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Abstract
An Analysis of Teachers’ Attitudes Towards Play and Children’s Free Play
Opportunities.

Fiona Rowlands

The purpose of this study was to understand and analyze teacher’s attitudes towards
play, with an emphasis on free play, and the free play opportunities which are available to
children in free play at six Montreal based child-care centres. The study also attempted
to examine whether or not teacher’s attitudes have an impact on children’s free play
opportunities. The measure used to rate teacher’s behaviours was the Teacher’s Practical
Observational Scale and teachers were observed for 2-thirty minute observations during
their free play periods. Teachers were also interviewed using a questionnaire designed to
elicit their attitudes towards free play. The quality of the child care environmenfs was
measured using the Early Childhood Environment Rating Scale (1998). Analyses did not
support the hypotheses, however exploratory analyses revealed interesting findings. The
results indicated that teacher’s language and the emotional climate of the classroom were
positively correlated. Another key finding of this thesis is that teacher’s presence with
children in an activity setting does extend children’s participation in the play activity.

Findings were discussed in relation to current ideas about curriculum.
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Introduction

The purpose of this research is to examine teachers” attitudes towards play and
children’s free play opportunities in child care centres. According to research, 44%
percent of 3-to 4-year-olds were involved in some form of an early childhood education
program in 1989, including preschools, daycares and home-based daycares and
preschools in the Uﬁited States (Schweinhart, 1989 cited in Summers, 1991). The
numbers are similar in Canada and have risen. In 2001, according to Statistics Canada,
over 50% of all Canadian children were being cared for by someone other than a parent.
Twenty five percent of those children were in a daycare center. In all the provinces there
was a substantial increase in the number of families utilizing daycare services. In
2000/01, 41% of children between the ages of six months and five years were in daycare.
By contrast, in 1994/95 only 25% of children in this age group attended daycare.
Given the amount of time children spend in daycare it is important to consider the role of
teachers. Teachers have always played a major role in socializing children. As more and
more children are placed in daycares at earlier and earlier ages the impact that teachers
have may become even more significant. The attitudes that teachers have towards
children’s play may also impact on how teachers choose to structure the daily routine of
their classrooms. The purpose of the present study was to examine teacher’s attitudes
towards free play and how they impact on children’s free play opportunities.
Defining Play

Prior to discussing any aspect of play it is important to clearly define play. Rubin,
Fein, and Vandenberg (1983) state that play is difficult to define since the word covers a
broad range of ideas. They discuss the possibility of eliminating the word play and

focusing attention on a narrower range of categories. Another issue raised by Rubin et al.




(1983) is societies’ attitudes towards play. They point out that play has a negative
reputation in North American society because it is seen as being in opposition to work.

There are various forms of play and there are numerous definitions of play. In general
play can be defined as “creative, original, innovative and imaginative” activity (Bruce,
1993). More specifically it can be defined as “a range of simulations within a time
continuum, including the influences of materials, social relations, real-world experience,
and decisions about what to stimulate.” (Reifel & Yeatman, 1993). Bruce (1993) adds
that play involves the child using skills that he/she has, or is in the process of developing.
Klein, Wirth, and Linas (2003) mention another characteristic of play, which is that
children must enjoy an activity for it to be characterized as play. In his definition, Slavin
(1988) also includes positive affect as a criterion, which is as follows:

Play is voluntary, pleasurable, spontaneous, and self-initiated

Play involves repetition or elaboration of behaviours already acquired, but it also

promotes new skills and abilities. Play is pursued “for its own sake”; it is not goal-

directed. Play is creative and nonliteral. It contains elements of reality interwoven

with fantasy. Play changes as children develop. (Slavin, 1988).

Rubin et al. (1983) discuss six factors that have been agreed upon by a number of
theorists, which describe play. The first characteristic is that the behaviour must be
intrinsically motivated. If a child is engaging in an activity for any reason other than
his/her own pleasure then he/she is not playing. The second characteristic of play
behaviour is that the child focuses on the process and not the product of the activity. A
child engaged in an activity where he/she is focusing on the goal is working and not
playing. The third characteristic of play behaviour is that children ask the question,

“What can I do with this object?” If a child is focusing on determining what an object

can do, and the characteristics of the object, he/she is exploring the novelty of the object.




When a child knows what an object can do and he/she is able to focus his/her attention on
what he/she is able to do with the object, he/she can play with it. The fourth element of
play is that there is a level of pretense involved. Children must use their imagination at
some level. For example, a child who is stacking blocks together is exploring the blocks.
A child who is pretending the blocks are pizzas and is putting them in an oven is engaged
in play. The fifth component of play is used to distinguish play from games. Based on
this criterion, behaviour is classified as play when no rules are placed upon the children
from external sources. For example, if children are playing hockey with blocks and
marbles and they establish the rules of their activity then they are playing. If an outsider,
(usually an adult) tells them what the rules are, the activity becomes a game. The final
characteristic of play is that the child must be actively involved.’A child sitting and
staring off into space with an activity sitting in front of him/her is not, by definition,
playing.

As stated by Rubin et al. (1983) many theorists have agreed upon the characteristics
that they put forth. Therefore, for the purpose of this paper play will be defined as any
behaviour which meets the criteria put forth by Rubin et al. (1983).

Many people feel that children spend a substantial amount of time playing. When one
considers the definition put forth by Rubin et al. (1983), it becomes clear that a
substantial amount of play time cannot trd]y be classified as such. Coupled with the fact
that children’s play time is decreasing is the fact that the value our society places on play
seems to be declining. These ideas are discussed in the next section. Also, in the next
section of this research project the problems related to the perception of the value of play

will be addressed.




Problems in Play Opporﬁmities

According to Jambor (1996), there are five societal trends that are endangering
children’s right to play in the United States and to a degree in Canada. The first issue
addressed by Jambor (1996) is the fact that neighbourhoods are becoming less safe.
People do not know their neighbours as well as they used to know them. North American
communities are more transient,' people are working longer hours and there are more
households with two working parents. All these facts help create environments where (a)
children need others to care for them and, (b) children may be exposed to more unsafe
and less community-oriented environments. As neighborhoods become less safe, parents
are less likely to let their children play outside. The second issue Jambor (1996)
discusses is the féct that our society, as a whole, is becoming less and less physically
active, which is supported by recent statistics that show that the rate of obesity, due in
part to poor eating habits and a lack of exercise, amongst adults and children is increasing
(www.statscanada.ca). The decline in physical activity outside of school is further
compounded by the third issue addressed by Jambor (1996); specifically schools are
reducing the amount of playtime for children iﬁ favor of more st?uctured, teacher-directed
activities. Another issue is that more parents are divorcing and remarrying, this means
that children spend more time shuffling between one home and another. This may reduce
the amount of time available for them to play and also to establish relationships with
neighbourhood children. The final issue Jambor (1996) discusses is that people are more
concerned with safety and less concerned with the value of play. As our society becomes
more concerned with keeping children safe, many play behaviours are not allowed as

they are deemed to be unsafe (e.g., playing outside unsupervised). This issue impacts




preschool and daycare educators who often bend to parental pressure to forbid children
from engaging in any play behaviour that they consider dangerous.

The 1ssue of school curricula that devotes less time to play has an impact on early
childhood educational programs. As elementary school curricula focus more on
academic skills, parents want their children prepared for school by the early childhood
education centers. Thus, parents pressure early childhood educators to focus on
academics as opposed to just letting the children “play” (Charlesworth, Hart, Burts,
Thomasson, Mosley, & Fleege, 1993). Many educators, who believe play is important,
find it difficult to maintain their position that play opportunities are necessary with the
pressure from parents to create an academic structure in their classrooms. This idea is
also reinforced by Hatch and Freeman (1988) and Klein, Wirth and Linas (2003). The
fact that it is much easier to determine if the preschool prepares the children academically
makes it far more appealing to many individuals (Egertson & Isénberg, 1987) and trying
to determine what children are learning through play is more complex and less obvious.
In contrast, Hatch and Freeman (1988) found a discrepancy between early childhood
educational theory and the educational practiceé described by teachers, principals, and
supervisors. The individuals interviewed by the researchers stated that they were
concerned with preparing children for the academic content of first grade. The
kindergarten classes were mostly skill-centered, academically-oriented programs.

Another study (Rothlein & Brett, 1987) found that parents did not condone their
children spending a substantial amount of time playing. Parents in this study felt that
children should spend no more than 30-50% of their time engaging in play. Further,

Egertson & Isenberg (1987) showed that many parents and elementary school educators




did not consider that children are really learning when they are in daycares or preschool
programs. More recently, Klein et al.b (2003) also stated that the trivialization of play is
still an issue today. In their research, Egertson and Isenberg (1987) found that adults put
a substantial amount of emphasis on academic achievement and explaihed that children in
our society no longer needed to play because they were too advanced for it. This notion,
coupled with the emphasis on academic achievement has helped increase the academic
structure of many kindergarten classroomé. Many early childhood educators reported
that they were deeply concemed about the developmentally inappropriate practices that
existed in many classrooms as parents pressured early childhood educators to prepare
children for the academic 'woﬂd of school (Charlesworth, Hart, & Burns, 1991).

