observed by the principal.
Principa C expected the teachers to be responsive to her suggestions that she gave during
the post- observation mesting.

| observe informally and formaly to see that the curriculum has been met
through appropriate techniques and practices. Formally, in the didtrict, |
am only required to observe, make aforma written observation one or
two times ayear. [Principd interview 3, 01/18/2001, p.2, lines 42-46]
There are certain things | look for. The digtrict has professiona standards
that we look for in teechers. Itisquitealist. Of coursethere are other
things that | wanted to see, how much interaction is going on with the
sudents. [Principd interview 3, 01/18/2001, pp.8-9, lines 159-162, 164]
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Look at how they are consstent in equitable treatment of students asfar as
not discrimination, excepting diversty. Using arange of methodologies
and tools necessary for teaching. Especialy in kindergarten look for
hands-on and how much students interaction is going on, teacher
interaction is going on, looking for direct instruction and aso some group
learning, teaming even kindergarten children can do that. | andso
looking for good communication skills. Respecting the rights of the
gudents and dso how they are handling discipline issues in there, if there
aredistiplineissuesin there. | am looking for what practices are going on.
So | am looking for wide range of things: the interaction of the students,
what type of teaching is going on, what type of activities are going on, and
a o the students are treated fairly with respect and what types of
procedures they are using as consequences. Getting kids on task, time on
task isimportant. [Principa interview 3, 01/18/2001, p.9, lines 164-178]

We have a post-observation meeting. They [teachers] dso have timeto
share with me how they fdt about the lesson and then | do aforma

writing after that. If | give suggestions, then | expect to see that occurring
when | go in there next time. [Principd interview 3, 01/18/2001, p.4, lines
72-74]

Aswas mentioned previoudy, the teamwork of kindergarten teachers was the
second characteridtic that was influentia in portraying the supervisory associations
between principa C and teacher C. The purpose of this teamwork was to discuss issues
under consideration and was conducted once every six days. Principa C referred to the
teamwork as routine discussions or reunion. She attended these meetings only when she
was asked by the teachers to join them for a specific reason or if she had something to

discuss with them. From her perspective, there were two reasons why she dlowed the
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teachersto work by themsdves. The first reason semmed from her belief that

kindergarten teachers were able to operate well by themselves. The second reason was

the fact that they were trained in various teaching strategies and thus she felt less need to

get involved in these metings:

Everyonein the district has had APL training. Meaning, they are teaching
training that is kind of generic that you can use K-12. And checking of
understanding is one of them. That iswhy | pointed that out [mentioned
when sheis eaborating on her responses in the supervisory questionnaire).
| have asked to have reunions, what we cal them, so that they can go back
and discuss atopic that they had at thetraining. How they areusing it in
the classsoom.  Some things that they did good with that they know that
was very helpful of kindergartners, so | am encouraging it that way. So
we continue doing good practices by talking together. [Principd interview
3, 01/18/2001, pp.6-7, lines 140-147]

They [kindergarten teachers| have special meeting once acycle, which is
once every Sx daysthat they hold themsdlves. | dwaystell them if they
want me to be part of thismeeting | will. They just have to let me know
50 | can schedule that in. | am dways available for those opportunities,
andif itisatimel am not avallable we |l set up ancther cycle day.
[Principal interview 2, 01/04/2002, p.12, lines 253-257]

They [kindergarten teachers] set their own agenda, of course sometimes|
set the agenda meaning | have to say, | need your input on thisor thisis
what is happening etc. or sometimes | even say, | need to attend one of
your meetings to discuss something with you, would you set some time for
me. So it seemsto beworking. [Principa interview 2, 01/04/2002, p.12,
lines 260-263] | pretty well let those meetings up to them [teachers)
unless they want me there for something; they ask if | could attend one
because while that meeting is going on there is many other meetings going
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on, 0 | haveto circulate around to get to quite afew meetings. Now if |
have an issue that | redly want to discuss, if there is something | want to
check up on, or just want to monitor ameeting, then | just inform them
that | am going to be coming, and ask them what day would be good for
me to meet with them. [Principa interview 3, 01/18/2001, p.10, lines 221-
226] Mog of the timethey are able to handle their own topics. [Principa
interview 3, 01/18/2001, p.10, lines 229-228]

Close examination of principa C'sinterview responses point out the existence of
professiona merits that are necessary in order for supervisory associations to generate
and maintain a collegidity-oriented work context. Respect, trust, and understanding are
some of the professond merits. But more importantly, both of the participants seemed to
articulate such merits towards each other, and thus | considered them to be reciprocd.
These two educators were well aware that they have shared understanding about how to
work with kindergartners, but they also acknowledged that they have some differences of
opinion. For instance, athough principa C recognized teacher C's emphasize on music,
she stated that he could do a little more about including more academics into his teaching.
Teacher C expressed his understanding of why principa C acted in the manner she did
with respect to kindergarten related issues such as pressure for a more academic
curriculum. He knew that principa C had pressure from upper administration.

Thejob that a principa has ends up being abaancing act and thisis
unfortunate. | think what is good for kids and what the school board or the
digtrict needs them to be financialy. For example, in kindergarten, | would
say that one of things would be redly good isto take alot of fidd tripsin
kindergarten. We are dlowed to take two. | would say that we should be
alowed to go more 0 the children have the experiences to go out to some

of these places, fire houses, police ations, to the park, and to the different
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things like that. If you ask to get more, it is money thing. They don't say
Nno you cannat, it is not agood educationd thing to go, but they say we
don’'t have the money for you to go. Buit that should be where | should be
alowed to put my money for kindergarten. | should say | want to transfer
some of my money for this one, but here it doesn’t work that way. But |
think that the building principas often so much to look at thet in terms of
what that isfor kindergarten balancing act. 1 think our principal does
understand whet is best, but redlly then comes to conflict with two things
what the digtrict has required for her either by guiddinesfor al teachers or
for the building. Second, how she hasto juggle what kindergarten does
basaed on with the other first, second, third grade. [Teacher interview 1,
01/03/2002, pp.10-11, lines 213-229]

She [principa C] would probably say dmost the same thing | did about
having children a chance to play and socidize and in therr first school
experience. But she would aso add that it is a place where they have to
become more academic. There will probably be alittle bit more stress on
academic on her part. | don’'t know if she believesbut | do know sheis
getting pressure from superintendent and assstant superintendent to show
more academics. So | would think that it would be smilar what she says
smilar to what | said expect there will be alittle bit tronger emphasison
the academic. Where as my way is more on the socidization and the play,
which we dl know how young children learn anyway so. [Teacher
interview 1, 01/03/2002, p.11, lines 235-244]

| think she [principd] thinks very smilar to what | do expect. Thereare
more pressures on her to produce academicaly by giving atest at third
grade to see how good they do. Whereas my philosophy would be more
authentic assessment and make it meaningful and purposeful to the child.
Some of her directions, even though | think she bdlieves that there have to

be alittle bit more pressure, teach the kids what | wanted them to learn,
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what the principa wanted them to learn, what the school wants them to
learn. And almost force them, force to speed them so to speak because
thereisalot of pressure not only in L., but also around the state and
around country to do well on tests and improve your test score. Our test
scoresin our digtrict are wonderful. But this was back to what | said to you
before, | don't careif | am number oneif | am doing good if I am doing
the best | can do. But when adminigtrators, including principalslook at it,
they get pressure, fed pressure from parents, and from some other
adminigtrators, and from the state to try, to do even better. And of course
that could be agood god to try to improve, to do better, but | think way
too often we worry about that doing better more than we worry about
these are kids, these are five, Six, seven eight, nine year old and for usto
push them so much into the test it isdoing harm. [Teacher interview 1,
01/03/2002, pp.22-23, lines 516-535]

We have avery good working relationship | think. | think she gppreciates
me and undergtands that | am trying dl in the best for children. |
understand that she wants what is best for children, but she has limitations
by being aprincipd. My father was a principa and | understand
completely that once they take that job, the hat that they used to wear,
teacher hat, kind of get pushed off the side and they have to wear a second
hat it is caled the adminigrator hat and it does not dwaysfadl in line with
what is best for kids, but is best for the budget. That isfrustrating but my
relationship with present principd is| think agood one, a good working
relationship. | think she respects me. | respect her. We do not dways see
gyeto eye. Some thingswe differ greetly on, there are thingsthat sheis
very cooperdaive with me on, and works very harshly with meto try to
improve the education of the children. There are places that we don't
agree dthough this year we haven't redlly had any problems so far.
[Teacher interview 3, 03/07/2002, p.7, lines 148-161]
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Teacher C'sinterview responses clearly indicate that the issue of trust for him meant
being able to make decisons about curriculum and teaching. He was certain that he was
doing hisbest in his own eyes and in the eyes of his principd.

| guess the most supporting factor would be that she trustsin me doing
what isright for the children. If it isimportant to mein the curriculum, it
will bein the curriculum. Kind of to me with regard to developmentaly
gppropriate besides some content whether it is developmentaly
appropriate or not or talking strategies how to teach and the way to teach
and my principa has been willing to. | think my principa knowsthat | am
adevelopmentdly gppropriate teacher and that | strive to educate the
children in a developmentaly appropriate manner. [Teacher interview 3,
03/07/2002, pp.8-9, lines 172-180]

The fact that principal C's and teacher C's context provided opportunities for
teacher decision making, through sdf-directed supervison and teamwork, isinfluentia in
defining their roles. For example, the existence of multiple kindergarten teechers gave a
stronger voice to teachers in making decisions, while it lessened the voice of the principd
to only fulfill what was required for evauating teechers performance. Hence, the
teachers both empowered themselves and were empowered by their principas through
having autonomy to make decisons, to carry out these decisions, and to evauate the
outcomes resulting from them. The role of principa wastwofold. Within the parameters
of teamwork, her role was to operate as a resource to be used when needed. Her second
role was to be an evauator of teachers competency to ensure that teachers met the
digtrict’s professonad standards. She appeared to be more authoritarian when spesking of

thisrole.
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In summary, guided by these professiona merits, professond enhancement of
teachers becomes a collective goa of dl involved. Thistype of callectivity and
individudity in formation of supervision isreferred to, in Nolan and Francis s (1992)
terms, as “group supervison.” Group supervison is vauable since it alows teechersto
examine the predicaments and dilemmeas of their practices. In the meantime this group
process alows for individua goalsto be attained. For instance, teacher C focused on
learning about and incorporating the idea of multiple intelligences into his classroom
through sdif- selected staff development opportunities. Through this he increased the

likelihood of attaining both persona and collective aspirations of the group members.

Per ceptions about Curriculum and Teaching

The increasing amount of pressure for more academics became gpparent when
principa C and teacher C started to talk about curriculum and teaching. Some parents and
upper adminigtrators think that kindergarten teachers should do more towards teaching
basic reading and writing skills as this pressure has surfaced in the literature on
kindergarten curriculum (Nelson, 2000; Stipek & Byler, 1997). Theway principd C and
teacher C articulated their views on this pressure was noteworthy since it related to their
supervisory associations. Principa C was to some extent reserved about this pressure
while teacher C was quite open and vocd. Principa C expressed that meeting state
dandardsis an issue right now in the eyes of upper adminigtration, but she chose not to
elaborate on that. Moreover, she was not very enthusiastic about doing more toward
gearing the curriculum to meeting the sandards. Although she pointed out teacher C's

making less emphasis on academics, she was quick to articulate the source of pressure for
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more academics as being parents. Rather, she expressed confidence in what and how her
teachers were doing in the classroom.

| think sometimes, he [teacher C] could do alittle more with academics.
Heisalittle bit more play oriented, song oriented, and | am not upset
about that redly. But | know we have sometimes destructive parents.
Like | said, we got the college professors etc. now, and definitely, they
think their child is reading, they should read more. It is like we can never
do that enough. [Principa interview 1, 12/20/2001, p.8, lines 177-181]

Teacher C took a stance against and clearly criticized the demand for
incorporating more academicsinto the curriculum. From his perspective, there should
not be arigid emphasis on academics since children need a variety of experiences a this
age. There was an obvious inconsstency between what he envisoned and what other
stakeholders concelved of in agood kindergarten. Teacher C' s following responses
support these clams:

... Some of our preschools are going very academic. Returning to very
academic and so they are telling the parents that we are here not doing
enough academicaly. Already taught them aphabet, they should be doing
more than that. So it is because they are not doing what is
developmentaly appropriate that is what | was talking about. |f you do
that increased pressure academically preschool, can you get them to learn
the alphabet, yes, | can get my kidsto learn multiplication if | wanted to,
but they won't retain it and it won't do them any good. They'll forget i,
and they don’'t understand what it means, it is not meaningful and
purposeful. Now N. [achild in his classroom] likesto do stuff with
numbers. He might someday to me say, | can multiple; he'll learn to do
the multiplication because he wantsto at that case for him it is meaningful
and purposeful. Asareason maybeitisjus if hewantsto learn it. That is
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okay. He wants to have joy with numbersthat isagood thing, that isa
positive thing for him. [Teacher interview 1, 01/03/2002, pp.30-31, lines
674-689]

We have alist of expectations for kindergarten, expectations for leaving
kindergarten, and first grade has expectations for entering first grade. |
guess my gods are to have them meet those requirements. | kind of said
earlier what | think my own persona god was that they leave kindergarten
happy, wanting to come to school, excited about learning, excited about
books, exciting about coming to schoal, being with friends and listening to
the teacher and following the directions and just being here. Academicaly
in kindergarten, | think it is reasonable to expect them to learn the
aphabet, dl the capitas, al the lower case and dl the sound. Maybe not
the vowes, but dl the capitals and lower case letters, be able to write
them, be able to write afew words, be able to read afew words, not alot.
Some of them can and if they can, then you build on that. So your god
would be to help these children at their own rate. If they are reader
dready, let us help them read better. But kindergarten in my opinion isn't
the place where children necessarily learn to read. Beginning reading is
the foundation, but they get the heavy-duty stuff in first grade. [Teacher
interview 1, 01/03/2002, p.18, lines 396-409]

This suggests that principal C and teacher C had a shared understanding that there
was ademand for amore academicaly oriented kindergarten curriculum, which
contradicted what they believed their curriculum should be. At this point, they seemed to
not let this demand take over completely, rather they chose to mainly base their work
with young children on their own educationd bdliefs and values. The common
understanding between them appeared to be strengthened by the fact that they were

philosophicaly close to each other, which will be aborated in the following paragraphs.
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The developmentaly appropriateness of the curriculum was essentid in the eyes
of both principal C and teacher C. For them DAP consisted of the following: whole
child, individua levels and needs of children, and avoiding stress through use of play in
the classroom. The notion of “whole child” meant focusing on physicd, emotiond,
socid, and cognitive development of children. They acknowledged that their district set
expectations for each grade level, but they aso recognized individud variations among
children and thus emphasized the importance of modifying learning experiences. An
Overarching theme for them was the socio-emotiond status of the children because they
wanted to ensure that the children have postive experiences and develop positive
dispositions towards learning and being at school. Thisiswhere principd C's point on
avoiding stress and teacher C's emphasis on meaningful and purposeful learning come

into play. These clams are drawn from the following interview responses of both:

| believe they [teachers] want to take the child at the level they are a and
work with techniques to make them successful. That isto make them
successful, not necessarily does that mean you are going to be what is
considered on grade leve, but moving them dong with process at their
ability level. Things that age gppropriate, emotionaly appropriate for the
child, etc. because we have children at dl ranges at the maturity level.
[Principal interview 1, 12/20/2001, p.9, lines 188-195]

For one thing, you don't set stress level too high. If you have a standard
rigid curriculum, and you have children coming in maybe they are not
exposed to many things, even just community avareness something like,

or maybe they have never been exposed to the aphabet or to numbers etc.
If you have them go on o high, that you aready have those expectations,
it causes alot of stress. One thing we want to look at it the whole child not
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just for the going academically or concerned about them socidly,
emotiondly, and physicaly aswell. So we don't want to keep the stress
leve high, learning to be fun, and keeping mativation up. [Principa
interview 2, 01/04/2002, p.1, lines 8-15]

... howadays more and more academics are being pushed at the
kindergarten level but it shouldn’t be that. Kindergarten should be where
they come and they have experiences to get to know these children,
socidize with other children, learn about school, learn how to act and
interact with the children and the teacher, understand the authority is there,
understand their responsbility as astudent. | think if | can have them be
happy and liking to come to school when | am done with my year | did my
job. Now first grade teacher won't think that they want me to aso teach
the dphabet and the sound. | do that but | would say to them and | have
sad to themif | just send them to you happy and wanting to come to the
school and exciting about schooal, | probably did my job better than you
can hopefor. | will certainly teach the aphabet and try to teach them dl
the sounds but the most important isto get in the air, get them excited
about school and excited about work, excited about learning. We do that
interms of curriculum by things that we put in and how | teach it, but |
think it is a place where the children should have choices, but dso have
some sructure. My job is to guide them so that a choice isn't throwing
chairs out the window, but a choice is playing tag, but we only play tag
outsde o0 we understand the limit of the different areas that we are
dlowed to play in. They understand what it is that goes on in school. |
guess the kindergarten would be the good experience of school that it
should be a place where they are happy and excited about school, excited
about learning and to give them afoundation for the next twelve years.