A majority of teachers interviewed by Rothlein and Brett (1987) did not considé} play
to be an “integral” component of the curriculum. They subscribed more to a “learn-play
dichotomy”. The lack of importance ascribed to play was echoed in another study by
Ryn, Tagano, and Moran (2005), who found that many teachers did not feel that play was
an “appropriate” way for fostering “children’s development” and supported more of an
academically structured program.

Another study (Moyer, Egertson, & Isenberg, 1987) showed that kindergarten
programs were being “misdirected”. These researchers stated that this misdirection was
being caused by “societal pressure” and a lack of knowledge or misconception of
children’s developmental needs. This is a sentiment that continues to be echoed today.
File and Gullo (2002) cited societal pressure on educators to teach children in
academically structured environments as a cause of concern for educators. There is also a

shortage of teachers who are trained to work specifically with young children. The




problem is further compounded by marketing campaigns, which try to sell materials that
are, for the most part, not suitable for young children. Due in part to the lack of qualified
personnel and pressure by parents for academic structure many kindergarten classrooms
have materials that are not meeting the developmental needs of the children in those
classrooms (Moyer et al., 1987). For example, a teacher who is qualified as an
elementary school teacher but works with 3-and-4-year-olds is not always aware of thé
developmental needs of this age group and may consider materials, such as stencils and
worksheets, that he/she used in their elementary school classrooms to be appropriate in
an early childhood educational classroom.

The fact that many people do not seem. to value play in general, and specifically in
daycares and preschools, is disturbing (Rothstein & Brett, 1987). Hatch and Freeman
(1988) echo this sentiment and discuss the determination of the proponents who
campaign vigorously to structure kindergarten classes in a more écademic manner. The
advocates for developmentally appropriate practices in the early childhood classrooms
have expressed concern over the fact that not much attention is paid to what young
children truly need in terms of their development, “the miseducation of young children”
in general and the loss of childhood that many children experience when society forces
them to grow up too quickly (Hatch & Freeman, 1988). All the issues discussed in this
section help make a case for the decline of play opportunities and the lack of value that
our society places on play. The focus of the next section is to discuss why play is

important and how it helps children develop.




The Importance of Play for Children’s Development

There are many reasons why play is important. Play has been shown to help children
deal with stress, anxiety, and tension (Slavin, 1988). For example, if a new sibling has
Just been introduced into the family, a child can act out his or her frustration and anxiety
over the event through play. A child will not be permitted to hurt the new member of the
family, but can vent his/her emotions on a doll, thereby letting them release the anxiety
and tension they may feel.

Play has been linked with the development of problem solving skills and creative
thinking (Klein et al., 2003). Play also helps children gain an understanding of the world
around them, héw things work and how to use tools (Rothlein & Brett, 1987; Zeece &
Graul, 1990; Klein et al., 2003). For example, by building with blocks a child develops a
greater understanding of how buildings are constructed and various cognitive concepts
(e.g., size, shape). When a child adds water to sand and watches the water disappear into
the sand, she/he may begin to understand the process of absorption. When children dig in
dirt, for example, they may learn that as the seasons change and the temperature becomes
colder that the ground becomes harder to dig in and requires more effort.

When children play their thinking focuses on the events at hand but also extends to
consider future events and the outcomes of their actions (Mellou, 1994). It is through
playing that children can learn about cause and effect. They learn that their behaviour and
actions have consequences. Play provides children with a natural opportunity to learn
about “social rules” (Klein et al., 2003). If a child breaks something that another child

has created that child will learn that it upsets others when their things are broken. The




child learns the consequence that he/she should not break things that do not belong to
him/her.

The definition of play and the importance of the learning process that occurs through
play are further supported by Moyer et al. (1987), who discuss the many benefits of play,
including the social and emotional development of children. Children also learn to think
critically and solve social problems in their play (Moyer et al., 1987; Klein et al., 2003).
The importance of play in aiding in children’s social and emotional development has
been documented more recently by Klein et al. (2003), who supported Moyer’s findings.
Literacy skills are also enhanced through play as children have the opportunity to interact
with each other thereby developing their verbal and social skills (Klein ét al., 2003).
Leseman, Rollenberg, and Rispens (2001) showed that children talk significantly more
during free play time than they do during any other time in the classroom. The
implication of this finding is that free play may provides children with the opportunity to
verbalize and socialize with each other more so than at any other period of time
throughout the day, thereby helping children develop language and social skills.

Children also learn that objects can be used to represent other things. This is an
important lesson that helps children understand mathematical and literacy concepts,
where children must be able to grasp the concept that letters create words and words
represent objects or méthematical concepts where numbers represent values.

Rothlein and Brett (1987) have also shown that play is an effective motivator for
keeping children engaged in their activity, thereby helping them to increase their
attention spans and also as a means of encouraging. children to “explore new materials

and ideas”. For example, if children are allowed the opportunity to play with blocks,
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explore them and develop their ideas they are more likely to play with the blocks for an
extended period of time. More recently, Klein et al. (2003), discussed the length of time
children could stay on task if they were allowed to become wholly involved in their play,
a point discussed later. Klein et al. (2003) also support the belief that children will stay
on task longer if they find an activity to be fun. This is one of the reasons why free play
-is important and why the present study aims to examine teacher’s attitudes towards free
play. In the next section we will look at the role of free play in a developmentally
appropriate early childhood educational center
Free Play-The Only Kind of Play
In considering the definition of play put forth by Slavin (1988) and Rubin et al.
(1983), it becomes evident that the only true form of play is free play. The definition of
free play states that children are free to choose the activity, materials and individuals with
whom they are going to play (Yang, 2000). Yang (2000) states that children who are
truly engaged in free play not only choose their activity, materials and playmates but that
they are also free to develop, stop, or change their activity as they choose. In free play,
children can develop however they want using their own ideas or those of their
classmates with whom they have chosen to engage in an activity (Yang, 2000). This
definition is further supported by other researchers (Leseman et al., 2001), who state that
for an activity to be considered free play there is no goal, or end product that must be
met. For example, if a child chooses to play with Lego and the educator instructs the
child that the Lego must be used to build a house, the child is not engaged in free play.
The educator has given the child a goal to achieve and the child is no longer playing for

the sake of playing. This criterion is also included in Slavin’s (1988) definition of play,
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which states that play is an activity that is not goal-oriented and directed by another
persbn, further showing that the only true form of play is “free play”.

According to Kontos and Keyes (1999), educators need to guide children’s play. They
state that without guidance, children between the ages of three and six, may often behave
impulsively and keep repeating the same play behaviours over and over again. It is
important to differentiate between guiding and directing children’s play. According to
the constructivist philosophy, children should be allowed and encouraged to make their
own decisions. Once a child has made a decision, it is the role of the teacher to guide the
child in his/her play to help ensure that he/she follows through, takes responsibility for
his/her choices and to help them develop their ideas (Kontos & Keyes, 1999).

According to Yang (2000), when children are engaged in free play they may benefit
from a teacher’s guidance to improve their language and problem solving skills. Free
play, in particular, is important because it allows children the opportunity to develop their
decision-making skills, explore different activities and materials, find out what their
personal likes and dislikes are, and learn that choices have consequences (Yang, 2000).

Children do not only engage in play for the moment; they develop their critical
thinking skills; absorbing and storing information for future use (Yang, 2000). For
example, if a child is painting and makes a hole in the paper by putting an excessive
amount of paint in one particular spot, with the teacher’s guidance, the child can
understand why the paper tore. This information will be incorporated into the child’s
thinking and may be recalled the next time the child paints.

Free play also gives children a sense of power (Zeece & Graul, 1990). Children live

in a world that is predominantly controlled by adults. When a child is given the
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opportunity to choose what he/she wants to do and then learns to manipulate materials
and toys in a manner that has a positive outcome, and helps foster a positive self-image
(Zeece & Graul, 1990). Free play periods allow educators the chance to guide children to
think and choose activities that are meaningful to them and help them reflect on their
choices (Yang, 2000). For free play to be a positive and valuable experience for children
it is important that educators guide children and ensure that they consider their choices
and follow through on them. Without follow through and guidance, free play can evolve
into a chaotic environment (Yang, 2000) which may have a negative experience for
children and teachers alike.

Many teachers and parents dislike the concept of free play because many see it as
chaotic; a time when children run wild, doing whatever they want, with whomever they
want. We must be careful, however, when we define an environment as “chaotic”. There
is a misconception, according to researchers (Hyang-Ryn et al., 2005) that schools are
meant to teach, and the way to do this is with structure and discipline. An environment
without academic structure, which appears to be chaotic and undisciplined, is not
considered to be an effective learning environment (Hyang-Ryn et al., 2005). Miller
(1989) argued that when children are in environmeﬁts where there is much focus placed
on order and neatness, they may become inhibited. It is very difficult for the creative
juices to flow if a child must worry about not making a mess.

The difficulty with free play is that it can become a free-for-all where children are
active and aimless (Stollar & Dye Collins, 1994). This behaviour only occurs if a teacher
allows it to happen and does not set limits regarding respectful behaviour. Teachers must

guide children and support them in their play. If children are allowed to jump from one
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activity to another and are not asked to take some responsibility for their actions the
result can be that children’s opportunities for learning and development are substantially
reduced. This is not to say that children should not be allowed to change their activity.
As Stoller and Dye-Collins (1994) point out, it is normal for children to want to
experiment and explore different areas. Children are naturally curious and we, as
teachers, want to encourage that curiosity and excitement for éxploring. The problem
arises when children change activities with extreme frequency, are unable to stay on task
for any length of time, and when teachers do not guide or support children in their play so
as to encourage longer and more intensive investigation (Stoller & Dye-Collins, 1994).
Teachers may support or guide children’s play by asking them open-ended questions,
offering materials to extend or develop the children’s play, and creating a classroom
atmosphere in which children feel comfortable and secure.

When a teacher is involved in an activity it encourages the children to participate in
the activity (Kontos, 1999). While children will play on their own without adult
involvement, the quality of their play may be of a higher level if an adult participates
(Zeece & Graul, 1990). Rothstein and Brett (1987) found that when teachers became
involved in the sociodramatic play of children that the level of play increased. If an adult
understands that children learn through play they can help the child develop his/her play
by fostering an environment that enhances play and takes children’s play to a higher level
(Zeece & Graul, 1990). In conclusion, educators should become involved and participate
actively in children’s play but not take over control of the play, to ask questions, to
observe and to structure the environment and the time continuum so as to help children

reap the most benefits from their play experiences (Rothstein & Brett, 1987). The subject
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of time will now be discussed in the next section, which looks at both the amount of time
educators spend with children and the effects the duration of play beriods have on
children’s play.
Free Play and Time

Kontos (1999) demonstrated that while teachers do spend a substantial amount of
their time interacting with children in their classrooms, they spend an inconsequential
amount of ﬁme interacting one-to-one with the individual children because of the ratios
and other tasks that teachers must accomplish during their day. Leseman et al. (2001)
have shown that when children engage in free play with a minimal amount of input from
educators, this has an impact on their behaviour. For example, aggressive children were
more aggressive, and children who had difficulty staying on-task demonstrated more
difficulty staying focused when teachers interacted less with them. Smilansky and
Shefatya (1990) reported that children from lower socioeconomic backgrounds tended to
focus their play more on the toys than on their peers. By taking time to interact and guide
these children, teachers can facilitate their quality of play with their peers.

Teachers spend significantly more time interacting with children during “work time”
in comparison to the amount of time that they spend interacting with children during free
play time (Leseman et al., 2001). The quality of the interaction was also found to be of a
lower quality during free play time. Many of the teachers’ verbalizations were related to
giving instructions or were not related to the play (Leseman et al., 2001).

It has been found that the amount of time children are given to play has a large
impact on the type of play that they engage in with others. Researchers (Mellou, 1994)

found that children who were given 30 minutes of play time had far more complex and
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richer play than those who only had 15-minute play periods. Young children need some
time to organize and start their play. Without adequate time children are not able to
develop and complete their play in a natural and appropriate manner (Zeece & Graul,
1990). It has been suggested that children of preschool and kindergarten age would
benefit from having two short play periods combined into one longer play period
(Christie, Johnsen, & Peckover, 1988). These authors state that having one extended play
period would allow children the necessary time to develop their play into higher, more
complex forms.

In conclusion, although authors have written about the importance of free play, the
arguments are not based on empirical studies but more on “expert opinions”, qualitative
studies and teacher’s opinions. There is a need for empirical research, and this is why the
research being put forth in this study is valuable.

Having looked at the definition of play, the problems facing play, factors that impact
children’s play, and the importance of play and free play in particular, the next section of
this thesis will now discuss the role of the teacher and the classroom environment in a
developmentally appropriate free play period.

Methodology of Free Play

Research has shown, and continues to show that there is a correlation between social,
emotional, cognitive, and academic development of children and the teachers’ behaviour
(Moulton et al., 1999). Moulton et al. (1999) discussed the relation between different
teaching styles and child outcomes thus, suggesting that while it is important for teachers
to maintain order in their classrooms to help facilitate children’s development,

authoritarian teachers who maintain rigid control and have tightly structured classes will
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not have environments that provide children with the highest levels of learning
experiences. Howes and Smith (1995) demonstrated that teachers who interact in a
positive manner with their students have classes in which the children feel securely
attached to their teachers. It stands to reason that there would be a correlation between
children feeling emotionally secure and being in an environmentywhere they feel cared
about and are made to feel important. Howes and Smith (1995) showed that children
were more emotionally secure with teachers engaged in positive social interaction.
Further, there was a positive association between teachers who offered more creative play
activities, whether or not they engaged in positive social interaction with the children,
and cognitive activity in children (Howes & Smith; 1995). Either way teachers have an
important impact on children and an important element of any classroom is that afeacher
should create an environment in which students feel that they are psychologically safe

- (Tagano, Sawyers, & Moran, 1989). By providing support for children in their play, by
observing and assisting them in negotiating and helping guide children to solve their own
problems, educators assist children to become independent and confident at solving their
own problems (Klein et al., 2003).

Successful teachers, according to Moulton et al. (1999) are those who offer their
students a wide range of activities, encourage children to be independent while at the
same time interacting with them. These findings supports other researchers (Howes &
Smith, 1995), who state that good teachers keep criticism and negative comments to a
bare minimum while having a high level of positive verbal interaction with the children.
Moulton’s (1999) research shows that teachers who created the environment of their

classrooms based on these criteria had students who were more spontaneous, creative,
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and sympathetic, demonstrated high levels of task involvement, language comprehension,
and participated more in the social aspects of the classroom. In classrooms with positive
-environments children were less dominating and hostile towards one another.

Thus, teachers create a “positive environment in their classroom by being flexible,
warm, responsive, compassionate, showing interest in the children by participating in
their activities, being aware of their progress and encouraging spontaneity and creativity”
(Yardley, 1971 in Moulton et al., 1999, p. 21). A good teacher asks many open-ended
questions and gives children time to think and form their own ideas. Teachers should also
incorporate the interests of the individual children into the activities that they offer the
children (Tagano et al., 1989). Teachers should encourage children to solve their own
problems by giving them extended play periods. Longer play periods also allow children
the time that they need to truly develop and become involved in their play as was
discussed earlier. By offering children adequate time to explore an activity, teachers are
helping students develop their creativity. Children should be permitted to leave an
activity or project and come back to it for days or weeks at a time (Tagano et al., 1989).

Both theory (as discussed in a later section) and research have suggested a positive
correlation between the level of children’s competence and their interaction with adults
who help guide the children by engaging in dialogue that helps children develop their
language and their play (Kontos & Keyes, 1999). Research has aléo found that there is a
correlation between the number of times children interact with an adult who is positive
and/or responsive and the level of competence children display when interacting with

their peers and materials (Kontos & Keyes, 1999).
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There is a link between the teacher’s attitude towards play and that of the children’s
attitude towards the subject (Mellou, 1994). If a teacher does not seem interested in what
the children are doing and fails to interact, or engage in the children’s play, they are less
likely to persevere and focus on their activity at hand. The children almost seem to
mirror the attitude of the teacher. If the teacher fails to validate their play by being
enthusiastic about what the children are doing then the message that the children receive
is that play is not something worth spending their time doing (Mellou, 1994). In contrast,
if a teacher is excited and interested in children’s play, the children will mirror the
enthusiasm and interest of the teacher (Mellou, 1994).

One point that is consistently raised in the literature is what is the role of an educétor
during play time? The point that appears to be so important, in a developmentally
appropriate program, is the notion of the educator as a guide or as a facilitator of
children’s play. This is an idea that was developed by Vygotsky, who will be discussed in
a later section of this pfoposal. The role of educator as a guide is one of the key
components of the constructivist philosophy. Due to children’s limited life experiences
they are only capable of taking their play so far and at a certain point their play may
stagnate (Mellou, 1994). The role of the teacher is to guide the children and to scaffold
their play to the next level. While guiding the children’s play teachers must be careful
that they do not impose their ideas on the children’s play but rather help the children
develop their own ideas, thereby fostering the children’s own creativity and imagination.
This perspective is further supported by Ryn et al. (2005), who stated that teachers should
actively involve themselves in the children’s play in such a way as to take it to a higher

level.
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In talking to children, teachers need to ensure that they are not imposing their
perspective on the child’s play but are helping the child develop his/her own ideas. For
example, if a teacher suggests playing with farm animals in the barn because she/he
associates the animals and the barn together she/he is essentially imposing her
perspective on the child. By posing an open-ended question such as, “Can you think of
anything you would like to put in the bamn?” or “Where can you play with the animals?”
the teacher is leaving the play open to the child’s will and direction. In essence, teachers
engaging in developmentally appropriate practices ensure that they are creating a child-
centred free play experience rather than a teacher-centred one. Smilansky and Shefatya
(1990) have shown that the level of children’s piay shows a significant increase when
adults become involved and interact with children. Smilansky and Shefatya (1990) also
stressed the importance of ensuring that when educators guide, or intervene, in children’s
play that they focus their intervention on the skill and not the content of the play. Itis
important for teachers to maintain a skill-centred focﬁs if they do not want to influence
the content, or creative aspect of children’s play (Smilansky & Shefatya, 1990). For
example, it would be appropriate for an educator to help a child to tie a piece of string to
a plastic tree to make a place for a monkey to swing. It would be inappropriate for a
teacher to tell a child that he/she should do this, as this would impact on the content bf
the play and change the play from child-initiated to teacher-directed.