[ Teacher interview 1, 01/03/2002, pp.6-7, lines 132-154]
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The more they are happy and excited about, the more they learn. As
adults we don't go work on something we don't redlly happy with. My
car gets broken; | take it to the shop. But my guitar’ s tune breaks, | have
fun to tuning it and putting on, and I’ [l work with the guitar. I'll try to
write asong, it might even be hard, but I'll focuson it asan adult. That is
what | want kidsto be able to do. Even if they come of project that is hard
for them that they are excited about and they fed good about themselves
aslearners, and willing to go and try it, even if they don’t succeed the way
they thought they should. The effort isaso important. [Teacher interview
1, 01/03/2002, pp.7-8, lines 160-169]

So we have some toys, like toy animds, alittle garage with some cars. A
lot of times some of these things are there. Again because the children are
trying to learn them so0 not so much that | want them to play with cars, or
playing with animals, but they learn cooperation and how to work with
each other and share the toys and in a classroom setting and socidize. Part
of kindergarten curriculum isto help them socidize and learn how to bein
schoal. | think one of the main things| can give them is the understanding
of what school is aout and how they get to work in this setting to me that
is even more important than teaching them the aphabet. [Teacher
interview 1, 01/03/2002, pp.57-58, lines 1302-1309]

It [Kindergarten] needs to be developmentally appropriate that is for any
leve, but the words that | use, meaningful and purposeful in my mind is
developmentally appropriate. [ Teacher interview 2, 01/17/2002, p.1, lines
15-16] For example in the reading, the language arts, the way that | think
the children learn best is naturd when authentic, not contrived and not in a
formula. A lot of the companies that make programs for school, dl levd,
cut it off formulas thet they put into that you have to do the first, and then,
and then. | think if we read redlly good stories, good literature, we'll learn
about the literature, and then after we learn about the literature enjoy the
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story, then we can go back, take it gpart and look at how they made the
gory. What the author was thinking, in terms of what the comprehension
part is and aso how the words are made, find the words that they know?
In some of the books, they should be able to learn dl the words, some of
the harder books they’ Il only find little words that they know. But
eventualy, they will know more and more words and understand more and
more words and start figuring out how to spell things, becauseit is
meaningful, purposeful to them. Those are the two wordsthat | use alot
when | talk about how | teach. If it is meaningful and purposeful to the
child, they’ll want to be able to do it and they will do it and | will come at
you to teach memore. If it isnot meaningful and purposeful, they'l
probably do it for you, but they won'’ t do it with the same excitement, and
they’ Il not try to follow up on it if they don't see areason for it. [Teacher
interview 1, 01/03/2002, p.22, lines 486-501]

Other part of developmentally appropriate isthat in the school setting too
often, parents and teachers, alot of time parents and administrators think
we come just with our heads. But we don't, we come with our brains or
academic, we come with our emotions, we come with our fedings, we
come with our hedlth, and we come with our spiritudity and we come with
dl thosethings. And dl of those things are what makes up the child.
[Teacher interview 1, 01/03/2002, p.27, lines 598-603]

In teacher C'sinterview responses above thereis a heavy emphasis on what is
meaningful and purposeful for the children in his classroom because that is how he
ensures that hisingruction is developmentaly appropriate. He gave the use of literature
to teach literacy sKkills as an example of what he meant by meaningful and purposeful.
However, what seemed to be de-emphasized here in both teacher C'sand principa C's

interview responsssis the third dimension of DAP which is the socio-cultura
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characterigtics of children. This dimension entails that teachers be sengtive to children’'s
families and cultura aspects (Bredekamp & Copple, 1997). When asked about his
thoughts about diversity related experiences in kindergarten, teacher C mainly focused on
surface characteristics of culture, such asfood and holidays. He mentioned class
discussons and inviting people from outside of school to talk about their culture as ways
of addressing diversity. Through such experiences, children understand each other better
and learn about differences and smilarities among them:

WEe | tak about Hanukah, Christmas, Kwanzaa, and we might talk about
Ramadan. We might talk bout different kinds of things, what is been
celebrated, and how they celebrated. With kindergarten kids, you cannot
get too deep into whys. [Teacher interview 2, 01/17/2002, p.7, lines 153-
158] Sometimes when we tak about the different countries that they eat
different types of food al wetry to look for what it islike in different
places. The likes and differences so we except the differences and can
appreciate how we are all same. [Teacher interview 2, 01/17/2002, p.9,
lines 195-197]

... Whether it isskin color or the way the eyes|ook, or the way we speak
with accent or not accent, but children pick up on those things, so they
want to discuss them. So when they want to discuss them, because it is
meaningful and purposeful at that point, the teachable moment, you tak to
them about those issues. It is hard because you are afraid to give too
much, you don’t want to give too much. Sometimes a kid will ask one
guestion, as a teacher you want to answer al his questions, and you give
too much response, they don't understand this. [Teacher interview 2,
01/17/2002, pp.15-16, lines 335-348]

Kindergartners are ill into themselves, and how things related to them.
That is how you need to make your goas so they could seewhy it is
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important to them or why it should mean anything to them. Again making
it meaningful and purpossful. But dso, if | can get across to that we are
al the same, but we are d| different, it doesn’t matter if | have blond hair
or brown hair it does't matter, am | awhite skin, black skin, yelow skin
that we are dl the same that is the beginning of the multiculturd issuesfor
kindergartners that are important to get across. My goa would betry to
get them understand thet in this great big beautiful world, thereisalot of
differences, but basically we have the same needs, the same wants.

[ Teacher interview 2, 01/17/2002, pp.13-14, lines 293-304]

Note that teacher C connected diversity related experiencesto his overriding
principle of what is meaningful and purposeful for the children. It would then follow that
such experiences relating to diversty mostly generate from who the children arein his
classoom. Ultimately, this then contradicts his focus on surface characteristics of culture
since such characterigtics are generic and may or may not gpply to an individua child
even if he/she belongsthat cultural group. Thisway of gpproaching diversity iswiddy
criticized in the literature on divergity and referred as tourist approach (Derman-Sparks &
ABC Task Force, 1989). Lip serviceisgiven to the diversity rather than making it
generate from the lives and experiences of children.

Interestingly, teacher C additiondly had a commonly seen concern about the
diversty in classoom life. He bdlieved that focusing on diversity issues might perpetrate
racism snce children at this age don't see their skin color. Thisisconsdered a
misconception as reported in the literature on diversty. If the focusis on surface
characteristics of aculture and if it isnot critically examined, it may result in learning
experiences that are based on biased thinking (Derman Sparks & ABC Task Force,1989;

Kendall, 1995).
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... when we were reading the tory, and it was talking about when Martin
Luther King was playing with the boys, some of them said we are not
going to play with you because you are black. So thislittle five year old
looked at me, helooked at in front of his hand, and he looked at back of
his hand and goes“Am | black? Becauseto him it wasn't an issue,
sometimes | am afraid when we do the multiculturdism, we actudly
encourage some of the bigotry, theracism. So it isahard concept | think
to get right. [Teacher interview 2, 01/17/2002, p.8, lines 169-185]

We often talk about Martin Luther King in January and do something
about it. But every year when | do it, you have children who don't get it
because to them kids are kids. Don’t seethe color. They seeit as
different; they see it black person like ablond person. If | have blond hair,
and you have black, you are different than me. Thereis not a difference
between the differences. It is hard because often you will be pointing out
the difference to the kids. | am afraid sometimes we point out difference
and bring it up. They are not even thinking about it. [Teacher interview 2,
01/17/2002, pp.14-15, lines 312-326]

In summary, “autonomous’ is a perfectly matched word for portraying the

clearest characterigtic of teacher C. Heisvery criticd of any force that drew perimeters

around what he could and could not do in his classroom. It isapersona and professiond

issue for him to determine the course of histeaching. For example, his persond joy is

music and he frequently usesit in the classroom. Professionally, he reads widdly about

DAP and believesin it strongly. Hence, he entitles himself and sounds very confident

that decisons reated to his teaching have to come from him. He has “apower to be’ and

“apower to do” in Sergiovanni and Starratt’ s (1998) words.
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| want to do it [determining how to teach] mysdlf because| say | bring to
the classroom me, | bring E. [teacher C's name] to the classroom. Nobody
else can say, E. you should play “Old McDondd have afarm” today. |

can do that. F. [another kindergarten teacher] might not do “Old
McDondd have afarm” because she doesn't play the guitar. J. [another
kindergarten teacher] might do amura because sheisin art suff. | do

that too, but | don't do that at the sameway. | don’'t like somebody telling
me how to teach. 'Y ou can help me decide what my god, and then let me
do it in the classroom the way | want, otherwise why hire me. [Teacher
interview 1, 01/03/2002, p.33, lines 736-743]

What bothers me isthat if someone asks me to do more than thet | fed
developmentaly appropriate. 1f | ask them to do more, well | can get my
kids to learn multiplication table in kindergarten, but it is not appropriate.
Some of them may even remember them, but it doesn’t mean they
understand what they are doing and that is not appropriate so why should |
waste my time. Frgtful, it might take me longer to teach them that, if |
actudly wait until they are ready for it, when it is developmentaly
gopropriate for them to learn it, they’ll learn it faster and quicker, and it'll
mean something. | don’t have to re-teach. What tends to happen when you
teach things that are not developmentaly inappropriate, you end up
teaching, and re-teaching, and re-teaching it. They’ll get it yes eventudly
everybody getsit. If you do alot of re-teaching and re-explaining and alot
of drill, thet isn't necessary if you can figure out what aright timeisto
teach it. [Teacher interview 2, 01/17/2002, pp.1-2, lines 30-41]

Aswas seen in the section on supervisory associations, the characteritics of the
context such as teachers power to make decisons and principa C's confidence in them,

can be considered as an important factor for teacher C to take such a stance on what he
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believed in. Since a sense of empowerment and autonomy were valued in this context,

any threat to them was criticized rather than adapted without question.

Classroom Practices

To reterate, principa C and teacher C defined their curriculum within the
framework of DAP in which whole child, play, individud differences of children, and a
dress free classroom aimosphere were essential. Socidization of children was especidly
emphasized by both of them. Generating “meaningful and purpossful” experiences was
key in ensuring developmentally appropriate practicesin teacher C's opinion. Examining
teacher C's practice through the observational data indicates the consstency between his
interview responses and his actua classroom practices.

As the children entered the room, they immediately started engaging in doing
something in one of the gations, which was ther free playtime.  The interaction between
and among the children was noteworthy. There were groups of children building with
blocks, working in pairs with legos, or individua children drawing with crayons. | could
see and hear the children’s conversations and laughter while playing. Children’s
interaction with each other was not limited to the free playtime, rather it was observable
throughout the day. [Classroom observation data 1, 11/20/2001; 2, 01/03/2002; 3,
01/04/2002] So this suggests that teacher C's and principa C's emphasis on socidization
in terms of learning to interact with peers was put into practice.

Teacher C'sinteraction with the children took different forms. For instance, one
time he assessed some children on literacy and mathematical kills during the free time

by taking them asde. Another time, he watched a video about capita and lower case
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letters matching with an object, such as Rr Rooster and its picture. The person in the
video read the letter and the word. Teacher C let the children guess the letter before the
video said it. Children laughed and tried to guess. Teacher C acted as one of them. Once,
he guessed a letter’ s matching picture, and he was wrong. He said, “1 waswrong'”.
Another child said, “I waswrong too”. [Classroom observation data 3, 01/04/2002]

Teacher C had repestedly stated that what is meaningful and purposeful to the
children motivates them to learn. Exposing children to literacy in natural ways was an
exampleto illuminate his point. The following example came from my dassroom
observations that indicated how he put this point into practice. He read two big books
about snow; one familiar book and one new book as he told me after the read aloud was
over. When reading, he said to the children 1 want you to focus on words now” and
asked questions, such as“what is this page caled?’ After he finished, he asked, “what
did you notice about the words? One child said,” they rhyme.” Ancther child sad,
“There aretwo lines on thefirst page.” Then he went on reading and showing which
words rhyme and the page with two lines. When the children were listening to the read
aoud, severa of them were repesting one or two words with teacher C and laughing.
One of the children asked a question: “what isago-car?’ and another child responded to
her. When the book was over, the children asked him to read it again. They seemed to be
very atentive. [Classroom observation data 2, 01/03/2002]

There were severd other examples of how he made learning meaningful and
purposeful: Teacher C and the children read a poem together while he pointed out the
words of the poem dready written on abig writing board. [Classroom Observation 1]

They sang a song about the aphabet with movements while he played a song with his
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guitar, “Grab aletter, throw it in the pot, dir it....” They moved their hands and body
while gtting, most of them laughing from time to time. [Classroom observation data 3,
01/04/2002]

The interesting aspect of these examples of his practices was the children’shigh
level of motivation and participation. The children appeared to be happy and engaged.
Both principal C's and teacher C's envision of what a good kindergarten was seemed to
come divein the classsoom. However, there could have been additional opportunities
for the children’s experiences to be more enriched.  For instance, | observed the children
asking questions, responding to each other’ s questions, and reminding of each other the
classrules. | thought that there could have been more opportunities for children to

engage in exploration on topics such as science concepts.
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Synopsis of Case C

As| studied principa C'sand teacher C'sinterview responses and examined
teacher C's class'oom teaching, | kept thinking about the following question: Isit the
context, professiond, or persona characteristics of the individuas involved in case C that
shaped the supervisory associations between them? My answer is. neither of them by
themselves, but both have played arole in generating such an association. Neither the
context nor the individuas involved can be overlooked.

Contextud factors matter because they may promote or perimeter educators
persona and professona growth. Thisis not to say that it isimpossible to see educators
who thrive regardless of their context. Asis seen in Figure 3, promoting educators
persona and professiona growth can take place through exerting facilitative power,

rather than exerting power-over them.
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Facilitative power in case C demondrates itsdlf through the existence of two
magor contextua factors. The first one was the separation of evauation from supervison
by usng three-year cycle. Thefirst two were for self-governed staff development and
supervison and the third was for evaluation of teacher competency. Asteacher C put it,
this type of approach to supervison, Saff development and eva uation empowers teachers
by alowing them to be part of the process, and in the case of teacher C, leading hisown
professond growth. Thisadso dters principa C's function by taking a non-authoritarian
part for most of the time, even lessening her role as a supervisor since the teachers sdif-
supervise themselves. The second contextud factor was principa C'sfacilitation of a
supervisory task, which is caled group development (Glickman, Gordon, & Ross-
Gordon, 1998). By means of this facilitation kindergarten teachers worked as a team on
issues related to curriculum and teaching.

These contextud factors were fostered by the sources of authority that governed
supervisory association in case C, which seem to be technica-rationd, professional, and
mord, (Sergiovanni & Starrat, 1998). These sources of authority represent professiona
characterigtics of teacher C and principa C in interacting with each other and determines
the process of thisinteraction.

Principd C'stechnicd-rationd authority surfaced as she talked about the training
of teachers for teaching strategies and conducting annua observation to ensure that
teachers teach in accordance with the professona standards of the digtrict. Thistype of
authority was less dominant since this evauative observation took place once every three
years. More dominant sources of authority seemed to be moral and professond. As part

of their mord and professiond authorities, principa C and teachers C vaued collegidity
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with each other and among teachers. Principa C had confidence that the teachers were
competent professonals and salf-motivated to carry out what is best for the children. On
the other hand, her support seemed to be available for teachers when needed.

These sources of authorities for supervision were supportive rather than
hindering for what teacher C envisoned doing in the classroom and in the school asa
professond and as aperson. Teacher C had confidencein his ability to teach in line with
DAP. He ensured this by questioning his own teaching through considering whether the
learning experiences are meaningful and purposeful for the children. He strongly
believed thet children learn better when learning is meaningful and purposeful.  This
suggests that he had a very enhanced sense of efficacy. High sdlf-efficacy manifested
itsdf in teachers who believe in not only ther effective teaching but dso in children’s
ability to learn (Sergiovanni & Starrait, 1998).

Teacher C worked toward having a sense of empowerment and autonomy. He was
able to back up hisjudtification with his understandings coming from his teaching
experiences, research, and other readings. He addressed the research conducted in the
area of what children gain and/or not gain with rigidly structured academic curriculum
versus developmentally appropriate curriculum. He cited points made by widely known
publications, such asNAEYC' s publication on developmentally appropriate practices.
He aso referred to what he knows about the districts that administer standardized test and
thus teach toward thistest. Lastly, he attended and presented in conferences related to
education of young children. Hence, the picture portrayed hereis a person who iswell
informed about early childhood literature, who has years of teaching experience, who

communicates with other public school educators, and who is able to communicate at a
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professond level with other educatorsin conferences. So his persona commitment to
his professond growth was a tremendous influence for the two previoudy mentioned
contextua factors to be successful.

In summary, driving forcesin school C's context are shared vaues between
principal C and teacher C. Among these values are respect, trust, and understanding,
which are considered tenets of collegidity. This generates when educators work
individualy and callectively in an effective manner and are guided by mora necessity to
function better (Sergiovanni & Starratt, 1998). The manner in which teachers work asa
team is an indicator of how teachers worked as a community to improve their teaching
through didogue. Those involved in this process might have had opportunitiesto
examine and re-examine their educationa platform and how it relaesto their actud
practices. Asaresult, an understanding about teaching and learning emerge, and idedlly
they would be put into practice.

There seemed to be a discrepancy between what principal C and teacher C'sand
other stakeholders', parents and upper administrators, envision of kindergarten
curriculum. Asaresponse to this demand, teacher C incorporated direct instruction of
literacy skillsin large group such as al children repesating capital and lower case letters
of dphabet while he showed each of the letters made of different colors of fabric. He
a0 used a more Structured assessment method that had been required of al kindergarten
classsoomsin school C. Principal C channded this demand to teacher C in away that did
not overlook their existing professiona and persona espoused platforms and actua

practices that took place in the classroom. Teacher C chose to work around this demand
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while working to keep his own understanding and practice of what a good kindergarten

should be abot.
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CHAPTER SEVEN: CASE D

Portraitures of principal D and teacher D are presented in this chapter. Principa
D isamae and has been in this current adminidrative position for 11 years. Hehasa
Masters of Science in Adminigration and taught K-6 grades. Teacher D isafemae. She
has a Magters of Sciencein Education and held both N-3 and K-6 certifications. She has

been teaching kindergarten for eight years and taught in other schools for Sx years.

Portraiture of Principal D and Teacher D

Responsible for four school buildings, principa D sounded pressed for time, but
contented with how things were going. “We have dways done well with the kids” he
sad with asense of pride. Adopting anew literacy program, the kindergarten program
turned out to be very comprehensive, had great assessment methods, and emphasi zed
reading and writing well in hiseyes.

Principa D saw a clear digtinction between his point of view on curriculum and
the teaching and teechers view. Ashe sad during my firgt interview with him, thiswas
amply due to his adminigrative podtion, which led him to consder the bigger picture as
opposed to teachers who only thought about individua children and their classrooms.
The mogt obvious diginction came from his ability to see where kindergarten fit within
the dementary schoal in preparing the children to take standardized testsin third grade.

Professional paradox is a phrase that describes the Stuation of teacher D dueto
the flux of philosophica and practicd change in her classroom with the adaptation of a
new literacy program. She had not completely made peace with this program but was not

opposed to this change ether. In her mind, but not in her practice, she was ressting the
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gods and practices set by this program because it was not competible with what she
imagined a kindergarten curriculum to be. She was very voca about thisinconsstency
between what she was required to do and what she believed in.

Impaosed upon teechers by the adminigtrators, this program was digned well with
the state achievement standards. However, it asked too much of kindergarten children in
regards to learning to read and write in teacher D’ s opinion. The children were not ready
for this heavy emphasis on literacy skills and thus encouraged to memorize what was
taught to them. As opposed to this sole focus on academic skills, she believed in
incorporating music, art, and play, into academics, but there was no time to include them.
The following statements taken from her interview responses sums up well her sate of
mind “Why do | have to push them at five when | know next year they’ll be ready to
read? | can push them, but why? | don’'t know.” [Teacher interview 1, 03/04/2002, p.17,

lines 382-387]

Nature of Supervisory Associations

Both principa D and teacher D portrayed their supervisory association as being
positive. They both pointed out that one of the indicators of their poditive association
was the fact that they could tak with each other about anything. Principa D perceived
teacher D as an individua who needed support rather than encouragement, since sheis
very committed to do her best for the children and for the program. Teacher D considered
principa D as gpproachable. Despite their positive perceptions of each other, the way
principal D and teacher D perceived supervision, curriculum, and teaching related issues

were quite different.
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Supervisory associations in case D were more so the product of power-over
teachers that dominated the association between principa D and teacher D than other
factors, such as existence of shared values and educationa beliefs. There were
administrators on the one hand who were decision makers and there were teachers on the
other side of the spectrum who carried out the decisions as prescribed. The
adminigrators decisons ranged from choosing a curriculum for teachers, providing in-
sarvice training about the curriculum, and conducting qudity control oriented classroom
observations. Teachers were solely there to carry out ingtruction as planned. Hence, the
initia use of power-over approach ingtalled teacher-proof curricular materiasinto
kindergarten classrooms representing what Smyth calls (1984) hidden control over
curriculum and teaching by externa forces.