In sum, educators may use a variety of tools to guide children’s play. By observing
the children, the materials they use, and the roles they take on in their play, as well as by
posing direct and/or open-ended questions educators can help children take their play to a

higher level (Smilansky & Shefatya, 1990).
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The Developmentally A pprépriate Classroom

The National Association of Educators of Young Children (NAEYC) believes that it is
crucial that early childhood educators provide children with the opportunity to engage in
child-centred learning. It is the NAEYC position that children should be involved to
some degree in deciding on the curriculum that they are going to study (Vartulli, 1999).
While the NAEYC recognizes that educators have to adapt their teaching methods to the
various cognitive and social abilities of older and younger children, the position is that it
is crucial that children always be permitted to be involved at some level in deciding on
what goes on in their classroom and to be given responsibility for their own learning,
regardless of their age (Vartulli, 1999). Other researchers (Zeece & Graul, 1990) support
this position and cite the importance of children being given the chance to make their
own decisions and the opportunity to engage in activities that promote development
social and cognitive development. Kontos (1999) and Leseman et al. (2001) also stress
the imﬁortance of providing children with open-ended forms of play to aid in their
cognitive development.

It has been demonstrated that children who attend high quality early childhood
programs attain positive outcomes (Barclay & Benelli, 1995/96) and one of the most
important aspects of a good program is the interaction between teachers and children
(Kontos, 1999). The position statement put forth by NAEYC echoes the importance of a
positive teacher-child relationship as being critical to a developmentally appropriate
classroom (Vartulli, 1999). Zeece and Graul (1990) argue that how the time continuum is
broken up in the classroom and the behavioural expectations of children and teachers as

more important than the physical components of the classroom.
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The number of children in a class is another important element to consider. Educators
of large groups of children are found to engage in more developmentally inappropriate
practices than educators with fewer children in their classes (Buchanan et al., 1998). The
number of children in a class affects the amount of individual attention educators can
give to children and may also affect the amount of time children must wait to use
materials. |

A high quality early childhood educational program is also marked by an air of respect
that extends among all participants (Barclay & Benelli, 19995/96). For example, parents
should be encouraged to participate in the program and children should be addressed or
spoken to in such as way as to encourage fhem to express their ideas and needs openly.

A classroom that is developmentally appropriate will be structured more around center or
group based activities (Burts et al., 1992). Specifically, the activities offered in a
developmentally appropriate class are concrete, thus the children have the opportunity to
touch, manipulate and interact with materials. By creating an environment where
children can explore, manipulate, test and play, educators are providing children with the
opportunity to become excited about learning. This is crucial if early childhood
educators are to be able to help children develop the idea that learning is fun (Klein et al.,
2003). While educators in a developmentally appropriate classroom will plan group based
activities, the children will not be forced to participate in them, as they often would in a
developmentally inappropriate classroom setting. Educators will plan transitional
activities (e.g., looking at storybooks, playing with kaleidoscopes) and workbooks would

never be used in a high quality educational program (Burts et al., 1992).
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Burts et al. (1992) found that children in kindergarten classes with developmentally
inappropriate practices had significantly higher stress levels than children in
developmentally appropriate classes. They also found that preschool children who
attended preschools that focused on academics and did not engage in developmentally
appropriate practices had more negative attitudes towards school than children who
attended preschools that used developmentally appropriate practices. The children in the
highly academically structured preschools were also found to be less creative and did not
perform as well socially as their preschool counterparts who attended the
developmentally appropriate preschools (Burt et al., 1992). The term, developmentally
appropriate practice, is a recurring one and is often linked with concepts associated with
the constructivist philosophy. |

Having examined the definition of play, the importance of play, and the role of the
educator and environment, we will now discuss the beliefs and practices of teachers and
the impact they have on teachers’ classroom practices.

Educators’ Beliefs and Practices

It is important to examine the attitudes and beliefs of educators as it helps us to
understand and éxplain the varying teaching practices of educators (Isenberg, 1990).
Education and beliefs are two of the strongest variables that influence observable
teaching practices (Maxwell et al., 2001). Even when educators report sharing similar
beliefs, they often implement them into their teaching strategies in different ways.

Preschool teachers in one study (Spodek, 1988 in Charlesworth et al., 1991) showed
that when questioned about their teaching practices most early childhood educators

focused the majority of their attention on the management of their classrooms and the
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planning and organizing of activities. The topics of developmental needs of children,
play, and learning were given an insignificant amount of attention. Preschool teachers
paid more attention to the subject of play than kindergarten teachers who focused more
on the evaluation of students. Charlesworth et al. (1991) also discussed the results of
research showing that if educators were not provided with a good solid theoretical guide
with detailed classroom practices to follow, their practices were unlikely to match their
beliefs. Interestingly the correlation between educators who have inappropriate beliefs
and engage in more developmentally inappropriate practices is slightly stronger than the
correlation between educators believing in and implementing developmentally

B appropriate practices. Furthermore, many early childhood educators who were
interviewed expressed their beliefs in vague terms rather than supporting specific
theoretical beliefs (Charlesworth et al., 1991). Maxwell et al. (2001) also state that the
strength in the beliefs put forth by educators is significantly higher than their level of
implementation of their beliefs. |

Charlesworth et al. (1991) noted that kindergarten teachers would offer
developmentally appropriate activities. The activities, however, were often used as a
reward when children had finished their work. Children who took too long to complete
their work were, therefore, not given the opportunity to play.

The educational background of teachers impacted én their teaching practices.
Teachers who majored in early childhood education had stronger beliefs in
developmentally appropriate practices than teachers who majored in elementary school
education (Buchanan, Burts, Bidner, White, & Charlesworth, 1998). Kagan (1992) and

Vartulli (2005) also found that student teachers were more strongly impacted by the
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experiences they had as student teachers than they were by the theoreticalkknowledge
they acquired»in classrooms. This finding supports the idea of how effective hands-on
learning is in comparison to academically structured programs, regardless of the age of
the learner (Maxwell et al., 2001). Berk (1995), in comparison, found no significant
difference between the classroom behaviour of college-educated teachers and their beliefs
regardless of whether or not their majors were in a child-related field. Teachers who
attended college and majored in a field unrelated to children did interact more positively
with children than teachers who had not attended college. Cassidy, Buell, Pugh-Hoese,
and Russell (1995) also found that teachers with a college education engaged in more
developmentally appropriate practices than teachers without a college education.

Berk (1995) discussed the educational background of educators in relation to their
classroom practices. She mentioned that educators with training interacted more, and in a
4more positive way, with children than educators with no training. They used fewer
authoritéﬁan means of controlling their classrooms and interacted less often with other
adults in their classrooms. College-educated teachers engaged in behaviours that
encouraged the development of children’s verbal skills three times as often as those
educators with only high school level education (Berk, 1995).

Berk (1991) suggested that educators who were committed to the field of early
childhood education had attitudes that were more respectful of developmentally
appropriate practices than educators who did not plan on staying in the field. Research
demonstrated that more recent graduates engaged in more developmentally appropriate
practices than their more experienced, older counterparts (Maxwell et al., 2001; Vartulli,

1999). Kagan (1995) also discussed how time and experience impacted on an educator’s
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belief system and his/her teaching style in a positive or negative way. For example, a
teacher who believed in having a highly structured academic-style classroom would tend
to believe even more strongly in this type of practice as his/her amount of time and
experience spent in the classroom increased. In contrast, a teacher who believed in
developmentally appropriate practice at the beginning of his/her career would
demonstrate a strengthening of this belief sysfem as she/he gained experience in the
classroom.

Theories of Play and Teachers’ Views on how Children Learn

How and what teachers think children learn has a direct link with their teaching
practices and this has an impact on how and what students learn (Vartulli, 1999; Kagan &
Smith, 1988). According to the attribution theory, if an educator believes that children
learn most effectively by rote, that teacher is most likely to have children sit and practice
repeating information until théy have it memorized (Kagan & Smith, 1988). Researchers
(Buchanan, et al, 1998; Moulton, Coplan, & Mills, 1999) have shown that teachers’
attitudes impact strongly on children’s experiences.