According to teacher D, adminigtrators of school D were motivated by the god of
scoring high on state wide standardized achievement tests, and decided to search for a
new literacy program for the kindergarten without getting any feedback from teachers.
However, in principal D’swords, this search was initiated by teachers concerns over
limitations of the exigting program and chosen by the administrators. Regardless of how
this program was chosen, the message conveyed was that the administrators had decision
making power of making decisons even for amatter like curriculum while the teechers
voices were not heard until al the mgor decisions were aready made even for a matter
like curriculum. Evidence for thisis supported by teacher D’sinterview responses
below:

Wl | think they [adminigtraiors] give usasay in it after they decided it.
They decided we are going to do this literacy program and now, the

kindergarten teachers, we are going to class; it was every week, asthe year
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progresses it is every other week. But they are asking our opinion “How
do you likeit, isit working?’ but it istoo late we have dready adopted it.
We like part of it, we do, but it istoo late, to say we don’t want to do the
wholething. Welike this part, but not thispart. Wedidn't have asaying
in that, but we do have a saying now as far as what kind of materidswe
need, what is going to help you work thisout. They'll let usmeke alist of
what we need. Asfar asthat goes, they have been very good about
supplying materiads to do this reading, and writing. [Teacher interview 1,
03/04/2002, pp. 18-19, 408-415]

| think they [administrators] had it [literacy program] in their mind thet
thisis what they wanted to do, so whether we were there well we are not
sure, they’ll probably say we are doing it. So, | think it would be helpful
obvioudy to have a kindergarten teacher. The oneswho are going to teach
it should be involved in deciding it. They’ll probably think that too, but |
think they were very eager to try this. It would look good for them asa
digtrict, if thisworkswell for our digtrict. [Teacher interview 1,
03/04/2002, p. 19, lines 423-428]

The hidden agenda behind power-over-teachers-approach is the governing factor
of tests, both state wide standardized achievement tests and district wide year-end
kindergarten tests. The administrators demonstrated through their decision making
process how an educationd policy, like standardized achievement tests, becomesaform
of power over the school adminigtration aswell. Hence both teachers and administrators
are dissmpowered. Although state mandated standardized tests are first administrated in
third grade, the preparation should start in kindergarten according to principa D.

Standardized tests are gaining momentum within the accountability movement in

educetion, which then becomes the driving force for some educators, as in the case of
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principa D, since they can be used as proof of success. Principd D’slong-term god for
kindergarten is to prepare children to score high on state wide standardized achievement
testsin later grades asit is seen in hisinterview responses below.

... gods are to make sure that we provide a program, again it continues to
meet their needs, but it is dso addressing standards set by the state. Now
we are dandard motivated. Thefirg time, they’ll be formalized testing at
the dementary levd will be third grade now, sarting next year in the
reading, the meth, and science. But just in the process of getting kids ready
for that test in third grade, we gtart in the kindergarten level. We haveto
meake sure our program &t the kindergarten level supports what is going on
in the firgt grade, firgt grade has to support what is going on second grade,
second grade supports what is going on third grade which is getting kids to
the point where the state says there they areto be. So, long-term gods are
to provide a program that builds upon to have the kids &t the point where
they are expected to be at the dementary leve, the firg officid statewide
test at the third grade level. [Principd interview 1, 03/04/2002, p.2, lines
35-45]

Kindergartenersin school D were tested at the end of the school year by using a
curriculum-based test. The results of the test were an indicator of whether teachers
covered the curriculum. Thus, principa D addressed the importance of teacher D’'s
covering the curriculum as it was planned within his gods of supervison.

Supervison meant the annua classroom observation to both principa D and
teacher D. Principa D did not inform teachers about when he was going to conduct the
forma observation. For dl kindergarten teachers, he amed to conduct the observation

during the guided reading time. After the forma observation, the principa and the
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teacher met to go over the guided reading session that he observed in case either of them
had questions or if he had suggestions for the teacher.

Officidly 1 am supposed to be in the class, observe each teacher once a
year, and if they are non-tenured teacherstwice ayear. | usudly do forma
observation, but then | try to stop in periodicaly. For example, last year
with the kindergarten teachers, | made a point of stopping in al the
kindergarten classrooms to see how thing are going more than once, but
aso to meet and talk with them to see how things are going.  So, informal
observations aswell as forma observations. [Principd interview 3,
03/07/2002, p.5, lines 105-110] What | dois, | ask them when | show up
intheroomif itisagood time. Andif it isabad day, they tell me. | come
back some other time. Very seldom occurs where they tell me not to come
in. [Principa interview 3, 03/07/2002, p.5, lines 112-114]

| try to find a spot in the classroom where | am not intheway. Thet is
important. A little kindergarten kid, when | first walk in, they wonder
why | anthere. They will start maybe paying attention to me rather than
to her. So| try to find a pot where | can just St there. | don’'t move
around or anything. Once | get settled in, then they kind of forget | am
there. If asamatter fact, thisyear | have been trying to get in during the
guided reading sesson. So alot of kids are working at learning centers.
Often times, they will cal me and show me what they are doing with the
learning center. Aslong as they are not disrupting the guided reading thet
isokay. [Principd interview 3, 03/07/2002, p.6, lines 121-131]

| have aform that | get through. Then within a couple days of observing,
teacher and | will 9t down with them and go over the lesson. | might have
some questions and | might have a suggestion. They might have the
questions for, and we kind of discuss the lesson or any other concerns they

might have. Often times, they will ask me to come back again for
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something else, to check something else out for them. But | try to keep it
low key, not easy. [Principa interview 3, 03/07/2002, p.6, lines 140-147]

There might be an aspect of the lesson that | might have an ideafor them
that would make it go smoother. | sat in the classthis year, and it was a
gpelling class. They were taking about vowel sounds of syllables. The
teacher was using a definition of vowe sounds of syllablesthat | have
years ago come up with ared smple explanation for that so | shared that
with the teacher afterwards. It was like what | suggest was so much easier
than what they were doing. So it depends what | see and what | think |
can do to help them. [Principa interview 3, 03/07/2002, p.7, lines 150-
156] If thereisaproblem, we'll talk about it. Then | set up atimeand I'll
come back again to give some ideas how to address the problem. And
then I’ll come back again. [Principd interview 3, 03/07/2002, pp.6-7,
lines 140-141]

Theinterpretation is important because what | see and what they see.
When [ fill out my observation forms, | do it with pencil. Becauseif there
issomething | have a question about, | will ask them. There may have
been something | might mark, there is a concern, and maybe | fdt that
they didn’t do enough for prior to Sarting a new concept. When | talked
about it | found that prior to me walking in the classroom they have done
that. Or maybe how they conducted their class the day before is dictated
and they didn’t have to go that much detail to start. Those sorts of things |
will be darifying in my interpretation what is going on and not having

been here theOday before or even half hour an hour before, | may miss
something that impactsthat. So that is one of the things | will ask a
clarification of. [Principd interview 3, 03/07/2002, pp.8-9, lines 177-187]
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What is described above is the conventional view and practice of supervison
mixed with teecher evaluation asit is commonly perceived and used in public schools
(Sergiovanni & Starratt, 1998; Vandiver, 2000): classroom observation by using a
checklist and apost conference. This type of supervision revolves around qudity control
orientation. It centers on evauating teachers competency through focusing on
predefined teaching behaviors. In the case of teacher D, she was eva uated based on the
criteria of conducting an effective guided reading session as described in the literacy
program.

Developing a better understanding about this notion of supervison entailsthe
examination of two sources of authority that seemed to be governing the supervisory
associations between principal D and teacher D: bureaucratic authority and technical-
rationdity authority. When individuas operate primarily within these sources of
authority, theroles of dl involved are distinctly established. The principd playstherole
of the superordinate and the teacher is the subordinate. The superordinate isthe decison
maker and is perceived to possess proficient knowledge about curriculum and teaching,
hence he/she is able to make judgments about on€e' s teaching competency (Sergiovanni &
Starratt, 1998). In principa D’sinterview responses, for ingtance, he talked about the
function of the post-observation meeting as atime for him to give explicit suggestions,
ask questions to the observed teacher, and find asolution if thereisa problem. The
message conveyed there was that principal D was responsible for providing answersto
questions, offering dternative ways of doing thingsin the classroom, and solving
problems. In other words, al the thinking related to teacher D’ s performance was done by

the authority figure.
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Teacher D was placed in a subordinate position.  She became a technician who
carried out expert knowledge provided by the literacy program and principal D. This
implies that principal D thought that he had a better knowledge of the matters under
consderation. Actudly principa D went on to state that the most important component
of his supervison was for teachersto listen to his suggestions and carry out changes
based on these suggestions. Partly this happens because of equating authority with
expertise. Hence, it can be concluded that the bureaucratic athority is a work
(Sergiovanni & Starratt, 1998).

Moreover, bureaucratic authority clearly states role expectations (Sergiovanni &
Starratt, 1998). Thistype of role digtinction was evident in principal D’ s thoughts as he
talked about why hisviews of education would be different than the teachers. The
interesting aspect was that both principal D and teacher D had a common perception that
they would have differences of opinion when articulaing their views on issues related to
kindergarten curriculum and teaching. Principa D thought that teacher D’ s views on such
issues would be different than his views because she only thinks about her classroom and
individua children, while he thinks about dl of the kindergarten program and school
system. Also, she would concentrate on what she likes to teach and what the children
liketo do in the classroom. According to teacher D, principd D would have adissmilar
perception about what a good kindergarten is because he would concentrate more on
academics due to the pressure from the superintendent. However, if he did not fed that

pressure, he might describe a good kindergarten more similarly to her description.

| think she [teacher D] would be more focused on individua students not
necessaily certain things about a program, meaning the standard st of the
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program, where the objectives set in kindergarten program. | think sheis,
al of our teachers are fair about the needs of the kids. Not aways
educationd, but socia, emotionad needs aswell. [Principd interview 1,
03/04/2002, pp.1-2, lines 23-27]

... they arefocused on their class. They are not necessarily taking the look
at the broader picture where dl the kindergarten kids are taken into
congderation. Or al the class broader picture, and how that broader
picture dictates the entire school system. Sometimes dictates, maybe
resource might be available for a particular classroom | mean, in terms of
perspective. [Principal interview 1, 03/04/2002, p.6, lines 133-138]

| don't know they might get alittle more involved in asfar aswhet they
like to teach in their classroom. It might be some of them like to reed to,
some of them like to get involved in learning centers, something like thet.
There might be a difference there. [Principd interview 1, 03/04/2002, p.4,
lines 72-76]

The influence of technicd rationd authority can clearly be seen asprincipa D

talked about his focus during his annua observation, which was on the guided reading

session. This single focus done conveys a compeling message about what he, asa

supervisor, vaued. Which was the teecher’ s ability of managing reading ingtruction and

the children’ responses to thisingtruction based on what this literacy program defined as

an effective guided reading sesson. This suggests that technicd rationdity authority isin

control rather than teacher D’ sway of defining effective reading ingtruction. As amatter

of fact, principal D was not in control in that Stuation either. The control belonged to the

literacy program not to teacher D or principa D.
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Smyth (1984) clamsthat the prevaence of technica authority is more dangerous
than bureaucratic authority Snce it gives afase impresson of autonomy. For instance,
curriculum packages seem to give teachers latitude on the surface, but in reality pressure
to conform to prescribed procedures promises more effectiveness.  So, while
bureaucratic authority is more gpparent, technicd rationa authority isless observable,
snce it exerts psychologicd type of control by forces external to schools.

In both bureaucratic and technica rationality authority, teachers professond
autonomy is margindized. Bureaucratic authority regards hierarchica reationships
through which principa s become superordinate to teachers. The power of being
superordinate grants principas as being well informed about the process of teaching and
learning. Technica rationd authority recognizes scientific knowledge above any other
type of knowledge, such as practical knowledge of teachers and thus teachers operate as
subordinates to scientific knowledge (Sergiovanni & Starratt, 1998; Smyth, Dow,
Hattam, Reid, & Shacklock, 2000).

In summary, principal D exercised a conventiond form of supervison influenced
by bureaucratic and technicd rationdity authority. The overarching form of supervison
seemed to be what Sergiovanni and Starratt (1998) characterize as “testing program itself
becomes a system of supervison” (p.220). Andogoudy, Waite (2000) defines such
focus as “ supervision as accountability” (p.286). It servesto the efforts for establishing

accountability through testing.
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Per ceptions about Curriculum and Teaching

According to teacher D Individuas such as the superintendent, curriculum
coordinator, and principa D were convinced that the literacy program was the one best-
suited their kindergarten program. With the adaptation of thisliteracy program, the
kindergarten curriculum was given anew philosophica identity that drifted away from
teacher D’s beliefs and vaues. As was mentioned in the previous section on supervisory
associations between principal D and teacher D, this literacy program was chosen by the
adminigtrators and passed down as requirements to teachers.

Curriculum hereis perceived as product, which congsted of in this case, a
prepackaged literacy program. Hence, curriculum change meant adopting anew
prepackaged program that contained ingtructions for teaching the predetermined content
and assessing children’slevel and progress. Moreover, teachers were trained to
implement the program effectively. When curriculum is consdered as a product, the
outcomes and methods of reaching these outcomes are clear, which makes curriculum
certain and predictable (Cornbleth, 1996).

In teacher D’ s eyes, the problem was two-fold. Firdt, teacher D and her peers
were excluded in making the decison to stop using the existing program and to adopt
another program. Second, the chosen program was incong stent with what teacher D
believed in. The new curriculum meant severd things for her: dteration of classroom
organization and materias, heavy emphads on reading and writing, eimination of
playtime, etc. For instance, there had to be both awriting center, and an ABCs center in
the classsoom. The classroom’s walls needed to be filled with the letters of the aphabet

and numbersin order to help children focus on literacy. The philosophy of the literacy
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program was not aigned with the use of any other decorative materids in the classroom
since such materids distract the children’s concentration from their actual work. Before
this newly adopted program, she provided the children with materids like, blocks, and
puppets, and centers like housekegping. She needed to eliminate the playtime due to the
requirement of spending two and a hdf hours of the haf-day program on reading and
writing.

Teacher D’s persona gods were for the children to enjoy school, to take risks,
and to progressin dl areas of development without any stress. As opposed to the
requirements of the digrict’s adminigtration, she vaued children’s play as one of the
modes of learning Since play fosterstheir socid skills, creativity, and fine motor skills.
Moreover, making learning fun through themes that provided the opportunity to do arts,
cooking, and crafts was important for her while the district’s goas were al academic.
Her persona views on kindergarten curriculum were more digned with the previous
curriculum, which she referred to as being developmental.

My gods, | want them to enjoy school, | want them to learn, and | want
them to not be afraid to take a chance and try something. | would like to
help them dl move beyond where they are when they comein
academicaly, socidly, emotiondly, and physicaly. [Teacher interview 1,
03/04/2002, p. 9, lines 188-191]

The digrict’ s gods, academicaly we have a curriculum handbook that we
areto cover this, thisand thisin kindergarten. So | think it is based on
their report card, their letters, sounds of the consonants, numbers of 20,
measuring by inches, etc. Thereisalist of objectivesfor the
year...[Teacher interview 1, 03/04/2002, p. 9, lines 191-193]
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According to teacher D, compared to the current curriculum, the previous
curriculum was more comprehengve as it included art, music, physica activity, and
academics. It valued children’sinterests and did not impose skills and knowledge on
them that are beyond their reach. The new literacy program pushed the children into
something that they are not ready for. She was epecialy worried about the amount of
pressure this program put on children to start reading in kindergarten. Its value for the
children was questionable in her mind:

Our philosophy, | should say, was more developmenta and so we got a
new superintendent and thisis histhird year...we didn't do alot of
pushing at this program for the last maybe fifteen years. That wasabig
thing, and now just the opposite. No | cannot say it isjust the opposite.
We 4ill incorporate some of it, but it is definitely more academic now.
More of the literacy, they should bereading in alevel C by the time they
go tofirg grade, so it islike boom this philosophy camein. [Teacher
interview 1, 03/04/2002, p.17, lines 370-385]

| think with developmenta, we take each child where they are at, and |
would try and take more of what they are interested in and not force things
ontheminaway. | think we used alittle more of a combined program
where there is more art, more music, more socid, physica and academics
al combined. Some of ther learning, | think, is salf-directed through their
play, and | guessit isamore holigtic type of gpproach in my opinion.

[ Teacher interview 2, 03/06/2002, p.1 lines 10-15]

Now | am just trying to take where they are at but | fed like | am forcing
them into some things that they are not ready to learn. Where before we
didn’'t have this reading program where they have to bereading a a
certain level by the end of the year, | didn't fed any pressure. Maybein
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some ways, the reading program is good, because it is pushing dong
further than | think they would have been at the end of last year, but some
of them | think it is frustrating, because | fed they are just not ready to
read. | am pushing them into these little books and it is not reglly meking
senseto them yet. | do wish we had more time for the playtime because |
think they learn through that and they need that and they just don’t have
timefor it. 1 think our superintendent would think playtime as awaste of
time, maybe not the principa but the superintendent. [ Teacher interview 2,
03/06/2002, pp.1-2 lines 17- 26]

| just wonder ‘Isit necessary for kids to read &t five years old? They are
reading in first grade. Why do | have to push them at five when | know
next year they’ll be ready toread.” “I can push them but why?” | don't
know. That ismy question about it. It isworking for some. They are
reading, some of the can read books that, | don’t know. | wouldn't push
them into before, but then | so see kids that we are trying to push into
books to read, they don’t even know their letters and sounds yet. And
according to the philosophy they have to be reading books. They
memorize it, but they are not reading it. | sat down with her, point to
every word, read it together, do different things to work on words and
after five or Sx times, you might read it by yoursdf tome. Then, if | ask
her to read it tomorrow, shewon't know it. She memorizesit, and | can
see her getting frustrated and | think *Why are we doing thisto poor kids?
So that isthe bad part of it but the good part of it is there are some kids
that are redly taking off with this. But they are the kids who are going to
do well no matter what. Y ou know what | mean? They have the stable
home environment, they have the parents who sit and read to them at
night. They areready. They are going to be fine. But some of these kids
just shouldn’t, | don’t think they need that extra pressure right now to
read. [Teacher interview 1, 03/04/2002, pp.17-18, lines 382-398]
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Although teacher D bdlieved in the importance of focusing on reading and
writing, she disagreed with the extent to which these two areas were emphasized with this
new literacy program. Bascdly first grade curriculum was pushed down to kindergarten,
which overlooked wheat the children can and cannot do.