The labels continue to change but in essence the current theories and philosophies
have their roots in one of two historical camps. The first position was put forth by
Dewey, who felt that learning should be child-centred, spontaneous, and focus on the
whole child. The opposing perspective was that learning centred on developing
children’s cognitive and analytical skills was more effective in children’s development
(Kagan & Smith, 1988).

As discussed below Piagetian theory, which concurs with Dewey, suggests that the

most effective means of teaching children is by providing them with the opportunity to
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interact spontaneously with their environment. In opposition to Piaget, is the Operant
Learning model that argues that the most effective method of imparting knowledge is to
structure specific teacher-directed learning activities for children (Kagan & Smith, 1988).
Proponents of the Operant Learning model consider the product to be more important
than the process. Teachers using the Operant Learning model often use extrinsic rewards
such as stickers or privileges as motivators. The Operant Learning model is based on the
idea that there is one way to learn, and that the role of the teacher is to give children
specific directions. Children demonstrate that they have learned by following the
directions of the teacher and having an end-product to show concretely that they have
learned the lesson taught. The Operant model is not considered to Be developmentally
appropriate by the standards established by the National Association of Education of
Young Children.

As mentioned previously, the term, developmentally éppropriate practice, is often
associated with the coﬁstructivist philosophy. To gain a fuller perspective, and put the
constfuctivist philosophy in context, it is necessary to look at some of the main theories
of child development and the roots of constructivism.

According to the Piagetian perspective, play basically helps children deal with the
imbalance that occurs when assimilation dominates accommodation (Rubin et al., 1983).
An individual who incorporates an idea into his/her existing thought pattern without
changing his/her cognitive structure would be defined as assimilating the idea. The
process that occurs when an idea does not fit into an individual’s preexisting cognitive
structure, and the individual must adapt his/her mental schema, is referred to as

accommodation. For example, if a child has a pet cat and then saw a small dog on the
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street, the child could assimilate this information and think that all animals with fur are
cats. A child who was capable of accommodating this information would alter his/her
thinking to change the characteristics of how he/she defined a cat. The behaviour that
occurs as a result of this imbalance is dependent on the age and developmental level of
the child. It is through play, according to Piaget, that children correct this imbalance. In
the Piagetian construct a child develops a positive sense of self by repeating a behaviour,
or action, until he/she succeeds at it. It is by giving children time to rehearse a skill that
they gain mastery over it, and therefore self-confidence. According to Piaget, the first
time a child engages in a behaviour he/she is exploring and not playing. The second and
recurrent times a child engages in a behaviour he/she is playing. For example, a child
who goes camping with his/her family would not be seen to be playing camping while
they were engaging in the activity with their family. Upon returning home, however, a
child who covered a table with a blanket and crawled undereath could be considered to
be playing at camping. In symbolic play, children use one object to represent another
and/or engage in an action out of the context in which the original activity occurred.
Piagetian theory also shares some commonalities with Freud’s psychoanalytical
theory. Both theorists discuss the idea of play as a way of expressing or coping with
emotions (Rubin et al., 1983). Freud believed that play was a means for children to feel
powerful in situations where they had felt powerless. According to Freud, play is an
activity that is only engaged in for a very short time until the ego becomes more highly
developed than the id. Piaget, in comparison, believed that play continued for a much

longer period. Unlike Freud, however, Piaget did not feel that play had to necessarily




28

focus on emotional discord of a real-life situation but could focus on playing out the
situation to the child’s desire.

Another theorist who has made a substantial contribution to the constructivist
philosophy is Vygotsky. The terms “guiding” and “scaffolding”, which are often used by
constructivists and appear often in discussions about developmentally appropriate
practices, can be traced back to Vygotsky’s concept of the zone of proximal development
(ZPD). Vygotsky believed that teachers could foster a child’s cognitive development by
asking questions or engaging in activities that were higher than the child’s current level
of cognitive functioning. This slightly higher level of cognitive functioning is referred to
as the zone of proximal development. He also believed that the use of objects as
symbols was a critical element to children’s play. Unlike Piaget, however, Vygotsky
focused his attention on the idea that by having the capability to use one object to
represent another, a child was laying the foundation to understand the concept of words
representing objects. According to his theory this was the mést important aspect of
symbolic play.

According to Vygotsky, children should be challenged to think at a level that is
slightly higher than their current level of thinking but that is attainable (Rubin et al.,
1983). The role of the teacher is to observe and assess children’s level of functioning and
guide them to a higher level of cognition. The term, scaffolding, refers to the process of
guiding a child’s thinking to a higher level. Vygotsky felt that play was an effective
means to create a child’s zone of proximal development (Rubin et al., 1983). He wrote
that to create the zone of proximal development, teachers should instruct children as to

how they could solve a problem with assistance and then provide them with the
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opportunity to play. It was Vygotsky’s belief that children who are provided with ample
opportunities to socialize‘and play freely will become adept at solving their own
problems, espeéially those related to socialization and communication. The constructivist
idea of guiding children’s’ play is related to this aspect of Vygotsky’s theory.

Vygotsky felt that a key element of children’s’ development was to challenge them
and then to provide them with the necessary time to attain a higher level of thinking.

This is another key element of developmentally appropriate practice and the
constructivist philosophy.

The work of Piaget and Vygotsky represent a substantial contribution to the
constructivisf philosophy. Why is it that the constructivist philosophy is often discussed
in relation to developmentally appropriate practices? According to Palincsar (1998),
constructivism can be found in varying degrees in all the cognitive science theories.
Palincsar (1998) discusses research that shows that students who are allowed to work
together in an environment, where all the students are actively involved in finding
solutions to specific problems, were found to have more advanced cognitive skills than
their peers who worked alone. The social aspect of working together to solve problems is
another element that was important in Vygotsky’s theory.

The belief system of a teacher has a strong impact on his/her classroom practice. For
example if a teachef subscribes to a cognitive developmental theory she/he is more likely
to engage children in hands-on, active leamning type of experiences. In coﬁtrast, a teacher
who aligns him/herself more with the behavioral theorists is more likely to have a more
academically structured classroom where he/she tells the students what to do, breaks

tasks up into small steps, and directs children as to how to complete them. A study by
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Kagén and Smith (19’88) showed that educators who aligned themselves with a child-
centred philosophy shared a number of common classroom practices and behaviours.
The behaviours displayed by the educators in the child-centred classrooms also fit the
profile of an effective early childhood educator, which is:

An early childhood teacher encourages independent activity, co-ordinates a number

of different activiﬁes simultaneously, does not overtly direct children and main- ‘

tains a high level of verbal interaction with students (Kagan & Smith, 1988).

Maxwell, et al. (2001) discussed the characteristics of a developmentally appropriate
teacher. In their study, they state that educators should make decisions related to their
classroom practices based on a solid understanding of child development, the needs and
interests of all the children in their class as well as being sensitive to the social and
cultural backgrounds of the individual children. Maxwell et al. (2001) also stated that
many of the ideas of developmentally appropriate practices are based on the works of
Piaget and Vygotskyband acknowledge the constructivist philosophy as being
developmentally appropriate. Teachers’ beliefs and how they impact on children’s play
opportunities is the second area of interest in the current project.
The Present Study
After reviewing the literature carefully, it is apparent that the subject of play is one

that is truly valuable and well worth studying. The literature reports that children make
significant developmental gains when they are provided with the opportunity to play.
The definitions put forth also demonstrates that the only true form of play is that of free
play and that educators play a crucial role by guiding and scaffolding children’s play to

higher levels. When examining the various educational philosophies, it becomes




31

apparent that the constructivist philosophy places significant value on the importance of
free play, whereas other philosophies (e.g., Montessori, directed learning) place less
emphasis on free play. The study being put forth in this research project is to investigate
educators’ attitudes regarding free play and how those attitudes impact on children’s free
play opportunities. The method of study included observing teachers in their classrooms
for two 30-minute periods of free play on two separate occasions. The teachers’
behaviours will be measured using the Teaching Practice Observation Scale. Prior to the
observations, the classrooms will be rated according to the Early Childhood Environment
Rating Scale. After the first observation each teacher will be individually interviewed,
and tape recorded by the researcher about her attitudes and beliefs regarding play.

Three hypotheses are proposed by this study. The first hypothesis is that educators
with higher levels of education will interact in a more developmentally appropriate
manner with children than educators with lower levels of education. This hypothesis is
based on the findings of Cassidy et al. (1995), Berk (1995), and Buchanan et él. (1998),
who demonstrated an association between higher levels of education and increased use of
developmentally appropriate teaching practices. Developmentally appropriate teaching
based on observations of developmentally appropriate practices will be demonstrated by
educators engaging in frequent positive interactions with all children. Positive
interactions would include, but not be limited to, such behaviours as smiling, using a
warm, friendly tone of voice, asking open-ended questions, encouraging children, and
talking to children at their eye-level.

‘The second hypothesis is that educators who subscribe to the constructivist philosophy

will engage in more developmentally appropriate interactions with children than
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educators who believe in more instructivist philosophies. A constructivist philosophy
will be identified by teachers’ references to developmentally appropriate practices during
the interview sessioh, for example discussing the importance of guiding children’s play
or the provision of open-ended activities. The associations between a constructivist
philosophy and the teacher’s ECERS scores for Activities and Language will be
examined.

The third, and final, hypothesis is that teachers who believe that free play is important
will provide more free play opportunities for children than teachers who do not value free
play. For example, teachers who believe in the value of free play will provide children
with Idnger periods of free play and fewer teacher-structured activities than teachers who
do not place a significant value on the importance of free play opportunities to children’s
development.

Method

Participants

For the study a cross-section of 18 early childhood educators from 6 daycares in the
Montreal area were interviewed regarding their attitudes and beliefs in relation to play,
with a focus on free play, and the role of the teacher. The directors of 8 centers were
contacted and the purpose of the study was explained. After speaking with the directors,
and obtaining their consent (see Appendix B), meetings were arranged with English
speaking educators of the 3-and 4-year-old children to explain the purpose of the study.
Teachers were asked for consent (see Appendix C).

Procedures
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For the purpose of this study the quality of the classrooms were assessed using the
Early Childhood Environment Rating Scale (see Appendix D). The educators were each
observed for 30-minute periods, on two separate occasions during their free play periods
and were rated on the Teachers’ Practice Observation Scale (TPOS, see Appendix E).
The educators wére privately and individually interviewed and asked a set of
demographic questions. They were also asked about their classroom practices and their
attitudes towards play (see Appendix F)

Measures

ECERS. The ECERS is a widely recognized rating tool used for assessing the quality
of early childhood learrﬁng environments such as daycare and preschool classroom
settings. The ECERS has been tested for reliability and validity on numerous occasions
(Cassidy et al. 1995) and provides an overview of all aspects of an early childhood
educational program (Barclay & Bernelli, 1995/96). It consists of 7 subscales: Space and
Furnishings, Personal Care Routines, Language-Reasoning, Activities, Interaction,
Program Structure, and Parents and Staff (see Appendix D for items). There are 43 items
on the scale and each item is rated on a 7-point Likert Scale, with a score of 1
representing Inadequate and a rating of 7 Being Excellent. For the purpose of the present
study, only the Activities and Language subscales were used following procedures
advocated by Cassidy for research purposes The ECERS was conducted before the
interview sessions and it was performed by 2 researchers to establish inter-rater
reliability.

Teacher's Practice Observation Scale. The educators were observed using the

Teacher’s Practice Observation Scale (TPOS) (Moulton, Coplan & Mills, 1999) during
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times of free play identified by the educators. The TPOS is a scale, which was created by
Moulton et al. (1999). The scale was designed specifically to measure teachers’
behaviours during free play time. Moulton et al. (1999) reported that the overall Cohen’s
kappa of the TPOS was K = .75.

This scale (see Appendix E) focuses on time and behaviour management. On the
TPOS scale the time management category is divided into four parts:(1) Small
Group/Individual Interaction, (2) Large group interaction; (3) On-task behaviour; and, (4)
Off-task behaviour.

The second component of the codes involves looking at the ways that teachers interact
with children during free play time. For this the TPOS breaks down the teacher’s
behaviour into seven categories (see Appendix E for definitions and examples). They are
as follows:

(a) Praise and encéuragement

(b) Activity participation

(c) Hostility

(d) Accepts feelings

(¢) Encourages perspective taking

(f) Encourages independence

For the first and second component of the TPOS, teachers were observed for 20
seconds with a 10 second recoding period for a total of 2-30 minute time periods using an
event sampling method. Specifically, the observations focused on how the teachers used
his/her time (large/small group, etc.) and which of the behaviours were observed.

The third component of the TPOS focuses on the atmosphere of the classroom. There
are five categories in this section, and they are as follows: (1) warmth (e.g.., how much

attention and compassion does the educator demonstrate?); (2) patience (e.g., does the

educator use a calm tone of voice?); (3) interest/involvement (e.g., does teacher interact
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with children and, ask them questions?); (4) positive affect (e.g., does teacher
demonstrate physical warmth such as hugging children or smiling at them?); and, (5) time
division (e.g., does teacher spend time with interacting with all members of the group?).
For this aspect of the scale the educators are rated on a 3-point Likert scale every 15
minutes over the two-45 minute observation periods.

Teacher Interview. The final component of the study involved the researcher
interviewing, and tape recording, each individual educator, at his/her daycare centre.
Teachers were asked 37 questions related to play, specifically how he/she structures
his/her individual day in his/her classroom, and some general questions related to the
educator’s level of education, experience in the field, and his/her personal beliefs and
philosophy. Each individual interview took approximately 30-45 minutes.

Reliability

To establish inter-rater reliability, a second researcher was trained to use the TPOS
Scale until the inter-rater reliability feached .70-.75. This second researcher also
participated in 25% (n = 8/40) of the 40 teacher observations to establish inter-rater
reliability. These reliability observations were evenly spaced out during the data
collection.

The interview was coded using a qualitative methodology looking for themes. The
results of the TPOS were also coded using.a qualitative methodology, looking for
behaviour that correlated with, or represented, the constructivist philosophy versus an
instructivist or teacher-centred philosophy. For example does the teacher use praise and
encouragement to motivate children or does he/she give many directives to children?

Does he/she engage in activity with children or does he/she stand back and observe the
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children? The coding scheme was developed using qualitative methods for identifying
themes (Strauss & Corbin, 1998).
Results

Plan of Analyses

First, the data were verified and preliminary descriptive statistics were conducted. The
descriptive information about the samples is presented first, followed by the testing the
three hypothesis as outlined. The analysis of the hypothesis that educators with higher
levels of education would engage in more developmentally appropriate manner than
educators with lower levels of education was determined by computing the response to
question (#4) of the teacher questionnaire and comparing it with the ECERS Scores in the
(#16) item of the Language Reasoning section‘ and, the Activities, Interaction and
Program Structure subscales. The teacher’s responses to question (#4) were also
analyzed in relation to the TPOS scale and the teacher’s responses to questions 6-37 of
the questionnaire. Correlations were used to analyze this question.

The first hypothesis that teachers who had higher levels of education would engage in
more developmentally appropriate practices was analyzed by comparing teacher’s
responses to the Interview Questions relating to their levels of education with the ECERS
Language and Activity codes. The Interview Question responses were also analyzed for
correlations with the TPOS scores.

The second hypothesis that educators who subscribed to the constructivist philosophy
would engage in more developmentally appropriate interactions than educators who
believed in other philosophies was analyzed by examining teacher’s responses to the

questions related to their beliefs and practices with the ECERS Activities, Interaction
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and, Program Structure subscales and, the TPOS Scale results. Again, correlations were
used to analyze this question.

The third hypothesis that educators who believed in the value of free play would
provide children with longer periods of free play and fewer teacher-structured activities
than teachers who did not place a significant value on the importance of free play
opportunities to children’s development was determined by analyzing teacher’s responses
to the questions relating to the amount of time he/she allocated for free play/structured
time, the ECERS Program Structure subscale and the TPOS Scale results. The teacher’s
responses were reviewed to determine if there was a correlation between their responses
to the questions and the results of the ECERS and the TPOS Scale.

Following the hypothesis testing a series of exploratory analyses were conducted.
The first analyses focused on the association between the ECERS and the TPOS
measures. First, the ECERS Activities scores and TPOS teacher behaviours were
analyzed. Second, the ECERS Language scores and TPOS teacher behaviour was
discussed. Third, the associations between ECERS Activity codes and TPOS teacher
activity codes were reviewed. Next the association between the ECERS Activity codes
and the TPOS emotional climate classroom were analyzed. The last measure that was
analyzed was the Teacher Interview questionnaire Thc first components that were
reviewed were all the interview responses related to free play and structured time in the
classrooms. Finally, associations between the ECERS and the Interview Questionnaire
responses were completed, specifically the intercorrelations betWeen the ECERS Total
Language and Activity codes and Interview Questionnaire responses and then the

Interview Questionnaire responses were correlated with the TPOS scores.
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Preliminary Data Considerations and Descriptive Statistics

The first step was to check and verify the data scoring and entry. Next, the internal
consistency of the ECERS was determined by the use of the alpha coefficient. The
Cronbach’s alpha for the Activities subscale (12 items) = .71, for the Language subscale
(9 items) = .72 and for the Total Score (Activities plus Language subscales) =.73. The
three alphas were considered acceptable indicators of the internal consistency of the
scales.

The means, standard deviations, and ranges for the items on the ECERS are found in
Table 1 (all tables are found at the end of the Results section). The means for the
individual items and participating centres were all relatively high. This could be due to
the fact that the centres which chose to participate were all affiliated with a college early
childhood education program and, were therefore likely of a higher standard than the
average childcare centre. The areas in which the means were the lowest were space for
privacy, nature/science and promoting acceptance of diversity.

The descriptive statistics for the TPOS measure and the teacher interviews are found 4
in Table 2. The individual scores for the ECERS and TPOS can be found in Appendix C
and H respectively.