The philosophica and practica dterations imposed on teacher D as she adopted
to the new program created what | call a professiona paradox; where one's espoused
platform isin conflict with administrative requirements. She was very voca about this
paradox when | asked questions about the curriculum. She often posed the question of
“My persond or the digtricts...?” [Teacher interview 1, 03/04/2002, p. 9, line 186]

This suggests that her views on education were not in agreement with the
digtrict’ sview. In the section on the nature of supervisory association, principa D’s
godsfor the children tended to focus on the children being more successful in reaching
externdly established god's, such as standards and grade level expectations. Teacher D’s
gods were related more to attitudes, such as enjoying school and children’s dispositions,
such astaking risks. What was imposed on teacher D was a uni-dimensona and one-
gze-fits-dl type of curriculum that consisted of a sole focus on academics. All the other
dimengons, if any were mentioned, served to further the gods of preparing children to be
successful in the upper grades. Principa D’ sinterview responses, clearly served to

reflect this philosophy.

Classroom Practices
“We have a curriculum-based assessment that we use. What we do iswe have a

written curriculum that teachers are expected to cover, and then we have generated atest
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from that curriculum at the end of the school year” [Principa interview 1, 03/04/2002,
pp.11-12, lines 254-256] said principal D. To him this assessment indicated whether
teachers covered the curriculum as planned. As part of his supervison, therefore, he
emphasized the importance of making sure that teachers teach the planned curriculum.
Aswas previoudy discussed, reading and writing were the main foci of the kindergarten
program. For teachersto carry out this emphas's, they needed to follow the literacy
program. This emphasis was clearly reflected in teacher D’ s classroom practicesin the
form of aheavy emphasis on reading and writing skills.

Sarting from the large group time in the morning until recess, every learning
experience was teacher structured and directed and was amost exclusively about literacy
skills, such aslearning the letters and sounds of the aphabet. With teacher D’ s words, the
upper administration pointed out that the kindergartners should be able to read by the end
of the year. In order to meet the expectations set for kindergartners, playtime was
eiminated from teacher D’ s classroom.

In the large group time, teacher D showed to the children what they needed to do
during center time and demongtrated to the children how to do these activities.
[Classroom observation data 1, 03/04/2002] “Next thing | want to doisletter ‘D.’ | am
going to hold up some words and tell me what it startswith.” ‘Doctor’ was the first word
she held up and asked, “ Can adoctor be a man? Can adoctor be awoman?’ “1 want you
to think of something in your mind that startswith ‘D’. The children said: dog, dinosaur,
and dad. [Classroom observation data 1, 03/04/2002]

What was interesting about this activity was that teacher D led the children to pay

attention to the stereotypes about gender-oriented jobs. [ Classroom observation data 1]
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On two other different occasions, the researcher observed teacher D’ s efforts to avoid
gender-biased statements when interacting with the children. Through this method, the
children received the message that they can think and behave outside the traditiondly
defined gender roles.

Asafollow up, teecher D said, “ We are going to do the letter ‘D’ today, so
remember to trace D’s. Look up here; acapitd ‘D’ isadraight line and ahdf of acircle.
A lower case‘d isacircleand graight line.” She holds up some pictures that started
with ‘d’ and says, “I will put this‘D’ book here so that you can get ideas.” [Classroom
observation data 1, 03/04/2002]

During my three-day observation, | saw the children working aone during the
center time to complete their center time activities while teacher D worked with small
groups of children for their guided reading sesson. She only gazed a the otherswho
worked in other centers. Sometimes the teacher’ s aid came in and walked around to help
the children when needed. [Classroom observation data 1, 03/04/2002; 2, 03/06/2002; &
3, 03/07/2002]

After center time, the children and the teacher met in the circle time. The teacher
went through esch child’ s folder to see what he/she did. For instance, when looking and
showing a child’ swork to the group, the teacher praised the child for writing the
sentence, and let other children figure out what he/she forgot to do. For example, this
one child forgot to put a period at the end of a sentence. Then, he took his folder and
went back to the table to put the period. [Classroom observation data 1]

Two hours of a haf-day program were required to be spent on reading and

writing, according to teacher D, in order to get the childrenreading at level C by the end
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of the kindergarten year. During my observationsin her classroom, dmogt dl the
activities were about the letters of the aphabet, their sounds etc. All of them were
preplanned by teacher D. They were highly structured to the point that there was only one
way of doing them. The children worked done in their seets or rotated through the
centersto finish up that day’ s activities. The children did not need to do much thinking,
they only needed to listen and follow the directions given by the teacher during the center
timein order to do the activities. They looked programmed as they worked in each
center without communicating with each other.

The question that israised here iswhat happens to professiond enhancement of
teachers who work in such a school context? Was there any other way for her to work
around the digtrict’ s requirement and to teach in line with her persona espoused
platform? What are the effects of such a program on children? Teacher D chose not to
operate outsde the expectations of authority even if it was not compatible with what she
believed in. Looking at this group of children in teacher D’ s classroom, one would think
that they were on task and working hard, which in evauative-based supervision indicates
effective teaching and learning. Unfortunately, teacher D was till mentaly dedling with
this paradox as she tried to figure out ways to learn to implement the program better.

| had asked our curriculum coordinator if we would be alowed to go out
to [state’s name] where it is developed to observe some kindergarten
teachersusing this. The answer isno. We don't have thefunding. Soll
think that would help. Maybe idedlly | would like to go in the fal when
they are sarting and then in the middle of the year and at the end of the
year to see how it progresses but it doesn't happen. [Teacher interview 3,
03/07/2002, p.18, lines 396-402]
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Maybe thisis because it ismy first year, but | fed rushed. | fed likel have
to rush through everything. | know thisisthefirgt year implementing this
and | haveto get alittle more organized, get it under my belt more. Buit |
think | would dmost like to see the day expand a little so that we would
have more time for other thingsthat | am not doing. [Teacher interview 3,
03/07/2002, p.11, lines 233-237]

| concur with Gitlin and Price (1992) when they clam that teaching isseen asa
technical endeavor within adminigrative evauative supervison. Teachers were confined
to teach as prescribed and thus lessen the vaue of their practical knowledge. Teaecher D's
df- efficacy seemed to weaken with respect to her own competency as ateacher and her
teaching’ simpact on children. For instance, she was unsure whether she covered
different curriculum areas well enough, and whether the children had enough experiences
in aress other than reading and writing. Reading and writing skills were focused on to
such an extent and isolated o that in teacher D’ s eyes they seemed to be areas that could
not be related to any other areas. She needed to be reassured and thus felt the need to be
monitored more often by her principad. One annua observation was not adequate in her

opinion.

Well, | think it would beided if he could observe more, but | understand
he isunder timelimit himsdf. So | think if we were alowed, or given
more time to talk as a kindergarten group, we do have these classes but
again thereis usudly atopic we haveto cover. Sometimes| think we
as0, just the kindergarten teachers, we need time with the group and say
what are you doing with your ABC center, what are some idess you have,
what are you doing with thisand that. What problems you have. We had
to come up with areport card very quickly, we thought of something and
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we don't likeit, but we haven't had time to sit down go over it yet and
come up with the better solution. So we probably have to meet over the
summer some time on our own to do thiswhich is okay but it is just there
isnot enough time and | am not saying that is Mr. [principal] fault. | think
we just cannot. That isthe problem | see. 1t would be grest if he could
observe me more, but | understand he cannot. [Teacher interview 3,
03/07/2002, pp.16-17, lines 366-377]

It appeared in teacher D’s comments that she wished to be closely monitored,
which is congstent with the view of conventiond supervison and was something that she
needed, but was not provided with. This contrasted with the notion that experienced
teachers find traditiona supervisory practices irresponsive to their needs (Brundage,
1992). Actudly, the merit of supervison as qudity control is often questioned in the
literature on supervison. Some believe that this type of supervison becomes aritua or
formality rather than a professona enhancing endeavor, since the supervisor in most
cases lacks the knowledge of the context, the students, and the teachers, presentslittle or
no opportunity for educative discourse (Vandiver, 2000; Abbey, 2000), is a one-time vigt

(Starratt, 1997), and margindizes teachers knowledge (Gitlin & Price, 1992).

Synopsis of Case D
Figure 2 summarizes the nature of teacher-supervisor relationshipsin case D. In
generd, this diagram shows what types of authorities and form of power isused in
accountability-oriented supervisory association that is driven by tests. It also indicates

how such supervisory associations shape teaching and influences teachers.
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As sen in figure 4, the greatest influence on curriculum and supervision in this
caseisthe educationd policy of standardized achievement tests and accountability
movement. The reliance on bureaucratic and technical rationa authority placed the
power of decison making in the hands of individuas in adminigrative positionsand in
scientific knowledge. This demongtrates the power of nationd educationd policy over
principa D to which he responded by adopting a prescriptive curriculum package and by
conducting supervision in abureaucratic manner based on hierarchica order.

In theory, principa D viewed teachers as professonas and in fact he said that he
“expects teachers to make professona decisons’ which fitsin with what Sergiovanni
and Starratt (1998) cdl “labeling teachers as professonds but viewing the work of
teaching as bureaucratic” (p.203). However, in practice, teachers were not part of
making a decision about adapting the literacy program. By solely depending on these
two sources of authority, the system disempowered teachers and diminished their role to
a st of predetermined teaching behaviors. Thisin turn showed the teaching processto be
bureaucraticaly driven and confined the children’s experiences to a set of academic
skills. Teacher D’s sense of disempowerment seemed to impact her self-efficacy. In
explaining the dynamics of teacher efficacy, Sergiovanni and Starratt, (1998) point out
the importance of school culture that procures * shared decision making and covenant”
(p.208).

The fact that principal D was responsible for supervising teechersin severd
school buildings and the fact that he aimed to observe kindergarten teachers only when
they were conducting guided reading session exacerbated the issue of scheduling

conflictsfor principa D. He seemed to rationalize bureaucratized supervision based on
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infrequent and checklist based observations. Waite and Fernandes (2000) cdl this overly
hectic schedule that seemsto prevall as“intengfication.” They call atention to how

much of aprincipd’sjob is bureaucratized through increased paper work, rules, and
regulations to be followed. This bureaucratization, in turn, manifestsitsef in teecher
supervison mainly as observing and appraising of teacher competency. This asserts that
there is an absolute certainty of the shape that teaching in a kindergarten classroom
should take, which ultimately goes againg the dynamic nature of children’slearning.

It is not surprising to see that the influence between principa D and teacher D is
unidirectiond. This unidirectiond influence generates as part of the bureaucratic and
technical rationa authority. Both sources of these authorities operate based on the
premise of hierarchica relationships. Hence, principa D’ s expectations transmitted
through supervisory processes and the prescribed type of teaching in the literacy program
had a greater influence over teacher D’ s practice than her own educational beliefs and
vaues. Aswas discussed, the educational policy on testing was the main controlling
force behind dl these influences. What principa D did was to convey uni-directiondity
of the influence of nationd educationa policy to the teachers. Helet the testing system
take over which may be partly due to the compatibility of his own views on education
with the testing system. Certainly, teacher D’ s views were not digned with the focus of
testing and principa D’sview. What isimportant for teacher D is overlooked. Waite
(1995) put it well as he states that “ pressure on teachers to raise their students' test
scores’ disempowered teachers, but supervisors Stuation is no different than teachers
snce they are also disempowered through “increased pressure to dedl with teachersasa

mass, to spend much of thelr time shuffling paperwork...” (p.7).
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CHAPTER EIGHT: DISCUSSION AND RECOMMENDATIONS

Chapter eight presents a summary of themes across the four cases, discussion of
the themesin connection with the literature, implications for teacher supervision,

limitations of the study, strengths of the study, and recommendations for future research.

Summary of Themes

The primary themes that emerged from the study and that were used to characterize the

dyads were:

(1a) active and inactive-collegid supervisory associations

(1b) teachers of collegid supervisory associations with consistent curriculum beliefs and
actual classroom practices,

(29) inactive-hierarchica supervisory associations,

(2b) teachers of inactive-hierarchical supervisory associations with inconsstent
curriculum beliefs and actud classroom practices,

(3) inactive supervisory associations for al experienced teachers,

The results of this study demonstrated two types of supervisory associaions: (1a)
collegia and (2a) superior-subordinate. The collegia supervisory associations were
further divided into two forms. active collegid and inactive-collegid. Both forms of
collegia associations were primarily influenced by professond and mora sources of
authority and supported by persona source of authority. These authorities manifested
themsdves through the principles of mutua respect, trust, and shared understandings

about the education of young children. The primary principle that differentiated active-
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collegid from inective-collegia supervisory association was ongoing didogue. The
superior-subordinate supervisory associations were based on a hierarchica notion that
were governed by bureaucratic and technica-rationa sources of authority.

Case A represents an active-collegid and case C is an example of inactive-
collegid supervisory associations. Case D reflects an inactive-hierarchical type of
supervisory association followed by case B. A related finding was that teachersin
collegid supervisory associations espoused and carried out DAP. In effect, their
curriculum beliefs were consstent with their classroom practices. In contrast, teachers of
inactive-hierarchica associations believed in DAP, but their actual practices were uni-
dimensond, primarily focusing on forma ingruction of academic kills. Hence, this
reflects a discrepancy between their beliefs and observed practices. These two related
findings, types of supervisory associations and types of curriculum beliefs and practices,

aeinterrelated.

Discussion of the Themes

(1a) Collegial Supervisory Associations

Examining collegid supervisory associationsindicated the influence of
professona and mora authorities that hel ped generate reciproca trust, respect and
shared understandings about education. Collegia associations gppeared to be activein
cae A inthe sensethat principal A and teacher A operated in their school asa
community in which they valued a positive school and classsoom climate. They engaged
in ongoing didogue about teaching and learning, and operated with shared

undergtandings about education. Collegid associations seemed to beinactivein case C
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since principd C'sand teacher C's supervisory association was limited mainly to annud
forma observation of histeaching performance. But they aso had shared understandings
in repect to education of young children, mutual respect and trust. These points will be

elaborated later in discussing the differences between case A and C.

Trust, Respect, and Shared Under standings. What doesit mean to have a supervisory
association that is defined by respect, trust, and shared understandings? How important
isit to have such an association for teaching and learning in kindergarten?

Devedoping trugting relationships with teachers brings certain responghilities that
both principas and teachers need to accept. Showing interest in teachers classroom
lives, acting as equds, and developing knowledge and understanding about young
children’ s education are among the responsibilities of principals. Teachers need to see
ther principas as equas as wdl and to fully commit themselves to enhancing their own
theoretical and pedagogica expertise. Additiondly, they should be sdf-governed, but at
same time operate interdependently with other members of their school. The importance
of principas interest in the teaching process has been recognized as an essentia
component in generating trusting rel ationships with teachers (Ebmeier, 2003; Pavan,
1997). Thisinterest manifestsitsef in the form of gpending time in the classroom and
diaoging with teachers about their practices and children in their dlassrooms (Pavan,
1997).

In astudy on associations among teacher efficacy, commitment, teacher
supervison and organizationdal factors, Ebmeier (2003) found that principas’ interest in

the teaching process directly influenced teachers respect and confidence in their
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principas. Thelevd of principas interest aso connected to teachers satisfaction and
commitment. Interestingly, this sudy demondrated that the “ effects of principd
supervision on teecher affective reactions (confidence, commitment, satifaction) are
obtained only through the extent to which teachers believe the principd isinterested in
and committed to supporting teaching” (p.135). The emphasis hereisthat principas
interest in teaching by itsdlf is not adequate, but teachers need to bdieve in the principas
sncerity. This study helps us consider the issue that not only principas’ interest but aso
teachers bdiefsin principas interest makes a difference.

Similarly, the issue of mutud trust was emphasized by both teacher A and
principal A and teacher C and principal C. Both of these principals as well as teachers
were aware of each other’ s understandings about the complexity of children’slearning
and teaching in kindergarten. In other words, they had confidence in each other’s
professona knowledge of educating young children. Moreover, there was an agreement
among respective participants of case A and C about what constitutes a good
kindergarten program. The understanding was thet it was defined by its developmental
gopropriateness. This lended itsdlf to shared understandings between them. Thereisaso
the component of respect that plays into this process. The type of respect demonstrated
here conforms Ihara s (1988) definition of respect as quoted in Sergiovanni (1992b):
“One who has respect from someone's specid knowledge and skills will be confident that
he or she will act knowledgesbly and skillfully” (p.92). Trust combined with respect dso
meant that teachers A and C were able to trandate their professond expertise into

practice as being responsve to children, which was recognized by their principas.
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Due to the existence of trust and respect of teachers A’sand C's knowledge and
skills, principas A and C relied on professiona and mord authoritiesin their supervisory
asociations. They did not depend on a constant monitoring of teachers performance.
Nor did their teachers request such control from their principas to ensure them that they
were doing the right thing. As Sergiovanni (1992b) stated, “neither one [professiond and
mora authorities] is management-or leadership-intensive, and both create aresponsein
teachers that comes from within, rather than being imposed” (p.31).

Just as their principals, teachers A and C operated on the basis of professond and
mord authority. Professond authority in this case meant that teachers A and C showed
the knowledge of what, when, and how to teach. They were in favor of the philosophy of
DAP not because they were required to do so but because they believed in its benefits for
the children. Thisisin support of what Sergiovanni and Starratt, (1998) argue about
professiona authority whichis, “knowledge does not exist apart from teacher and
context, and so teachers are dways superordinate to the knowledge base” (p.35).

| would add to Sergiovanni’s and Starratt’s (1998) point that supervisors are dso
superordinate to the expert knowledge if they do not impose such knowledge on teachers
and do not operate solely with the suggestions provided by such knowledge. Both
teachers and supervisors ought to recognize that scientific knowledge should be used to
inform one' s practice, but not to prescribe it.

Further, these teachers responded to mora authority aswell. They had “duties,
respongibilities, and obligations’ that led them to “work diligently, practice in exemplary
way's, keep abreast of new ideas, help other members of the learning community be

successful...” (Sergiovanni, 1992b, p.50). Mord authority also guides teachersto be



206

sdf-governed professionas who operate with shared commitment and be interdependent
on other members,

What is observed here are teachers who experience persona authority in the form
of a pogtive climate with the * conditions of work that alow people to meet needs for
achievement, chdlenge, respongbility, autonomy, and esteem.” This establishes a strong
source of support for professiona and mora authority (Sergiovanni & Starratt, 1998,
p.41).

The components of trust, respect for teachers autonomy, and shared
understanding establish a strong base for collegia supervisory associations that rgect the
idea of controlling teachers of young children through standardized teaching. Hence,
factors such as performance on standardized tests cannot dictate what they teach and how
they teach in their classrooms. For example, in teecher C' s Stuation, his belief system on
educating young children, his self-study of field related literature, and past teaching
experiences were strong determining forces in his practice. In addition, principa C
strived to protect teacher C's autonomy against outsde forces that attempted to control
curriculum and teaching. As an example of this, upper adminigrators and parents
demand for more academics in kindergarten were becoming stronger. Yet, principa C
did not give into this demand. Her understanding of supervisory associations was not
based on the principle of control. Teacher C interpreted this pressure, as an intrusion of
his professond judgment.

In summary, what is seen here are teachers and principas working toward
creating a supportive environment in which both sdesfulfill their professond and mord

respongbilitiesin away that they are both empowered. The empowerment was carried
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out through mutud trust and respect of teachers and principas in respect to each other’s
knowledge and skills for providing enhancing learning experiences for children, strong
commitment to work with children, and dedication to the virtue of caring. In

Sergiovanni’ s and Starratt’ s (1998) words, these features are considered as “ professional
virtues’ (p.76) that are fundamentd in generating collegial supervison. Such virtues can
flourish to agreater extent as teachers and principas share ownership of the complex

phenomenon of educating young children.

What Set Case A Apart from Case C? The mgor point that differentiates case A from
case C makesit an active-collegid supervisory associaion is principd A’s and teacher
A’s emphasis on ongoing dia ogue when spesking about their supervisory associations.
The lack of emphasis on diaogue was the main consderation in determining the
supervisory association between teacher C and principad C as an inactive-collegid
association.

In active-collegid supervisory associations, did ogue among teachers and between
teachers and principals becomes essentia since that is how individuds “make explicit
professiona values and accepted tenets of practice” (Sergiovanni & Starratt, 1998, p.44).
Andogoudy, thisishow principa A and teacher A knew each other’ s perspective on
education and developed shared understandingsin regard to. Also, it isthrough didogue
that teacher A reflected upon her practice.

In principal A’s and teecher A’sview, DAP was an important part of the
kindergarten program with emphases on individual characteristics, needs, and interedts.

For them, the connecting forces are the vaues of caring for, acceptance of, and trust in
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children and adults. This emphasis on vaues diversity is seen as an integrd part of
classroom lives, not as an add-on to the curriculum. Recognizing diversity manifested
itsdlf in teacher A’s classroom through severd venues, such as guiding the children to
fed good about themselves for who they are, including their language background into
the cdlassroom by utilizing things, such as books in the children’s native language, family
types, and racid features.

At another level, such a collective endeavor between principa A and teacher A
providesteacher A an avenue for reflecting upon her emerging understandings and
practice. One measure of such reflection surfaced from both teacher A’s and principa
A’s comments when they talked about their ongoing diad ogue on teaching and learning.
It is through the nature of such didogue that a trust relationship was developed asthe
principa continued to show interest in the teaching practices. For instance, teacher A
consgtently emphasized how much principd A wasinvolved in what she was doing in
her classroom and how comfortable she was to discuss her failures and successes with
principd A. Teacher A relied on principa A’s ahility of percelving teaching with an eye
toward reditism and used this process as away to reflect on them. She was not
concerned that principal A would judge her or use her speaking about failures as part of
her annud evduation. Anaogoudy, principa A trusted teacher A’s ability to reflect on
her own practice. Reflection was carried out through telling stories about teaching and
learning. In principa A’s eyes, this was a good teaching tool for both herself and teacher
A.

As opposed to teacher A and principa A, neither principal C nor teacher C

pointed to diaogue between them. Lack of didogue, however, did not hinder their
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shared understandings on the fact that DAP was an essentid aspect of their program.
However, their understandings of DAP seemed to be limited by the individua
appropriateness of learning experiences that did not go beyond the children’ s ahilities and
interests. Thislack of emphasis on didogue may be due to the fact that teacher C was an
experienced teacher while teacher A was a beginning teacher. Moreover, teacher C had
two kindergarten teachers to talk with while teacher A did not have any other
kindergarten teachersin the school building. So, it gppears that the factors of experience
and the existence of ateam of kindergarten teachers were the reasons behind principa C
indirect support of dialogue among al kindergarten teechers rather than communicating
with teacher C on an ongoing basis. Teacher C aso had an opportunity to engage in self-
supervison during his sdf-planned professiona development as discussed in chapter Six.
In other words, teacher C experienced both individudity asin the form of saf-governed
professond growth and collectivity through collegia associations with other teachers.
The importance of diaogue between teachers and principas s pointed out in the
ECE literature in alimited sense (French et d., 1998; Swadener & Miller-Marsh, 1993;
West, 2000). Based on their study of principas view on DAP, French, Lambert, Pena,
Jensen, and Roberts, (1998) recommend that teachers and principas should engagein
diaogue. West (2000) conducted a multiple case study about the influence of principas
on the indtitutionalization of DAP. She found that teachers considered the principa asa
crucid facilitator in both practicing and maintaining DAP in ther dlassooms. Whichin
turn meant, that the principa engaged in diadogue with teachers about DAP. Through
this, these authors thought that better understandings about teaching strategies, children’s

learning, and development can be achieved. | agree with their recommendation to a
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limited extent, however, it is not enough to just develop understandings and maintain
DAP which will be eaborated in theimplications of this study.

The importance of a supportive school climate iswidey recognized in the field of
early childhood education (Skyes, 1994; Wood, 1994). For ingtance, in describing a
public school digtrict’s experience in generating more DAP, Wood (1994) cdlsfor
principals and assstant principas to examine how they influence teechers and learners
experiencesin the classoom.  The idea behind such arecommendation is to encourage
al to develop better understandings about teachers and children.  All thisis influenced
by cregting a caring community that maintains collegia relationships.

In sum, the primary principles of shared understanding, diaogue, respect, and
trust are essential agpects of active collegia supervisory associations. These principles
are smilar to what Sergiovanni and Starratt (1998) refer to when defining collegidity.
According to them, collegidity entails “high levels of collaboration among teachers and
between teachers and principa and characterized by mutua respect, shared work values,

cooperation, and specific conversations about teaching and learning” (p.200).

(1b) Consistency Between Beliefs and Observed Practicesin Collegial Associations
Congstency between teachers beliefs and behaviors has been the focus of many

research sudiesin thefidd of ECE. A variety of factors, which are dso related to this

study, have been shown as reasons behind this consistency: higher levels of education

(e.g. BSand/or MS) (Elicker, Huang, & Wen, 2003), type of education background

(elementary versus early childhood), more years of teaching experience (McMullen,

1997; McMullen, 1999; McMullen, 2003) continued professond training (Elicker et d.,
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2003), and teachers' involvement in their professona development in an active manner
(McMullen, 2003).

In this study, teachers A’s and C's curriculum beliefs of DAP were consstent
with their classroom practices. Coherence between teachers beliefs and teaching
behaviors has been reported in the literature on ECE curriculum. For instance, Stipek and
Byler (1997) conducted aresearch study on the relaionship between teachers beliefs,
goals for education and their teaching. They found that teachers who bdieved in aformd
ingtructiona approach recognized the value of standardized tests more than teachers' of
child-centered orientation.

Exploring the reasons behind teacher A’s and C's matching beliefs and practices
reveal both conflicts and supports for the findings of Elicker, Huang, and Wen (2003) and
McMullen (2003). Conflicts emerge with respect to teacher A’s years of experience ad
teacher C's educationa background. Teacher A was abeginning teacher whose
educationd beliefs matched with her teaching behaviors which contradicts with
McMullen’'s (1997, 1999) findings. McMullen’s (1999) rationale behind such findingsis
that beginning teachers “ may lack resources and coping skills necessary to implement
what they have been taught and what they may truly believe are best practices with young
children” (p.220). McMullen here draws attention to the influence of the work
environment thet links us to supervisory associaions. As seen in chapter four, and
discussed in preceding pages of this chapter, teacher A experienced an active- supervisory
association that strengthens her confidence in her knowledge and teaching skills. Her
work environment nurtured her for who she was professiondly rather than creating

anxiety through imposing practices that contradicted with her belief sysem. Therefore,
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teacher A’slack of years of teaching experience was not afactor for carrying out what
she believed in.

Teacher C'sbackground in ementary education dso isin conflict with
McMullen’s (2003) finding that teachers with eementary educetion backgrounds had
weeker DAP related beliefs and practices. One way to explain the reason behind this
conflict isto congider teacher C's ongoing professond development effortswhich isin
support of Elicker's, Huang's, and Wen's (2003) findings. Teacher C had immersed
himsdlf in avariety of professond devel opment activities, such as readings of NAEYC
position statements, participating workshops and conferences both as a presenter and asa
listener.

Moreover, teecher C's active engagement in his professiona development plan, as
discussed in chapter S, isadso conggtent with McMullen's (2003) finding on the
positive relaion between involvement in professond development and DAP. As shown
in chapter six, teacher C had sdlf-planned, implemented, and evauated two years of his
professona development. Teachers A’sand C's higher educationa level (BA & M.ED)
aso coincides with finding thet teachers with high educationa level had matching beiefs
and classroom practices (Elicker et d., 2003).

This sudy shedslight into an unexamined areain the lives of kindergarten
teachers in public schools, namely their supervisory associations with principds.
Teachers A and C empowered themselves through being committed to what they believed
in. Inthe same direction, their supervisory associations aso empowered them by
recognizing their beliefs and by supporting them to operate in accordance with what they

believed in. The phrase, teachers should have “power to be and power to do”
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(Sergiovanni & Starratt, 1998, p.82), illuminates well these two teachers statusin their

supervisory associations.

(2) Inactive-Hierarchical Supervisory Associations

Inective-hierarchical supervisory associations reflect what iscommonly seenin
public schools. Conventiond supervison is known for its emphasis on “ingructiona
relationships in the school on ahierarchica principa-teacher dyad, thus isolating teachers
from each other and severely restricting opportunities for educative discourse” (Reitzug,
1997, p.342). Within this hierarchy, roles of principas and teechers are digtinctively
gated. The principas rolein this processis to evaluate a subordinate' s teaching
performance (Nolan, 1997) conveying a sense that the principas are experts and teachers
are non-experts (Sergiovanni & Starratt, 1998).

Case D reflects this sort of traditiona supervisory relationship followed closdy
by case B. The discussion here will primarily focus on case D snceit illuminates
inactive-hierarchica associations better than case B. Inactive-hierarchica supervisory
associaions are inactive in the sense that thereis virtualy no open communication about
education of children between teachers and principas. Also, they are hierarchica dueto
superiority of both bureaucratic and/or technical-rationd authorities that exert power over
teachers by using externa forces, such as rules, regulations or scientific knowledge.

These driving source of bureaucratic and/or technical-rationa authorities are
externd and operate as detached from school context and its participants (Sergiovanni &
Starratt, 1998). Hence, curriculum and teaching are technical endeavors (Miller & Sdler,

1985). Teachersare, then, to put others thoughts into practice obstructing possibilities of
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being “intelectuds’ who engage in inquiring into their own practices and their
surrounding circumstances (Smyth, 1991, p.64). This meansthat regardless of
characterigtics of a classroom context and ateacher’s perspective, afixed notion of
supervision, curriculum, and teaching would apply.

The bureaucratic and technica-rationd were primary sources of authority thet
governed the nature of supervison, curriculum, and teaching in case D. Bureaucratic
authority manifested itsdlf in case D in the form of educationd policies on standardized
tests. Such policy was a motivation behind the adminisirators decisons to adapt a new
literacy program without including teachers' into the decison- making process. The
annud teacher performance evaluation in case D served as away to check for quality
control of her teaching. The overarching god hereisto see whether teacher D measured
up to standards of conducting a guided reading session as prescribed in the literacy
program, which brought technical-rationd authority into play. Meaning, the literacy
program prescribed teacher D’ s practice and thus was superior to her professiona
knowledge and kills.

This suggedts that inactive- hierarchica associations adlowed socio-culturd forces,
such as state wide standardized tests, to control not only administrators' actions, but also
teacher D’ spractices. Teacher D was a subordinate technician to such a uni-directiond
force that diminished her professond autonomy. This meant that her role was to tranamit
pre-sructured practices of the literacy program to children. Unfortunately, the mgority
of the learning experiences were narrowed down to a uni-dimension, namely academic
skills. She experienced dragtic philosophical and pedagogica changes that brought

professiond paradox to her thoughts and practices.
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What teacher D had experienced in practice reflects the prevaent focus of
supervison in both theory and practice. For instance, teacher D’ s experience of superior-
subordinate association and its impact on hers, is congstent with the results of a recent
anadysis of supervision theories textbooks conducted by Reitzug (1997): “principa as
expert and superior, the teacher as deficient and voicdless, teaching as fixed technology,
and supervison as adiscrete intervention” (p.326). Following hierarchicd thinking is
that any change in schools comes from top-down or from adminisirators to teachers. This
way of thinking, however, does not contribute to either principas or teachers because it
margindizes teachers knowledge and encumbers principals responsibilities (Reitzug,
1997).

In summary, the influence of the recent accountability movement in the education
arena can be clearly seen in case D in the following ways. emphasis on tests, both Sate
mandated standardized tests and district mandated end-year test in kindergarten, and the
expectation for teacher D to teach in accordance with the literacy program. Thereis
currently an emphas's on meeting academic achievement sandards and maintaining
teacher accountability for conformity to aset of criteria. Waite (2000) asserts that this
emphasis bureaucratizes supervison and education. Critics of the accountability a
movement argue that such movement brings alot of stressto teachers, whileit diminishes
their autonomy. Aswas demondtrated in case D, teachers and the principas as
supervisors were disempowered due to this over bureaucratization of their responsibilities

(Waite, 2000).
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(2a) Inconsistency Between Beliefs and Observed Classroom Practicesin
Inactive-Hierarchical Associations

Teachers B and D who experienced inactive-hierarchica supervisory associations
demonstrated a discrepancy between their beliefs of kindergarten education and observed
classroom practices. In the interviews conducted with teachers B and D, they articulated
thelr beliefs of kindergarten education within the framework of DAP. But their practices
were clearly highly structured, teacher directed, and uni-dimensond; forma indruction
of basic academic ills.

Teacher B had 14 years of experience and teacher D had eight years of experience
and amaster’ sdegree. Y€, they both had a discrepancy between their beliefs and
classroom practices.  Thisisa conflicting finding with what Elicker, Huang, and Wen,
(2003) and McMullen (2003) found in their sudy of developmentally appropriate beliefs
and practices (previoudy reported under 1(b)). Elicker’s, Huang's, and Wen's, (2003)
study demondtrated that teachers with higher educationa level and McMullen (2003)
showed that teachers with years of experience had more DAP in their classrooms. The
difference in this study is that teachers B’s and D’ s beliefs were close to DAP orientation
but their practices were opposite of DAP due to administrative pressure.

Teacher B was unaware of thisincongstency rather she was very comfortable
with what she taught and how she taught. Inactive-hierarchica supervisory association
did not appear to help teacher B redize the gap between her beliefs and practices. Itis
unlikely that teacher B would ask such assistance from principa B since principa B’s
understanding of supervision revolved around evauating her teaching competence.

Nolan and Francis (1992) point out thisissue. They state that when supervisors operate
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as judges of teachers competence, teachers are more likely to avoid discussing real
worries with their supervisors. In such a context, the supervisor holds al power and
hence, unequal power sharing between supervisors and teachers precludes the
development of trusting associations (Nolan, 1997).

It also appeared that principa B did not know whether there was congruency
between teacher B’ s beliefs and teaching behaviors. Evidence of thiswas shown in
chapter five. Second, he might not know whet teaching behaviors are congruent with
developmentdly appropriate bdiefs. Otherwise, he would have noticed this
incongruency if he had engaged in diadogue with teacher B. These two points clearly
show the need for active supervisory associations that can lead to the growth of both
teacher B and principa B.

In contrast to teacher B, teacher D was aware of the inconsistency between her
beliefs and her practices, but she saw administrators as being respongible for it, snce
adminigrators imposed upon her a highly academic literacy program that was not digned
with what she believed in. Teacher D smply chose to give up what she believed in and
vaued as a professiondl.

In sum, the lack of supervisory associationsin case B and the dominating nature
of supervison in case D did not dlow the creation of alink between teachers bdiefs and
thelr teaching behaviors. Teacher B’s Stuation isilludtrative of what Abbey (2000)
points out about the vicious nature of bureaucratic supervison. Such supervison fulfills
only bureaucratic requirements about teacher evauation, but it does not produce an
atmosphere for collegia didogue (Abbey, 2000) that can lead teachers, like teacher B, to

reflect upon their belief systems and their teaching behaviors. Teacher D’ s Stuation,
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however, represents a conscious action on the part of adminitrators to impose what they
thought kindergarten education should be. This created a professond paradox leading to

adiscrepancy between her beliefs and practices.

(3) Supervisory Associations of All Experienced Teachers (B, C, D) Were I nactive

Cross-examination of four cases of this study indicated that supervisory
associations of al experienced teachers (B, C, D) wereinactive. Ther supervisory
asociations exiged only inaformd sense, asin the form of one-time classroom visit for
measuring teachers competency. The inactive aspect of these teachers supervisory
associations differed from each other in the sense that teachers B and D experienced
inactive- superior-subordinate supervisory associations, while teacher C had inactive-
collegid supervisory associations.

Severd crucid questions rise from this Stuation: Did principas B, C, and D think
that teachers B, C, and D did not need an active supervisory association because they had
been teaching for years? Did teachers B, C, and D think that they did not need active
supervison? Answers to these questions are interwoven.

Aswas shown in preceding pages, teachers of collegia supervisory associations
had consstency between their curriculum beliefs, DAP, and their classroom behaviors.
Conversdy, there was an inconsstency between teachers beliefs and practicesin
superior-subordinate supervisory associations. | previoudy inferred that teachersin
collegid associations both empowered themselves and also were empowered by their
supervisory associations to be cognizant of what their thinking was and how they could

put their thinking into practice. The fact that teacher C was able to teach in accordance
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with his beliefs links us to the collegid aspect of hisinactive supervison. Notice that it
isdill an inactive supervisory association but he and his principal connected on some
features of collegidity: shared beliefs, respect, and trust. These characterigtics, dong
with his commitment to his beliefs about education of young children, empowered him to
have his professond autonomy, which differentiated teacher C from teacher B'sand D’'s
supervisory associations.

On the contrary, teachers of superior-subordinate associations thought of the
education of young children in a developmentaly gppropriate manner but taught in auni-
dimensond way soldy consisting of the ingtruction of academic skills. For example,
teacher D’s actions were in line with what was required by her administration in expense
of what she believed in and leaving her unsure of her teaching abilities and the qudity of
learning experiences of the children in her classroom. Since she dlowed other
individuasto have totd control of her teaching, she expected these individuasto decide
whether she was doing agood job at teaching or not. Hence, she asked more of
bureaucratic supervison, which is contrary to what others noted in the supervisory
literature. Veteran teachers find bureaucratic supervision demeaning (Brundage, 1992;
Holland & Adams, 2002). Teacher D’ s reason behind requesting more of such
supervison gppeared to slem from her weskening sense of efficacy in teaching that hed
to be dtered in accordance with the way the literacy program prescribed it. As pointed
out by Gilley and Callahan, (2000), environments that disregard teachers vaues and
bdliefs negatively influence tharr sdf-esteem.

Besides these congstencies and inconsistencies, teachers of both collegid and

superior-subordinate associations responded differently to how their practices had been
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influenced by the demands imposed on their practices. An example related to curriculum
is helpful here to better demondtrate the difference between teacher C and teacher D. An
issue that both teachers C and D voiced concern over was the demand for more
indruction of academic kills. In their eyesthis socio-cultural force acted as a control
mechanism to decide what and how curriculum and teaching should be carried ouit.
However, the differenceisthat teacher C chose to stand up his beliefs about high qudity
practices while teacher D was only able to talk about what she believed in but was unable
to put her beliefsinto action. This type of demand for more rigorous academic
curriculum imposes practices that are opposite of what some teachers believe in (Stipek
& Byler, 1997), but teachers differently react to such demands. It isasource of
disappointment for some kindergarten teachers (Wortham, 1995) while for othersit
becomes smply amatter of following what isimposed upon them asit was seenin
teachers C'sand D’ sreaction.