Hypothesis One Findings

There were no significant correlations found in relation to hypothesis one, that
teachers with higher levels of education would engage in more developmentally
appropriate practices than teachers with lower levels of education. This could be due to
the small sample size and the fact that there was not a wide distribution in the levels of

education of the teachers participating in the study.
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Hypothesis Two Findings

In relation to hypothesis two that teachers who subscribed to a constructivist
philosophy would engage in more developmentally appropriate practices than teachers
who followed more of an instructivist approach; no significant associations were found.
Again, this could be due to the small sample size and the fact that there was not a
significant variance in any of their philosbphical approaches.

Hypothesis Three Findings

In relation to hypothesis three, that teachers who believed in the value of free play
would provide longer periods of free play and have fewer teacher-structured activities,
there were no significant associations. This could be due to the small sample size and the
fact that all the teachers believed in the value of free play and therefore there was no
variance in the scores.

Given that the hypotheses were not supported a series of more detailed exploratory
analyses of the data were conducted. The internal consistency of each measure was
explored as well as associations between measures.

ECERS: Measure of Classroom Quality.

The general purpose of these analyses was first to examine the intracorrelations
between items on the Activities and Language Subscales and second, to investigate the
intercorrelations between the two subscales.

Activities subscale intracorrelations. The purpose of these analyses was to look at
the relationship between the items on the ECERS Activities subscale (see Table 3). A
number of significant positive correlations were evident. Furniture for relaxation and

comfort (item 3) was significantly correlated with art (20) blocks (22), dramatic play
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(24). Books and pictures (item 1‘5) demonstrated a significant positive correlation with
blocks (22), sand (23), and math (26). Fine motor (item 19) was positively correlated
with sand (23) and dramatic play (24). Art (item 20) was positively associated with
blocks (22). Music/movement (item 21) was found to have a significant negative
correlation with nature (25) and a highly significant positive correlation with promoting
diversity (28). | Blocks (item 22) demonstrated a highly significant correlation with sand
(23) and dramatic play (24). Sand/water (item 23) demonstrated a significant positive
correlation with dramatic play (24) and with math/number (26). Finally nature/science
(item 25) was positively associated with math (26). In conclusion, the intfacorrelations
demonstrate a high degree of correlation between items and support the high alpha,
which indicates high internal consistency of the subscale items.

Language subscale intracorrelations. The purpose of these analyses was to examine
the associations between the scores on the language subscale (see Table 4). It was not
possible to correlate the scores for Greeting/departing, Staff-child interaction and
Interaction among the children as there was no variability in their scores. All centers
received a score of seven for all three items.

Encouraging children to communicate (item 16) was found to have a correlation with
general supervision of children (30) and with group-time (36). Using language to
develop reasoning skills (item 17) had a significant correlation with informal use of
language (18) and with general supervision of children (30). Informal use of language
(item 18) had a significant positive correlation with using language to develop reasoning
skﬂls (17) and with general supervision of children (30). General supervision of children

(item 30) demonstrated a positive correlation with encouraging children to communicate
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(16), using language to develop reasoning skills (17), with informal use of language (18)
and discipline (31). Discipline (item 31) also had a positive correlation with group-time
(36). Group-time (item 36) demonstrated a highly significant positive correlation with
encouraging children to communicate (16) and discipline (31). In conclusion, these
analyses demonstrated that there was a relationship between teachers who were involved
and communicated effectively with children and those who encouraged language
development and reasoning skills. The intracorrelations indicated a high degree of
correlation between items and supported the high alpha reported earlier.
~ Intercorrelations of Activities and Language subscales. The purpose of these

analyses was to examine the relationship between the Language and Activity items (see
Table 5). There were only five signiﬁcant correlations. Encouraging children to
communicate (item 16) was positively correlated with music/movement (21). General
supervision of children (item 30) was negatively associated with books (15) and
positively associated with promoting acceptance of diversity (28). Discipline (item 31)
and music/movement (21) were also positively correlated. A highly significant positive
correlation was found between group-time (item 36) and music/movement (21). These
findings suggest that the two subscales were generally measuring independent and not
overlapping constructs.

Finally, the two subscales were also highly correlated with the Total ECERS (see
Table 5a), namely (Activities and Total score, 7 = .85, p <. 05); Language and Total
Score, = .65, p <.05). However, the Activities and Language Subscales were not

significantly correlated (r = .22, ns) indicating they measured independent constructs.
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TPOS Measure of Teacher Behaviour

The TPOS measure assessed (1) teacher’s contact with children, (2) teacher’s
behaviour addressed to the children and (3) the emotional climate of the classroom.
Analyses are reported first for the teacher’s behaviour, second for the teacher’s contact
with children and, thirdly for the emotional climate of the classroom.

Intracorrelations of the TPOS teacher behaviours. The purpose of these analyses was
to examine the relationship between the scores of the various behaviors measured by the
TPOS (see Table 6). Significant positive correlations were found between teachers
praising children (item 6) with their activity participation (8) and between teacher’s
addressing children’s behavior (9) and addressing personality issues (10). Correlations
were found between teachers’ addressing personality (item 10) and encouraging
perspective taking (13).

Intracorrelations of TPOS activity codes. The purpose of these analyses was to assess
the associations between the items (see Table 7). A significant negative correlation was
found between teachers who interacted with a small group of children (item l)anda
large grdup of children (2). Teachers being observed without children but on-task (item
3) also demonstrated a highly significant negative correlation with teachers being without
children and off-task (4). Finally, a positive correlation was found between teachers
being without children and on-task (item 4) and without children and off-task (5).

Intracorrelations of TPOS emotional climate codes. Next, the associations between
teachers’ behaviour and the emotional climate of the classroom were reviewed (see Table
8). Correlations were found between a positive emotional climate of the classrooms (item

1) with teachers who were interested and involved with the children (3) and who were
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patient (4). A cluster of highly significant positive correlations was found between
teachers who were warm and responsive (2) with teachers that were interested and
involved with children (3), teachers who were patient (4), and who displayed positive
affect towards the children (5). Significant correlations were also found between teachers
who were interested and involved with children (item 3) and who were patient (4) and
who demonstrated a positive affect (5). Teachers’ patience levels (4) were also found to
be positively correlated with teachers who demonstrated positive affect (5).

Associations between teacher behaviours and activity codes. The purpose of the next
set of analyses (see Table 9) was to examine the correlations between the teacher
behaviours and the teacher activity behaviour (i.e., group size). Significantly negative
correlations were found between praise (item 6) and teachers” who were without children
(3)- Negative correlations were also found between teachers who participated in an
activity (item 8) and being without children (3) and being without children but on-task
(4). Teachers who addressed behaviour issues (item 9) were also less likely to be without
children and off-task (5 ). Negative correlations were found between teacher’s who
addressed children’s personality (item 10) and small group size (1) and teacher’s being
without children and on-task (4) and without children and off-task (5). Addressing
personality issues (item 10) was also positively associated with large group activity (2).

Associations between teacher behaviours and emotional climate. The purpose of the
next set of analyses was to examine the association of teachers’ behaviours and the
emotional climate of the classroom (see Table 10). A positive correlation was found
between praise (item 6) and teachers being interested and involved with children (3).

Negative correlations were found between hostility (item 7) and teachers who were warm




44

and responsive (2) and who demonstrated positive affect (5). Activity participation (item
8) was positively correlated with teachers being interested and involved with children 3).
Teacher’s acceptance of children’s feelings (item 11) and dividing time equally amongst
children (6) were also positively correlated. Finally, another positive correlation existed
between teachers who encouraged children’s independence (item 13) and a positive
emotional climate (1) in the classroom

Associations between TPOS activity codes and emotional climate. The purpose of the
next set of analyses was to examine the associations between the teacher’s activity and
the emotional climate of the classroom. A significant negative correlation was found (see
Table 11) between teachers being without the children (item 3) and teachers being
interested and involved with the children (3). Teachers being without children and on-
task (item 4) was negatively correlated with the emotional climate of the classroom (1).

The total TPOS scores were calculated by summing the scores for each of the
categories of the two-15 minute observations for each of the two-30 minute observations.
The total scores can be found on Table 5a.
Associations between the ECERS and TPOS Measures

The purpose of these exploratory analyses was to investigate the relationship between
the quality of communication and activities of the classrooms as measured by the ECERS
and the teacher behaviour and emotional climate éf the classrooms, as measured by the
TPOS.

ECERS Activities and TPOS teacher behaviours. The purpose of this analysis was to
examine the relationship between the ECERS Activities scores with the TPOS teacher

behaviour codes (see Table 12). In this analysis a highly significant correlation was
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found between space for privacy (item 5) and teacher’s who demonstrated hostility (7).
Significant negative correlations were also found between books/pictures (item 15) and
teacher’s who addressed behaviour (9) and addressed personality issues (10). Fine motor
activities (item 19) were positively correlated with teachers offering children praise (item
6). Finally nature/science (item 25) was negatively correlated with hostility (item 7).