Also, | think that the teachers values about education and their commitment are
important in the way teachers work around or respond to administrative pressuresfor a
more uni-dimensiondly oriented curriculum. If they have less commitment in their own
beliefs and vaues on education, they would give in to expectations of bureaucratic
authorities, which transform teaching into atechnica notion. On the other hand, if they
have a strong commitment, they would not abolish their persond and professiord
opinion, rather they would be able to use novel ways to incorporate ingtitutional
expectationsinto their practice.

Another fact to be consdered is whether gender makes a difference in how

teachers react to the demands for more forma ingtruction of basic kills that are imposed
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upon them by adminigtrators or parents. As stated at the beginning of chapters six and
seven, teacher C is maewith afemae principa and teecher D isfemae with amae
principd. Isit possible that teacher C was able to take a stance to prevent outside sources
to control his teaching because heismale? Isit possible that teacher D alowed her
teaching to be controlled by an adminigtrative body because she isfemale and the

principd isamae?

As discussed throughout this chapter, teachers and principas of collegia
supervisory associations responded to demands of educationd policy on state wide
sandardized tests without sacrificing their professond autonomy. Rather, they rejected
the idea of adapting teaching practices that are contradictory with their own beliefs and
pedagogica undersandings. So, it is safe to say or conclude that it matters whether

teachers experience inactive-hierarchica or inactive-collegid supervisory associations.

Implicationsfor Supervisory Associations

In this study, collegid supervisory associations seem to generate environmentsin
which teachers and principas primarily operate from the sources of professond and
mord authorities. Teachers and principa's see each other as equals who have shared
understandings that teaching and learning should be consstent with DAP in kindergarten
classrooms. The emphasisis placed on individua and developmenta gppropriateness of
learning experiences. It issurprising to see, however, limited and/or lack of emphasis
given to developing socio-culturd and familid factors in the participants of this study,
(with the exception of teacher A). Socio-cultura and familia factors which isthe third

aspect of the revised edition of DAP, is discussed in the literature review on early
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childhood curriculum as an essentia aspect of curriculum. However, it seemed that most
of the teachers and principas of this study did not share the importance of such a
perspective.

Severd issues and/or concerns surfaced about the issue of diversity acrossthe
four cases of thisstudy. Thefirst oneisthat diversity was considered as an add on
curriculum. When taking about diversity, educators seemed to focus only on “children
who are coming from another country.” It is common to see educators talk about being
sengtive and respongve to diversty only in terms of superficia aspects of a culture, such
asfood and clothing. Thisisalimited way of thinking about diversity since diversity has
avariety of aspects that are not necessarily defined by geographic location. Each
individua child brings al of these unique aspects of diveraty with themsdvesto the
classroom such astheir family types, family routines, gender, physica attributes, ability,
community surrounding their families dong with the commonly upon focused aspects of
diversity such as culture and linguitics (Derman Sparks & ABC Task Force, 1989).

Also, some teachers have anxiety and concern about having a diversity
perspective in kindergarten. They think that it can produce negative consequences as
some participants of this study pointed out. For instance, teacher C deemed that
kindergartners do not recognize that some of them are coming from a different race, s0
pointing out race may perpetuate racism in children in hisopinion. It is essentid that
teachers overcome their misconceptions of diversity and improve their knowledge and
practices by developing understandings about a much broader early childhood curriculum

both in conceptudization and in practice. Diversity related experiences are part of basic
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education. It shouldn’'t be perceived, as something that needs to be done or seen as
adeguate to do a separate unit to celebrate a certain ethnic group.

Teachers of this study especidly noted: time, lack of resources, pressure for
including more academic skillsinto the curriculum, as reasons behind lack of emphasis
on socio-cultural and familia factors. 1t seems that teachers had not done a philosophical
andyss between diversity and curriculum requirements.  This suggests that there is most
certainly a need for more conscious effort to help both teachers and principas to develop
understandings for more inclusive and respongve practices.

It is because of thislack of attention to more inclusive and responsive ECE and
supervision of ECE teachers, the emphasis on developing and maintaining
understandings about DAP is not enough by itsdlf, it needs to be strengthen by
interndizing a critica stance towards these understandings. For this to be facilitated,
thereis aneed for different kind of supervisory associations between teachers and
supervisors. Influenced by Garman (1982) and Pohland and Cross (1982), Smyth (1997),
and Waite (2000), | suggest more organic teacher- supervisory associations.

Organic teacher-supervisory associations have unique characterigtics. From this
perspective, supervison is part of the phenomenon of teaching and learning in which they
aredl in an egditarian postion as opposed to hierarchicaly structured endeavors. Then,
supervison becomes a “working relaionship among educators that emerges out of and is
defined by specifics of their work Stuations’ (Holland & Obermiller, 2000, p.213). The
phenomenon of supervision becomes a negotiated process. Meaning, both teachers and
supervisors are in an equal stance and in a position to be learners and/or teachers

(Garman, 1982; Waite, 2000). Their shared understandings on education thread through



224

their interdependence as well as independence that serves well for generating more
enhanced learning experiences for children. Conceaived thisway, the well-known process
of dinicd supervison induding pre-conference, observation, and post-conference, take
place not as an isolated event, but as connected aspect of teaching (Holland &
Obermiller, 2000).

Pohland and Cross, (1982) draw attention to the influence of perceptions related
to curriculum and supervision on organic teacher- supervisory relationshipsin these
words. “... organizationd role definitions that imply thet teachers“do’ curriculum while
supervison is something “doneto” them are unlikdly to facilitate the development of
“organic’ teacher/supervisor reationships (p.151).

The power of didogue with acritical stanceis essentiad in organic teacher-
supervisor associaions snce it helps generate more responsive and inclusive practices
and shared understandings between principas and teachers about young children’s
education. Noted in the literature in supervison isthe fact that supervisors notion of
effective teaching is more powerful than teachers, which is perpetuated with the
dominance of superior-subordinate supervisory associations (Reitzug, 1997).

Teachers and principas should take this one-step further by criticaly reflecting
on their own perceptions and understandings of what good practices entail. So, it isnot
just any dialogue but the one that nurtures inquires into taken-for-granted beliefs and
practices. One possible way to conceive and puit critical dialogue stance into practice is
for teachers and supervisors to examine their own perspectives on kindergarten
education. Waite (2000) consders both teachers and supervisors' reflection on their

beliefs and presumptions as a foundation on which to build supervisory practices. A
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possible gtarting point would be for teachers to examine their own beliefs and
perspectives on different agpects of diversity. Thisdidogue might be carried out with a
supervisor and/or other teachers. Thus, the guiding principle hereis a criticaly oriented
diaogue that encourages, facilitates and supports teachers self or collective reflection.
Borrowing principa A’sterminology “tdling stories of one's experience’, can play an
essentiad role in examining beliefs and perspectives. A complementary skill to story
teling isto use Waite' s (1995) technique of initiating dialogue after witnessing a
teaching event. For example, a supervisor who sees ateacher doing an activity on
different shades of skin color, may share with the teacher what she observed and express
her interest to learn more about ways of incorporating and extending such activities.
This, of course, is an ongoing endeavor that ams to build better understanding about
children and teaching.

The question is. how do these examined beliefs and thought provoking didogues
manifest itsdf in practice? Conducting an action research can strengthen this dia ogue-
oriented process since it entails studying one's own practice to generate better
understandings and working on areas of concern (Swadener & Miller-Marsh, 1993).
Action research has been discussed widely in the literature on supervision. For instance,
Glickman, Gordon, and Ross-Gordon, (1998) consider action research as one of the
supervisory tasks that aims to better ingtruction.

More importantly, the need for using action research in an early childhood
classroom has been emphasized in connection with anti-bias curriculum. For ingtance,
Swadener, a college professor, and Miller-Marsh (1993), a kindergarten teacher engaged

in an action research with afocus on anti-bias curriculum. Drawing from their



226

experience, they encouraged not only teachers, but dso supervisors, and administrators to
recognize the importance of action research. Therr rationae is smple: “Obsarving the
interactions and listening to the verba exchanges that take place between childrenisa
natura role of the early childhood teacher...Documenting and sharing thisinformation
with other administrators, researchers, and future teachers encourages professond
didogue’ (p.26)

Swadener’s and Miller-Marsh's (1993) action research showed the necessity of
diadogue and role dterations between teachers and principas. They discussed the support
of the principa as an essentid component when carrying out anti-bias curriculum. For
them, the principa’ s support meant that she was open to converse about thoughts and
make dterationsin policy. Role dterations between teachers and principas took place
when Miller-Marsh asssted her principd in recognizing the understanding level of her
children about anti-bias related issues. Eventudly, such initiatives of this teecher led the
principa to be an advocate of the anti-bias approach school wide. Thisstudy isan
excdlent example of the fact that teachers need to take responsibility to educate their
principas about their own perspectives.

Either as afollow up to action research or as afocus of action research,
congderation should be given to putting newly emerging ideasinto practice. For insance,
asaway to address the issue of “aspects of diversity or socio-cultural factors” teachers
may focus on reading the related literature and work toward developing their own idess
to put such undergtandings into practice. The issue of diverdty iswhet is
underemphasized in thefied in generd and in particular in the participants of this studly.

The focus here does not have to be diversity; rather it can focus on any other
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sources that influence kindergarten curriculum and teaching. It isimportant to note that
these recommendeations are not on top of what teachers are expected to do as part of their
responghilities. They can be a collaborative activity carried out with other teachers or
principas and as afocus for teachers professional devel opment.

A qudlitative sudy conducted by Jacobson (2000) exemplifies an initiative toward
fogering sdf and collective-reflection in administrators and teachers through didogue. A
group of three adminigtrators and seven early childhood teachers participatein a
“support-supervison group” to examine their perception of bias and classroom behavior.
This study draws atention to the importance of providing support for salf-reflection
about bias and salf-awareness both for administrators and teachers. In the center of
organic teacher-supervisory associations is core values that govern al this process. Table

5 summarizes these core vaues.
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Table 5. Core Features of Organic Teacher-Supervisory Associations

Didogue
Learning about each other’ s bdliefs and vaues
Deveoping shared beliefs and vaues
Reflections on and upon operationaizing bdiefs and vaues
Criticd examination of concerns, problems, and issues specific to the classroom
under congderation

Commitment
Interndly governed moativation to improve one' s knowledge and skills
Internally governed motivation to contribute supervisory associations and
teaching

Reciprocal respect
Respect for each other’ s perspective on issues, problems, and concerns
Respect for on€' s areas of improvement and strength
Respect to the very nature of supervisory associations

Hexibility
Being open to gpproach conceptua understandings and operationd actions
from adifferent light as needs, interests, and Stuations change in both teaching
and supervision
Being open to novel avenues to exhibit one' s professona growth plan and
teaching competency (e.g. portfolios including self-plan of growth, salf-report of
progress and areas of concern)

These core vaues become the driving force of supervision but by no means do
they impaose a congtant monitoring type of supervison. Supervison resulting from such
vaues may come dive among teachers, not necessarily between ateacher and principal.
Such supervison is collegid, critica-didogue-driven, and embedded in the dally lives of
teachers.

Organic teacher-supervisory associations are not an easy task for either teachers
or for principals. There are avariety of reasons behind this difficulty. First, as Waite
(1997) points out and this study shows, amgjority of teachers and administrators

understandings of supervision are confined to annua teacher competency evauations.
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This type of conception of supervision serves to the bureaucratic purposes but not to the
teachers growth. Waite goes on to say that teachers cannot gain anything from
supervison that includes evaluation. Also, supervision should not be concelved as
something done to teachers because this fortifies the notion that teachers are entities with
imperfections that need to be fixed (Reitzug, 1997), and principas are experts who can
provide solutions to these so-called imperfections.

The second difficulty in developing organic teacher-supervisory association is
that supervisors are usudly seen as sole responsible agents for the type of supervison
and/or supervisory associations. Teachers as well supervisors are responsible for what
they experience or do not experience with respect to supervison (Waite, 2000).
Although supervisors are formaly given the respongility of supervison, it should not
prevent teachers from seizing their place in supervision.

Related to this argument is the idea that not only teachers but aso supervisors can
grow as aresult of supervisory experiences. Supervision should be constructed in a bi-
directiond manner as seenin thisstudy. This means that both teachers and supervisor
can be in the position of learners and/or mentors depending on the supervisory situation
under consideration. According to Waite' s (2000), role aterations between supervisors
and teachers reflect the negotiated nature of supervison. Thisway, supervison may
contribute to the growth of dl individuas involved not just teachers and principas. Such
bi-directional and growth oriented supervision cannot take place in super-subordinate
upervisory associations. A supervision based on a critica didogue stance that is carried

out through collegid associations can serve well for such a purpose.
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Thethird difficulty of generating organic teacher- supervisory associations stems
from the fact thet supervison of teachers has usualy served to sustain existing teaching
practices rather than raising questions about it (Smyth, 1997). The type of questions
encouraged here transcends the technical competence of teaching. Rather it concentrates
on avariety of contextua factors that influence teaching, such asroles and policies
(Smyth, 1991). Without developing a habit of criticd reflection, teaching practices and
assumptions about them would remain asit is (Smyth, 1997).

Some trends, like the accountability movement fortifies such status quo through
bureaucratization of teaching and supervison that usualy imposes uni-dimensiond
practicesin kindergarten classrooms. One way to respond to opposing views of
adminigrators is that teachers should strongly work toward articulating their perspective.
Thisway they can help others understand that responding to the demands of the
accountability movement does not necessarily mean to standardize teaching. They
should develop ways to help others, such as principals and parents, see how they can
meet Sandards within their unique ways of teeching. Actudly, thisis where the didogue
as a component of collegia supervison comes into play as away to educate upper
adminigtrators, parents, principas, and/or colleagues about more responsive early
childhood practices. For ingtance, portfolios displaying children’s learning experiences
can be abig facilitator of such didogue.

Anissue that might be indicated as a reason behind absence of effort for
developing understandings through didogue is lack of time. Also, as shown in the
literature review of this study, supervisorsin generd do not spend much time on

supervison of teachers. Waite (1995) reminds us of the fact that educators are usualy
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after quick fixes of problems and concerns. Working to develop understandings about
others perspective seemsto be a challenge, sinceit is about process. It consists of each
party’ s conscious effort to make sense of how the other person thinks and operates and
how children are impacted by these actions.

Asseenin this sudy, principals A and C who operated with the notion of
collegia supervisory associations handled the problem of lack of time and attention for
supervison in away that turned out to be supportive of teachers. Since principd A saw
supervison in relaion to the daily life of teaching and was available on an ongoing basis
whether during the school time or after school, lack of time was not an issue for her.
Principa C resolved time issues through supporting teamwork among kindergarten
teachers even if she was not present dl thetime.  The important point here is that when
educators are committed to their profession they can always come up with aternatives

that can diminate the negative impact of forces such aslack of time.

Concluding Statements
Different supervisory associations rely on different sources of authorities that

influence teachers professond lives with repect to curriculum and teaching. The
prevaence of professonal and mord authoritiesin both active and inective collegid
supervisory associations establishes a circle of trugt, respect, and shared understandings.
This comes dive with the efforts of both teachers and principas. Teachers of collegia
associ ations are conscious of what they believe in and how they put those beliefs into
practice. Such associations nurture the teachers commitment to these beliefs rather then

oppressing them. However, thefidd of ECE can utilize more from supervisory
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associations, like active-collegid, and needs to progress further with interndizing criticd
didogueinto itswork. Thisway moreinclusive and responsve early childhood
experiences can flourish.

Conversely, superior-subordinate supervisory associations impose the contents of
bureaucratic and technical sources of authorities upon teachers. Such authorities pass on
requirements for teaching practices that overlook the unique features of teachers and
children. The dependence on external control of teachers in these supervisory
associations is evidenced through severd interrelated indicators; ignorance of
communication about teaching and learning inability to share control, existence of
hierarchica control, and slencing teachers. An outcome of this type of supervisory
association is to foster inconsi stencies between the teachers' own thoughts and actions.
The resulting learning experiences for children are uni-dimensond, primarily revolving
around formal ingtruction of academic kills. 1t especidly marginalizes the teachers
professondism and fails to recognize the complexity of young children.

Congdering the impact of supervisory associations on teachersis not to say that
teachers teach in particular ways just because of what they experience or do not
experience in terms of supervisory associations. But it does mean that teachers
commitment to their own beliefs, values, and practices are impacted by such associations.

Numerous research studies have pointed out supportive administrators as akey
component when adapting and maintaining DAP (Jones, Burts, & Buchanan, 2000;
Vander Wilt & Monroe, 1998, West, 2000). However, administration can be both a
source of support and also a source of roadblock for implementing DAP (Jones, Burts, &

Buchanan, 2000). These collegid supervisory associations were a source of support in
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cases A and C despite teacher A’slack of teaching experience and teacher C's elementary
education background. However, superior-subordinate supervisory association was a
barrier that blocked teacher D to carry out her ideal and ideas in her classroom despite her
high educationd levd, both early childhood and dementary education level, and years of
teaching experience.

In the supervisory literature, there is both support and criticism with respect to the
appropriateness of collegial supervisory associations in schools. Some educators deem
collegid relationships as a fundamenta component of education not only for teachers,
but aso, children and principals (Pavan, 1997). Others deem that collegid supervisory
associations do not serve to affect teacher’ sdally livesin particular and change education
in genera. The argument is that such associations are not feasible due to teachers over
hectic lives in the classroom.  On the one hand, teachers should be concerned with
classroom management and be fully committed to making sure each child islearning. On
the other hand, supervisors possess such skills that place them on a different level to
perfectionate teachers ingtruction (Harris, 1997).

The message conveyed in Harris s (1997) argument is that teachers are not
competent enough to be on the same leve with their supervisors. Their job isto follow
the supervisors opinion and leave the rest to their supervisors since they possess
professond skills. Such hierarchy based supervisory relaionships are exactly what has
been leading teachers to be margindized in their professon. The notion of teachers
having avoice for their own practices threatens some educeators. 1t weakens the power

that attempts to rationdize the prevalence of bureaucratic authority in schools.
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While the participants professond characterigtics are primary factors of their
supervisory associations, there are secondary factors that influence the interpretation of
this study’ sresults. One of these factors rdates to the systemic feature of the
professiona development of teachers (case C). Another factor is about the gender issue
acrossthe cases.  Both systemic features and the issue of gender are relevant to the
phenomenon of supervison since they help illuminate the nature of supervisory
associations.

In case C, professiona development of teachersis arranged based on athree-year
cyce Thefirg two yearsof it is planned, implemented, and evaluated by teachers. The
third year of the cycleis used to conduct teacher evaluation through a one-time classroom
observation of teeching. Thistype of systemic fegture has an influence on the
Supervisory associations because it changes dynamics of how teachers and supervisors
interact. For ingtance, when | andyzed the Supervisory Questionnaire, the results
indicated that principal C held an edlectic towards technica notion of supervison.
However, when | started to conduct interviews with her, | found out that she did not fit
this previous notion of supervision. Rather, she carried features of collegid supervison.
Inaway, this systemic feature helps develop a colleagueship between principa C and
teacher C during the first two-year of the professona development cycle instead of an
atmosphere of evauator and evaluatee.

The issue of the participants gender across the cases aso raises a question about
gender’ sinfluence on the nature of supervisory associations. The prevaence of maes
being in adminidrative postions and femaes being in teaching pogtions and of

hierarchica principd-teacher associations (Reitzug, 1997; Apple, 1986) have been
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pointed out in the literature on public schooling sysem. Smyth (1991) seesalink
between the female dominated teaching profession and the prevaent use of superior-
subordinate oriented nature of supervison. More interestingly, he says that such
hierarchy in schools is covered up with the movements of accountability and supervisory
effectiveness.

Theissueraised in this study points out the difference between the nature of
female and mae principds supervisory asociations. To reterate, in this sudy,
participants of cases A and C experienced collegid supervisory associationsin which
principas A and C were femade. Cases B and D had hierarchy-driven supervisory
associdions and principas B and D weremdes.  This difference found in the
upervisory associations of femae and male principas suggests that principals gender
has an influence on the supervisory associations.

Also, how teachers of different gender respond to the demands coming from these
supervisory associations. In this sudy, female (teacher D) and male (teacher C) teachers
responded differently to the demands for more formal instruction of basic skillsthet are
imposed upon them by principals, superintendents or parents. While teacher C took a
stance to prevent outside sources, parents and upper adminigtration, to control his
teaching, teecher D alowed her teaching to be controlled by the administrative body.

Nether teachers professiona lives nor the complexity and richness of children’s
nature can be realized when teachers are trested as and act like subordinates to overly
structured, prescribed, and uni-dimensiond practices. More consideration hasto be given
to the issue of supervision of kindergarten teachers, specificaly developing and

maintaining organic teacher- supervisory associations. As professionds, we have a



236

tremendous responsibility to generate and foster supervisory associations that will
maintain the unique nature of early childhood education within the public school system

while contributing efforts of enhancement.

Limitations of the Study

There are severd limitations of thisstudy. Thefirgt limitation of the Sudy is
related to the issue of having principas and kindergarten teachers who agree to
participate in the study. Not dl principas and teachers whom the researcher thought to
be ided participants for this study agreed to participate. Since the study asked both
principals and teachers participation and a o, there were three interviews with each
participants, convincing individuas to be part of the study presented some difficulties.
One of the reasons for these difficulties was due to their time congtraints. Another
difficulty semmed from the fact that some teachers agreed to stay after the school day is
over, some did not prefer to do that. Thus, the researcher conducted interviews before the
school day started or did phone interviews, which might have affected their responses.

Another limitation may come from the fact that the researcher has examined the
results of the “Knowledge Preferences Questionnaire’ before conducting the interviews
and classroom observations. Knowing the results of this questionnaire for each
participant may have impacted her classroom observations. For instance, dueto a high
multidimensional score, the researcher may have had high expectations about their
practices and/or focus on what she thinks positive aspects of the teachers teaching. It
might be better if someone ese other than the researcher had observed the four

kindergarten classrooms.



237

Lagtly, there was no opportunity to directly observe supervisory associaions
between principas and teachers. Thus, there was no way of illuminating whether their
dated supervisory associaions manifest itsdf in ther practices. The“interviews’

guarantees their supervisory practices.

Strengths of the Study

There are severd strengths of thisstudy. Kindergartens preserve their place
within the public school system, buit little is done to shed more light into this systems
influence on teachers and curriculum.  This study grived for illuminating a neglected
Zone, supervisory associations between kindergarten teachers and principals, that hasa
noticesble impact on teachers professond lives.

Second, there were multiple cases of sudy that alowed the researcher to
investigate different types of supervisory associations. Interestingly, there was a
consistency between type of supervisory associations and type of philosophy and
practices of teaching kindergarten: Collegia associations had DAP and super-subordinate
associations had academically oriented curriculum.  Each case was unique due to their
contextual characteristics and taught the researcher.

Third, this study examined both teachers and principas perceptions on
curriculum and supervison. Thisway, a more complete understanding of their
perception was obtained. Also, multiple numbers of interviews conducted with both
teachers and principals alowed the researcher to ask any emerging questions in between

interviews.
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Suggestionsfor Further Research

Further research that is designed to specificdly illuminate the live supervisory
associaions of teachers and principalsis essentid. Thisway we can better understand
what teachers experience in their actua supervisory experiences and possible impacts of
such experiences on their practices. There are abundant researches on how teachers do
not practice what they believe in. Such research usually focuses on teacher traits, such as
educational background or experience. A research perspective that exploresthe
Supervisory component can contribute to efforts of nurturing teachers professond

growth and in turn idedlly enrich children’s early learning experiences.
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APPENDIX A

INFORMED CONSENT FORM
My nameis Asiye lvrendi. | am adoctora student in the Department of Curriculum and
Ingtruction at The Pennsylvania State University with an interest in early childhood curriculum
and ingtruction. My study aims to explore principas beiefs’knowledge and their teachers
beliefs’/knowledge and use of certain teaching practices in a multicultural society. Principals role
in facilitating the use of teaching practices in kindergarten classrooms is also examined.

If you would like to volunteer to participate in this study, you will be interviewed and your
kindergarten classroom will be observed. Observations and interviews will be used for generating
amore in-depth view of teaching practices and how principals affect the use of these practicesin
kindergarten classrooms. Y ou will be interviewed three times and each one of the interviews may
take forty-five minutes to one hour of your time. With your permission, the interviews will be
audio-taped and the tapes will be accessed only by the researcher. They will be stored in a secure
locked storage case and destroyed after completing the writing of the dissertation. Each classroom
will be observed three times for three to four hours.

Your participation to this study is crucid in order to generate knowledge about teaching practices
and to foster better early education of young children. Confidentiality of your responses to these
observations and your involvement to the interviews are guaranteed. Y our names or your school’s
name will not be reveded in reporting or discussing the results of this study.

Y our participation to this study is voluntary, and you may withdraw your participation at
any time. Y ou may decline to answer any specific questions. If you agree to participate to this
study please sign and date this form.

Signature of the participant Date

I will be available anytime either by phone or by e-mail if you have any questions regarding this
study.

Asiye lvrendi: Ph.D. candidate and researcher Telephone Number: (814) 862-2099

510 Tulip Road/Eastview Terracel/ State College, PA 16801 E-mail: axb267@psu.edu

Signature of the researcher Date

Y ou will recelve a copy of the Informed Consent Form for your records.
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APPENDIX B

LETTERSTO THE PARTICIPANTS

Department of Curriculum and Instruction
(814) 865-1500

The Pennsylvania State University
http://www.ed.psu.edu/ci/

Chambers Building

University Park, PA 16802-3205

November 17,2000
Dear Principal:

My nameis Asiye lvrendi. | am adoctora student in the Department of Curriculum and
Instruction at The Pennsylvania State University with an interest in early childhood curriculum
and ingruction. My dissertation research is about views on devel opmentally appropriate practices
in kindergartens and how principals and kindergarten teachers work together. | am writing to ask
you and two of your kindergarten teachers to consider completing the enclosed questionnaires.
The questionnaires will be used to learn more about principals and kindergarten teachers
knowledge of developmentally appropriate practices and principals supervisory styles.

The questionnaires that need to be completed by you are "Principa Questionnaire” and the
"Questionnaire for Supervisory Practices.” Please give the "Teacher Questionnaire” to two
kindergarten teachers that you fed are the most likely to cooperate-(informed consent forms are
included). If you work with more than two teachers who would like to participate, please notify
me so that | can send you additional forms (my e-mail is axb267@psu.edu). If you work with one
kindergarten teacher, please give one set of materials to this teacher and mail back the extra one
with your completed forms. Teachers are asked to mail their forms separately.

A sdlf-addressed and stamped envelope is available for you to return the questionnaires. | am aso
enclosing duplicate copies of separate informed consent forms. Please sign both of these forms.

K eep one of these informed consent forms for your records and return the other one with the
guestionnaires. Paralldl instructions and materials are given to each of your teachersin the
envelope with their questionnaires.

At no time and under no circumstances will the knowledge of your identity, your school, the
teachers, and responses to the questionnaires, be shared with any other person inside or outside
your school. The information is data for research purposes only. Please contact either me or my
advisor (Professor James Johnson at jel4@psu.edu) if you have any concerns or questions.

Your participation is greatly appreciated and very important to me. Please know that | am very
willing and eager to share the results of my dissertation with you and your staff upon completion
of the study. In return for your help, 1 will send a bibliography on readings about the topic of
developmentally appropriate practices and supervision in early childhood education.

Thank you for your cooperation and assistance in completing the fina requirements for my
doctorate program in the College of Education at The Pennsylvania State University.
Sincerely

Asye Ivrendi

Doctoral Candidate

Enclosures
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Department of Curriculum and Instruction
The Pennsylvania State University
Chambers Building

University Park, PA 16802-3205

(814) 865-1500
http://www.ed.psu.edu/ci/

November 17, 2000

Dear Teacher:

My nameis Asiye Ivrendi. | am a doctoral student in the Department of Curriculum and
Instruction at The Pennsylvania State University with an interest in early childhood curriculum
and ingtruction. | would appreciate your help with my research about the use of developmentally
appropriate practices and how principals and teachers work together.

Enclosed you will find a " Teacher Questionnaire” that will be used to learn more about your
views on developmentally appropriate practices. A self-addressed and stamped envelopeis
available for you to return the completed questionnaire. Duplicate copies of separate informed
consent forms are also enclosed. Please sign both of the consent forms. Keep one of them for
your records and return the other one with the questionnaire.

Your confidentiality is guaranteed. At no time and under no circumstances will the knowledge of
your identity, your school and your responses to the questionnaire be shared with any individua
inside or outside your school. Y our responses will be combined in group analyss of data

Your participation is greatly appreciated and very important to me. Please know that | will share
the results of my dissertation with you upon completion of the study. In return for your help, |
will send a bibliography about the topic of developmentally appropriate practicesin early
childhood education.

Thank you for your cooperation and assistance in completing the final requirements for my
doctoral program in the College of Education at The Pennsylvania State University.

Sincerdly,
Asye Ivrendi

Doctora Candidate
Enclosures
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APPENDIX C
THE PRELIMINARY STUDY AND ANALYSIS

A survey study was done to obtain data from a representative sample of teachers
and principas. The survey was preliminary to the comparative case studies, which would
require four principals and four kindergarten teachers, that worked with them
respectively, to commit to the study. In the preliminary survey study, two questionnaires
("Knowledge Questionnaire" and " Supervisory Practices Questionnaire') were mailed to
the gratified and purpossfully chosen eementary school principas and their kindergarten
teachers. Thefirst questionnaire, the “Knowledge Questionnaire,” was used to measure
teachers and principals preferences regarding the type of knowledge that they think is
important in akindergarten curriculum. The principals Knowledge Questionnaire had
only the knowledge part, while the teachers Knowledge Questionnaire aso included a
part on ingructiond activities. The * Supervisory Practices Questionnaire,” the second
questionnaire, was used for measuring principas supervisory practices.

The “*Knowledge Questionnaire’ incorporates a questionnaire developed by
Charlesworth, Hart, Burts, Modey, and Fleege, (1993) in addition to having five other
sections:

+ demographic information included educationa background, certification,
years of experience, and classsze;

* degree of influence indicated -self, other teachers, the principd, parents,
the loca school system, and the State;

+ daff devdopment activities,

+ the“Teacher Knowledge Scde’ (TKS);

¢ the“Indructiond Activities Scal€’.
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For the andysis of this preliminary survey study, severd scores were computed.
The information on demographics was presented in chapter three of thisstudy. The
andysis of the section on the degree of influence was computed using the average rank
for the influence of different sources on planning and teaching. The mean scores for the
degree of influence were computed by using reversed scoring. Higher scoresindicated
greater importance. The mean scores consisted of the average of the six sources of
influences. parents, school system, principals, teachers-sef, Sate regulations, and other
teachers.

The mean scores on saff development activities were caculated for principals
and teechers. The gaff development activities mean scores ssemmed from six
categories: training, (which had six subcategories) individua guided activity,
observation, curriculum development, inquiry, and professionad development schools.

Mean and standard deviation scores on knowledge of developmentally
appropriate practices (DAP) were computed for principas and teachers for the “ Teacher
Knowledge Sca€’ (TKS) with results used to help identify principaswith high DAP-
oriented knowledge and teachers with more or with less DAP-oriented activities in their
classrooms. Also, teachers mean and standard deviation scores and Instructional
Activities Scde (IAS) were calculated. The mean scores included the average of the
subcategories under knowledge and indtructiond activities. The principals and the
teachers in the quditative part of this study were compared with the total mean score of

al principas.
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Degree of Influence

Table C.1 shows principas average rank for the degree of influence on teachers
planning and teaching. The principas of the purposeful subdivison sample considered
themsdlves and teachers as the most influentia on curriculum planning and teaching as
compared to principalsin purpossful and dratified sampling. Also, they deemed State
regulations as having the least impact on planning and teaching compared to the

participants of the other two samplings.

Table C.1 Principals Average Rank for the Degree of Influence on Teachers
Planning and Teaching

Sample Types
Sources Stratified (N=12) Purposeful (N=7) Purposeful
Subdivision (N=4)
Parents 21 2.0 15
Teachers 3.8 3.6 55
School System 4.1 3.0 3.0
Superintendent 2.3 3.1 2.5
Principd (sdf) 2.8 4.4 4.5
State Regulations 5.6 4.9 4.0

Note: Higher scores indicate greater influence

Table C.2 showsteachers average rank for the degree of influence on planning
and teeching. The biggest difference in average rank for the influence of different
sources on planning and teaching is principas across three samples. The teachersin the
purposeful subdivision sample considered the principas as being the mogt influentia
force (Mean=4.5) followed by the teachersin the dratified sample (Mean=3.5). Among
the three samples, the teachers in the purposeful sample perceived principas as being less

influentid (Mean=3.0) compared to the teachersin the previous two types of samples.
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Teachersin dl three types of samples viewed themsdlves as the strongest influence while

they deemed parents as the weskest influence on their planning and teaching.

Table C.2 Teachers Average Rank for the Degree of Influence on Planning and
Teaching

Sample Types
Sources Stratified (N=28) Purposeful (N=15) Purposeful
Subdivison (N=4)

Parents 2.5 2.1 2.0
School System 4.2 4.3 4.0
Principas 3.5 3.0 4.5
Teacher (sdf) 5.2 5.0 4.8
State Regulations 3.2 3.6 3.5
Other Teachers 2.4 3.1 2.3

Note: Higher scores indicate greater influence

Staff Development Activities

Table C.3 shows principas frequencies on saff development activities across the
samples. Almost al principasin al three types of samples reported that they offered
training. Among the components of training, workshops were widdly made available
while portfolios were rarely offered across the samples. The principasin the purposeful
and purposeful subdivison samples reported more use of curriculum development and

inquiry than did the principasin the dratified sample.
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Table C.3 Principals Frequencieson Staff Development Activities Across the

Samples
Sample Types
Staff Development Stratified (N=12) Purposeful (N=7) Purposeful
Activities Subdivison (N=4)
1.Training 11(91) 6(85) 4(100)
()Workshop 11(91) 6(85) 4(100)
(b)Ongite Vist by 7(58) 5(71) 3(75)
Trainer
(c)Vvisting DAP 5(41) 4(57) 2(50)
Classroom
(d)Portfalio/Journa 2(16) 1(14) 0
(€)Peer-coaching 6(50) 2(28) 2(50)
2.Individudly- 7(58) 3(42) 4(100)
guided
3.0Observation 9(75) 6(85) 4(100)
4.Curriculum 7(58) 6(85) 4(100)
Deveopment
5.Inquiry 6(50) 4(57) 3(75)
6.Professiona 3(25) 2(28) 2(50)
Development
School

Note: Scoresin parentheses indicate percent of principalsin each sample group reporting
that they offered the activities.

Table C.4 showsteachers frequencies on staff development activities across the

samples. The staff development activities that were widdly reported by al teachers were:

curriculum development, training, and observation. While workshops were the most

commonly reported component of training, portfolios were the least commonly reported.

Professiond development schools as a saff development activity was seldom utilized by

al teachers.
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Table C.4 Teachers Frequencies on Staff Development Activities Acrossthe
Samples

Sample Types
Staff Development Stratified (N=28) Purposeful (N=15) Purposeful
Activities Subdivison (N=4)
Training 18(64) 8(53) 4(100)
Workshop 22(78) 10(66) 4(100)
Ongte Vigt by 10(35) 4(26) 3(75)
Trainer
Vigting DAP 12(42) 6(40) 1(25)
Classroom
Portfolio/Journa 2(7) 2(13) 0
Peer-coaching 19(67) 8(53) 1(25)
Individualy-guided 11(39) 7(46) 2(50)
Observation 19(67) 8(53) 3(75)
Curriculum 23(82) 11(73) 3(75)
Deve opment
Inquiry 15(53) 8(53) 2(50)
Professiond 10(35) 5(33) 0
Deveopment
School

Note: Scoresin parentheses indicate percent of principalsin each sample group reporting
thet they offered the activities.

Principal and Teacher Knowledge Scale
Principals

Principas (N=14) who were chosen through stratified sampling procedures had a
mean score of 4.44 on knowledge of DAP with a standard deviation of .41. Their mean
score related to DIP knowledge was 1.90 with standard deviation of .43. The total mean
score for DAP knowledge of purposefully chosen principas (N=8) was 4.58 with a
standard deviation of .30. Their mean DIP knowledge score was 1.72 with a standard
deviation of .51. Thefour principasin the purposeful subdivison sample had a mean
score of 4.31 on DAP knowledge with a standard deviation of .55. Their DIP knowledge

mean score was 1.56 with a standard deviation of .49.
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Comparing purposeful subdivison sample (principalsA’s, B's, C's, and D’s) total
mean scor e on the knowledge questionnaire with the mean scor e of pur posefully
chosen principals (N=7):

The group mean on DAP-oriented knowledge for principas (N=8) who were
chosen purposefully was 4.58 with a standard deviation of .30. This mean score and
standard deviation score were compared with the mean and standard deviation scores of
the purposefully subdivison sample. Principas A (4.69) and C (4.88) were above the
group mean of purposefully chosen principa s while the mean scores of principas B
(3.73) and D (3.96) were below this group mean on DAP oriented knowledge. This
indicates that principa A and C seemed to possess more knowledge that is DAP oriented
than the group average, while principa B and D seemed to have less knowledge related
to DAP compared to the group average.

Principasin the purpossful sample(N=8) had a mean score of 1.72 on DIP
oriented knowledge with a standard deviation score of .51. Principas A (1.25), B (1.15)
and C (1.60) scores were below while principal D’ s (2.25) scores were above the
purposefully chosen group’s mean. This indicates that principals A, B, and C seemed to
possess less knowledge of DIP than the average score in the purposeful sample. Principd
D had more of thistype of knowledge than the group average.

The results of ANOVA indicated that there was not any Satisticaly sgnificant
differences among three different samples (dtratified, purposeful, and purposeful
subdivison sample) on principals knowledge on DAP (F=.640, df = 2, p >.05) and DIP

(F=.994, df = 2, p >.05).
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Teachers

Teachers (N=28) who were chosen through sratified sampling procedures had a
mean score of 4.50 on knowledge of DAP with a standard deviation score of .42. Their
mean score on DIP-oriented knowledge was 2.11 with a standard deviation score of .52.
In the purposeful sample (N=15), teachers scored a mean of 4.35 on DAP knowledge
with a standard deviation score of .34. Their mean score on DIP knowledge was 2.24
with a standard deviation score of .48. Teachersin purposeful subdivision sample (N=4)
had a mean of 4.78 on DAP related knowledge with a slandard deviation score of .30.

Their mean score on DIP knowledge was 1.83 with a standard deviation score of .37.

Comparing purposeful subdivision sample's (teachersA’s, B's, C's, and D’s) mean
scor es on the knowledge questionnaire with the pur posefully chosen teachers
(N=15) mean score€:

The total mean score (4.35) of teachers who were purposefully chosen teachers
was lower than the mean score (4.78) of the purposeful subdivison sample. This shows
that as a group purposeful subdivision sample had more DAP-oriented knowledge than
the purposefully chosen sample.

In the purposeful subdivison sample, teachers B's (4.94), C's(5.00), and D’s
(4.88) mean score were above while teacher A’s (4.33) score was below the group
average of the purposeful sample on DAP oriented knowledge. Teachers B, C, and D had
more knowledge digned with DAP, but teacher A seemed to have less DAP oriented

knowledge as compared to the purposeful sample.
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In the purposeful sample, the teachers group mean score (2.24) on DIP oriented
knowledge was higher than the mean score (1.83) of the purposeful subdivison sample.
This indicates that the teachers of purposefully drawn sample had more DIP-related
knowledge than the teachers in the purposeful subdivison sample.

Teachers B’'s (1.95), C's (1.35), and D’s (1.80) scores on DIP related knowledge
were below while teacher A’s (2.25) score was above the purposeful sampl€e' s group
mean on DIP oriented knowledge. The first three teachers seemed to have less of this

type of knowledge, but teacher A seemed to possess more knowledge of that nature.

Teachers Mean Scoreson the Instructional Activities Scale

Teachers (N=26) who were chosen through stratified sampling procedures had a
mean score of 3.63 on DAP related ingtructiond activities with a standard deviation score
of .34. Their mean score on DIP-oriented activities was 2.66 with a Standard deviation
score of .59.

In the purposeful sample (N=15), teachers scored a mean of 3.47 on DAP related
activities with a standard deviation score of .61. Their mean score on DIP oriented
activities was 2.92 with a standard deviation score of .31.

Teachersin purposeful subdivison sample (N=4) had a mean of 3.46 on DAP
activities with a standard deviation score of .61. Their mean score on DIP related

activities was 2.44 with a ssandard deviation score of .65.



267

Comparing purposeful subdivision sampl€e's (teachersA’s, B's, C's, and D’s) total
mean scor es on instructional activitieswith the sample of pur posefully chosen
teachers (N=15) mean scores:

The group mean (3.47) of purposefully chosen teachers on DAP related activities
was Smilar to the group mean score (3.46) of the purposeful subdivison sample. This
shows that as a group teachers in both of these samples included same amount of DAP
oriented ingtructiond activities in their classrooms.

When the purposeful subdivison sampl€e' sindividua mean scores compared to
the group mean (3.47) of the purposefully chosen teachers some differences were seen.
Compared to this group’ s mean, teachers A (3.44), B (3.93), and C (3.90) scored above
the mean, while teacher D (2.61) scored below the mean. Thisindicates that teachers A,
B, and C seemed to incorporate more DAP oriented activities into their classrooms than
the purposefully selected group; however, teacher D seemed to include less DAP related
activities than the rest of the group.

The group mean (2.92) on DIP focused activities for the purpossful sample of
teachers was higher than the group mean (2.44) of the purposeful subdivison sample,
This shows that teachers in the purposeful sample incorporated more DIP related
activities than the teachers in the purposeful subdivison sample.

In the purposeful subdivison sample, teacher D (3.30) scored above, but teachers
A (2.33), B (2.07), and C (1.98) had scores below the purposefully selected sample’'s
group mean on DIP oriented activities. These scores demondrate that activities that were

DIP oriented were reported to take place more often in teacher D’ s classroom, while they
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were reported to occur less frequently inteachers A’s, B's, and C's classrooms compared
to the purposeful sample.

With respect to results of ANOVA run for teachers, there was not any satistically
sgnificant differences among three samples on knowledge of DAP (F=1.957, df =2, p
>.05) and knowledge of DIP (E = 1.07, df = 2, p>.05). In addition, there was not any
sgnificant differences in thelr scores on DAP rdated ingtructiond activities (F=.634, df =

2, p>.05) and DIP associated activities (F=1.84, df = 2, p >.05).
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Results of the Supervisory Questionnaire

Here the principals three most important purposes of supervision are presented.
In this question, principals were asked to rank the three most important purposes of
supervison. The average ranks were computed by using reverse scoring. The more point
is given to a purpose, the more popular that purposeis. Also, the frequency of responses
was caculated. Table C.5 indicates principas weighted average rank (higher score

indicates more popularity) and the frequencies of their responses.
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Table C.5 Ranking Three Most Important Purposes of Supervision (N=4 Purposeful

subdivision)

Purposes of supervison

1¥ most
important
=3pt

2nd most
important
=2pt

3" most
important
=1pt

Not
Ranked
=0Opt

Totd
points

Evauate teachers teaching

300

VE)

30D

Help teachers reflect upon the
decisonsthey make regarding
indructiond actions

3(1)

1(1)

0(2)

4(2)

Improve supervisor-teacher
relaions

0(4)

Overcome teachers
psychologica barriersto
supervison

0(4)

Make sure teachers are
teaching the curriculum
as designed

300

2(0)

10)

o)

6(3)

Make sure teachers modify
their teaching as decided in
conferences

0(4)

Eradicate teaching behaviors
considered undesirable
ineffective and/or undesirable

0(4)

Help teechers andlyze their
thinking processes asthey plan
and deliver indtruction and
evauate their own teaching

3(1)

1(1)

0(2)

4(2)

Help teachers examine their
teaching by collecting and
andyzing data about their
teaching

0(4)

Opportunities for supervisor
and teachersto engage in
collaborative problem solving

2(0)

0(3)

2(0)

Héelp teachers learn how to self-
supervise

100

0(3)

100

Reinforce teaching behaviors
consdered desirable and/or

effective other (pecify)

20

0(3)

42)

Note: Numbersin parentheses refers to the frequency of responses.
Note: Higher pointsindicates more popularity




271

Asisseenin table C.5, the commonly chosen most important purpose of
supervison among principals of subdivision sample was to “make sure teachers are
teaching the curriculum as designed.” The other most commonly reported purposes were
to “help teachers reflect upon the decisions they make regarding ingructiond actions”
“help teachers andyze their thinking processes as they plan and ddliver ingtruction and
evauate their own teaching”, and “ reinforce teaching behaviors considered desirable
and/or effective.”

Table C.6 indicates the three most important purposes of supervision as reported

by the purposefully chosen principas.
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Table C.6 Ranking Three Most Important Purposes of Supervision (N=8

Purposeful)

Purposes of supervison

1¥ most
important
=3pt

2nd most
important
=2pt

3rd most
important
=1pt

Not
Ranked
=0Opt

Totd
points

Evauate teachers teaching

3(2)

1(1)

0(5)

Q)

Help teachers reflect upon the
decisonsthey make regarding
indructiond actions

3(2)

1(1)

0(5)

Q)

Improve supervisor-teacher
relaions

1(1)

0(7)

1(1)

Overcome teachers
psychologica bariersto
supervison

0(8)

Make sure teachers are
teaching the curriculum
as designed

30

20)

1)

0(4)

8(4)

Make sure teachers modify
their teaching as decided in
conferences

1(1)

0(7)

1(1)

Eradicate teaching behaviors
consdered undesirable
ineffective and/or undesirable

1)

0(7)

1)

Help teechers andyze their
thinking processes asthey plan
and ddiver ingruction and
evauate their own teaching

30

209

0(4)

9(4)

Héelp teachers examine their
teaching by collecting and
andyzing data about their
teaching

3(1)

0(7)

3(1)

Opportunities for supervisor
and teachersto engagein
collaborative problem-solving

2(1)

1(1)

0(6)

3(2)

Help teacherslearn how to slf-
supervise

0(®)

Reinforce teaching behaviors
considered desirable and/or
effective other (specify)

3(1)

2(0)

12)

0(4)

6(4)

Note: Numbers in parentheses refers to the frequency of responses.
Note: Higher points indicates more popul arity
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Astable C.6 shows, the first commonly chosen most important purpose of
supervision that was reported by purposefully chosen principals was to “help teachers
andyze their thinking processes as they plan and ddiver ingtruction and eva uate their
own teaching.” Another most frequently chosen purpose was to “ make sure teechers are
teaching the curriculum as designed.” The other most popular purposes of supervison
were to “help teachers reflect upon the decisions they make regarding ingtructiond
actions” “evauate teachers teaching,” and “reinforce teaching behaviors consdered
desirable and/or effective other.”

There are severa purposes of supervision that were less commonly considered.
Among them were: “improve supervisor-teacher relations,” and “make sure teachers
modify their teaching as decided in conferences,” “eradicate teaching behaviors
congdered undesirable ineffective and/or undesirable.”

Table C.7 shows the three most important purposes of supervision as reported by

the principas who were chasen through dratified sampling.



274

Table C.7 Ranking Three Most Important Purposes of Supervision (N=13

Stratified)

Purposes of supervison 1most | 2ndmost | 3rdmost | Not Totd
important | important | important | Ranked | points
=3pt =2pt =1pt =0pt

Evauate teschers teaching 2(1) 1(3) 0(10) 5(4)

Help teachers reflect upon the 3(6) 2(2) 1(2) 0(3) 24(10)
decisonsthey make regarding
indructiond actions

Improve supervisor-teacher 2(1) 1(2) 0(11) 3(2)
relaions

Overcome teachers 3(1) 0(12) 3(1)
psychologica bariersto
supervison

Make sure teachers are 3(2) 1(2) 0(10) 7(3)
teaching the curriculum
as designed

Make sure teachers modify 0(13) 0
their teaching asdecided in
conferences

Eradicate teaching behaviors 3(1) 0(12) 3(1)
consdered undesirable
ineffective and/or undesirable

Help teechers andyze their 3(1) 2(3) 1(3) 0(6) 10(7)
thinking processes as they plan
and deliver indruction and
evauate their own teaching

Help teachers examine their 3(1) 2(2) 0(10) 7(3)
teaching by collecting and
andyzing data about their
teaching

Opportunities for supervisor 3(1) 2(3) 1(3) 0(6) 10(7)
and teachersto engagein
collaborative problem-solving

Help teacherslearn how to slf- 0(13) 0
supervise

Reinforce teaching behaviors 2(2) 0(11) 2(2)
consdered desirable and/or
effective other (oecify)

Note: Numbers in parentheses refers to the frequency of responses.
Note: Higher points indicates more popularity
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Table C.7 demongtrates that most commonly chosen supervisory purposes among
principals who were selected through the stratified sampling procedures were to “ help
teachers reflect upon the decisons.” Two other commonly chosen purposes which follow
thiswere to * help teachers andyze their thinking processes as they plan and deliver
ingruction”, and provide “opportunities for supervisor and teachersto engagein
collaborative problemsolving.” The third most commonly chosen purpose was to
“make sure teachers are teaching the curriculum as designed and help teachers examine

their teeching by collecting and andyzing data about their teaching.”
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APPENDIX D
SAMPLE INTERVIEW QUESTIONS

Principal Interview One: Curriculum
1. A. What isagood kindergarten from your point of view? Why?
B. Do you fed that a child would answer that differently?
If 0, how it would be differert, and why it would be different?
C: Do you fed that one of your kindergarten teachers will answer that question
differently? Why?
2. A. How do you view/perceive children?
B. Do you think that your teacher in this kindergarten would answer that differently? If
S0, how?
C. Do you think that the children in the kindergarten classroom would answer that
differently? If so, how?

3. A.What are your long-term gods for the children in your kindergarten classroom?
B. What are your short-term gods for the children in your kindergarten classroom?
C.What kind of philosophy does that represent?

D.What kind of philosophy does your kindergarten teacher has?
4Whét are the important qudities of early childhood teachersin your view?

5. What is the most positive quaity about your kindergarten?
6.What is the most positive quality about your kindergarten teacher?
7.A. What is not perfect about your kindergarten?
B. Do think that your teacher in this kindergarten would answer that differently? If so,
how?
C. What is not perfect about the kindergarten teacher in your school ?

D. Do you think that teechersin this kindergarten would answer that differently?
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If so, how?
8. How would you define kindergarten curriculum?

9. A. Whoisinvolved in the process of making decisions about the kindergarten
curriculum content (whet to teach)?
B. Who isinvolved in the process of making decisons about the kindergarten
ingruction (how to teach)?
C. Who isinvolved in the process of making decisons about assessment in the
kindergarten?
D. Who should be involved in this processin your opinion? Why?
10. A. What sources are considered in deciding the content of the kindergarten
curriculum?
B. What other sources should be congdered in this process in your opinion? Why?
11. A. What curriculum are(s) is more emphasized in your opinion?
B. What should be emphasized in your curriculum in your opinion?
12. A. What do you think about the advantages and disadvantages of using projects?
B. What do you think about the advantages and disadvantages of using themes?
13. A. What do you think about assessment methods that are used in your kindergarten
classroom?
B. What method(s) should be added or removed from the assessment of kindergarten
children? Why?
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Principal Interview Two: Teaching
1. If the principal used DAP to define curriculum and teaching then, ask the following: Is
it enough to have DAP in teaching kindergarten to define good kindergarten?
(OR is there something needed to define best kindergarten that you can imagine? Whet is
your vison?)
2.Are you concerned with curriculum in reflecting values for individuds, group, and
community?
(If he/she says, yes we congider parents vaues...
3. To what extent are you committed to get input from parents?
4.What does multiculturd curriculum mean?
5. What are you doing about multiculturd curriculum?
6.A.How does multicultura curricuum present in your kindergarten classroom?

B. To what extent does multicultural curriculum present in your kindergarten

classroom?

C. How committed are you in carrying out multicultural curriculum?
7. A. Do you have written statement about discriminative behavior?

B.Canl seeit?

8. How do you support your kindergarten teacher(s)’ use of DAP and anti-bias

curriculum?
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Principal Interview Three: Supervison
1.What professiond development is provided for kindergarten teachers?

2.A.What is the nature of the supervisory practices that you provide?
B. What is the nature of the relationship between you and your kindergarten teacher
inthe area of anti-bias curriculum?

3.How would you describe your most recent interactions with the kindergarten
teacher(s)?
4. What are the activities that you engage in supervising kindergarten teachers?
5.A. What do you encourage in kindergarten teacher(s)?
B. How do you encourage it?
6. What is the most important element(s) of your supervison of kindergarten teechers?
Why?
7.A. What is the area that you want to influence?
B. Why?
C. How would you plan to reach your god in influencing the teacher?
8.What criteria do you use when determining your style of supervison? (e.g. teachers
stage in career and/or teachers needs)
9.How do you change the way you support and supervise as you see teachers change?
10. What kinds of problems that you see with current supervisory practices?
11. What are some problems and difficulties that you face in supervising kindergarten

teachers?
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Teacher Interview One: Curriculum
1. How would you define your curriculum?
2. A.What are your long-term goas for the children in your kindergarten classroom?
B. What are your short-term gods for the children in your kindergarten classroom?
C.What kind of philosophy does that represent?
D.What kind of philasophy does the principa have?
3. How do you develop and plan developmentally appropriate curriculum?
4. A. Who isinvolved in the process of making decisions about your
curriculum content (what to teach), instruction (how to teach), and assessment?
B. Who should be involved in this process in your opinion? Why?
5. A. What sources are considered in deciding the content of your curriculum?
B. What other sources should be considered in this processin your opinion? Why?
6. A. What curriculum are(s) is more emphasized in your opinion?
B. What should be emphasized in your curriculum in your opinion?
C. How do you work on the differences between your digtrict’ sideas and your won
opinion?
7. How do you implement this curriculum? (How is your curriculum carried out?
(projects, units with integrated subjects...))
A. Tdl meabout a project thet you did before? (choosing project topics, phases of
project.)
B. What do you think about the advantages and disadvantages of using projects?
C. If unitswith integrated subjects.

Tdl me about a unit that was carried out?
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D. What do you think about the advantages and disadvantages of using units?
8. A. How do you assess the children’s progressin your classroom?
B. How do you evaduate your own planning and implementing of these practices?
C. Doesthe information gathered from the assessment affect your
planning/implementing? (If yes, how?)
9. A. What is not perfect about in your kindergarten?
B. Do think that the principa would answer that differently? If so, how?

10.What is the best way for you help me to learn more about your curriculum structure?

(materids, written notes...)

13.Could you wak me through the areas of your classroom?
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Teacher Interview Two: Teaching
1. If the teacher used DAP to define curriculum and teaching then, ask the following: Is

it enough to have DAP in teaching kindergarten to define good kindergarten?
(OR isthere something needed to define best kindergarten that you can imagine? What is
your vison?)
2.Are you concerned with curriculum in reflecting values for individuds, group, and
community?
(If he/she says, yes we consider parents’ vaues...
3. To what extent are you committed to get input from parents?
4.What does multicultural curriculum mean?
5. What are you doing about multiculturd curriculum?
6.A.How does multicultura curriculum present in your classroom?
B. To what extent does multicultura curriculum present in your classsoom?

C. How committed are you in carrying out multicultural curriculum?
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Teacher Interview Three: Supervision

1. What professona development is provided for you in improving your practices?

2. A.What isthe nature of the supervisory practicesthat you receive?

B. What isthe nature of the relationship between you and your principa?

3. What is the most supporting factor that you receive from your principa with respect to

curriculum and teaching?

4. How would you describe your most recent interactions with the principa ?

(How they interact, their goals, and purposes for having influence on each other)

5.A. What isthe area that you want to improve and change?

B. Why?
C. How would you planning to reach your god in improving and changing?

6. What prevents you from being ateacher that you want to be?

7. Arethere any internd reasons that prevent you from being ateacher that you want to
be? (e.g. number of children in your classroom, no teacher aid, not enough materid,
and/or children’s behaviora problems).

8. What are the limits that the principa have in influencing your practice?

9. What kinds of problems that you see with current supervisory practices?

10. What are some problems and difficulties that you face in teaching?

11. What would be the one thing that you do not receive right now, but you wish to

receive it because you think it will help you most?
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