ECERS Language and TPOS teacher behaviour. The purpose of these analyses was
to examine the relationship between teachers’ language and their behaviour with children
(see Table 13). Encouraging children to communicate (item 16) demonstrated a
significant positive correlation with praise (6). There was a cluster of correlations
between teachers who accepted children’s feelings (item 11) and encouraging children to
communicate (16), using language to develop reasoning skills (17), informal use of
language (18), and general supervision of children (30). General supervision of children
(item 30) was also correlated with teacher’s use of praise (6) and encouraging perspective
taking (12).

Associations between ECERS Activity codes and TPOS teacher activity codes. The
purpose of these analyses was to examine the relationship between the activities offered
in the classroom with the teachers” behavior in regard to variables such as group-size (see
Table 14). Dramatic play (item 24) was negatively correlated with teachers being without
children (3). Nature/science (item 25) was found to be correlated with teachers being
without children and off-task (5). There were no significant correlations found between
the total ECERS activity scores and the TPOS teacher activity codes.

Associations between ECERS Language codes and TPOS teacher activity codes.

The purpose of these analyses was to examine the relationship between teachers’
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language and the size of the group of children she/he was interacting with (see Table 15).
A significant positive correlation was found between books and pictures (item 15) and
teachers being without children but on-task (item 4) and being without children and off-
task (5). A significant positive correlation was found between small group size (item 1)
and discipline (31). There were no significant correlations found between any of the total
ECERS Language scores with the TPOS teacher activity codes.

Associations between ECERS Activity items and TPOS emotional climate. The
purpose of these analyses was to examine the relationship between the scores of the
ECERS activity with the emotional climate found in the classroom (see Table 16).

In relation to the Activities component, dramatic play (item 24) was the only activity
which demonstrated a significant correlation with teachers being interested and involved
with children’s play (3) and with teachers who exhibited patience (4) w1th children. There
were no significant correlations found between any of the total ECERS Activity scores
with the emotional climate of the classroom.

Intercorrelations between ECERS Language codes and TPOS emotional classroom
climate The purpose of these analyseé was to explore the relationship between the
ECERS language items and the emotional climate (see Table 17). In terms of the
language component, there was a cluster of correlations between teachers who
encouraged children to communicate (item 16) and being warm and responsive (2), being
interested and involved with children (3), teachers who demonstrating patience (4), and
displayed positive affect (5). Using language to develop reasoning skills (item 17) was
positively correlated with teachers displaying positive affect (5) and dividing time

equally amongst children (6). Informal use of language (item 18) was positively
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correlated with teachers who were interested and involved with children (3), displaying
positive affect (5) and with teachers who divided time equally amongst all the children
(6). General supervision of children (item 30) was positively correlated with teachers
who were interested and involved with the children (3). Discipline (item 31) was
positively correlated with teachers who were interested and involved with the children
(3). Finally, gfoup time (item 36) was positively associated with teachers who were
warm and responsive (2),

Teacher Interviews

Education levels and employment. The purpose of these analyses is to provide an
overview of the teachers (see Table 18). The majority of teachers reported working in the
field for over four years, but there was an equal number who had been working for
between four and six years and over ten years. None of the teachers had been working in
kthe field for less than a year, while 11 percent reported working for between one and
three years in early childhood education. Twenty two percent had been working for
between seven and ten years.

The most frequent level of education was attestation with 44% of respondents
reporting having attained their attestation. The second highest reported level of education
attained was the completion of a DEC, with 27% of respondents falling in this category.
The rest of the respondents, 25%, were divided evenly between having completed high
school, having completed some university undergraduate studies, having completed
undergraduate studies, and having attended some graduate level courses.

The most often cited reason for working in the field of early childhood education,

given by half of respondents, was a love of children. Sixteen percent reported choosing
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this field in preparation for parenthood and 11% stated that they had previously engaged
in similar work, such as babysitting or working at summer camps, and found they
enjoyed the experience. Eleven percent cited other reasons (e.g., thought the E.C.E.
program looked interesting, wanted a change of employment, 5% said it was convenient
and 5% did not respond to the question.

The teachers, as a group, had a very stable level of employment. Sixty-five percent
reported having been employed at their current centres for over five years. Twenty-two
percent had been employed for between two and four years and sixteen percent reported
having been working at their current centres for less than two years. The shortest length
of employment reported was nine months and the longest was fifteen years.

Classroom play structure organization. The purpose of these analyses was to report
how the educators structured, or organized their classrooms (see Table 19). A large
majority of teachers, 66%, reported having between seven and eight children in their care.
Thirty-three percent of respondents Were evenly divided between being responsible for
either nine or ten, or fourteen or sixteen children. In these cases the teachers were
involved in team teaching and shared a classroom with another educator.

In terms of centre philosophy, 50% of respondents cited the centre philosophy was that
of learning through play. None of the respondents were unsure of their centre’s
philosophy although some respondents had difficulty defining it. Twenty-seven percent
of the respondents said that the philosophy involved behaviours such as being fair and
encouraging autonomy. Sixteen percent defined the centre philosophy as High/Scope or
Reggio Emilia. Five percent stated that it meant taking the children’s interests into

consideration and 11% gave other responses.
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In terms of their own personal philosophies, an overwhelming majority of 55%
supported a learning through play perspective. Only five percent or one individual,
reported following an instructivist (e.g., teacher-centred) philosophy. Eleven percent felt
that it was important to consider children’s interests and levels of development while an
equal number cited other considerations and children’s enjoyment of the program as the
basis for their personal philosophies. Only five percent of respondents were unable to
state or define their personal philosophy.

Free play aﬁd structured time in the classroom. The purpose of these analyses was to
report how teachers divided their time between structured activity and free play activity
(see Table 20). The majority of educators (66 %) included one free play period into their
classroom. Only one educator reported that they had no free play periods in their
schedule and 27% of educators were at the opposite at the end of the spectrum and
reported over three free play periods each day.

Fifty percent of educators stated that their free play periods were between 26-45
minutes in length. Twenty-two percent stated that their free play periods were between
45-60 minutes, with the same number reporting that their free play periods were over an
hour long.

In terms of structuréd play periods (e.g., circle time, cooking or science activities),
tWo educators reported having no structured play periods at all. The majority of
educators (50%) reported having one structured play period during the day. One
respondent did not answer and 32% were equally divided between having two or more

than three structured play periods each day.
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In terms of the amount of time devoted to the structured activities, 16% reported that
their structured play periods were less than fifteen minutes in length. One educator stated
that her structured play period continued for more than sixty minutes. Twenty-two
percent reported children engaged in structured play for between 45-60 minutes each day.
Ten educators (54%) were evenly divided between 16-25 minutes of structured play time
and 25-45 minutes.

When asked about the importance of free play in‘their programs, 100% of the
educators felt that free play was an important part of their programs and gave it equal
importance with structured play.

Next (question 17) educators were asked to explain their role during free play. Sixty-
six percent of educators reported that their role during free play periods was to support
and guide children’s play. Thirty eight percent reported helping children resolve conflict
and problem solve during this time. Sixteen percent used free play periods to engage in
other teacher responsibilities (e.g. taking attendance, preparing crafts, putting together
bulletin board display). Five percent felt that it was important to help children become
more autonomous and make decisions for themselves and an equal number felt that their
main role was to redirect inappropriate behavior. When asked about the importance of
interacting with the children (question 18) 77% of educators agreed that it was important
for educators to interact with children during free play periods, while 11% felt this was
not important and five percent remained neutral on this issue. .

Question 23 asked educators to discuss what their role was during a structured
activity. Sixty-six percent of educators reported providing children with materials and

50% used structured play periods to demonstrate something to children (e.g., how to




51

make masks, how to trace and cut out paper fish, how to weave baskets with construction
paper). Only five percent of educators followed the children’s lead during a structured
play period and another 5% engaged in some other form of behaviour during this time.

In terms of the kinds of structured activities provided to the children, arts and crafts
was the most frequently reported activity, with 38% of educators reporting that this was
how children spent their structured play periods. An equal number (27%) reported
structuring science and games during these periods. Sixteen percent of educators stated
that they set up cooking activities and 22% engaged in reading stories or other circle time
activities (i.e., calendar) while another 22% of educators engaged in other forms of
activities during structured play periods such as 6rganized crafts. In terms of interacting
during structured activities (Question 24), 77% of educators felt that it was important to
interact with children during structured play periods. Five percent felt it was not
important and another 5% stated that sometimes it ‘was important. Eleven percent of the
educators chose not to respond either because they did not have structured play time in
their classroom or they could not decide whether or not it was important.

Next, question 25 focused on the educator’s selection of materials for structured play
periods. Seventy-two percent of educators did report preselecting materials for children
to use all the time during structured activities and twenty seven percent said that
sometimes they would preselect materials. Educators gave the following reasons for
preselecting materials: to ensure that children played with a variety of materials; to
ensure that children were playing with materials that would help meet the children’s

individual developmental needs; some play activities were too noisy so educators limited
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the time and number of children who could engage in such activities (i.e. playing with
blocks, musical instruments).

Question 28 asked the educators whether they felt that structuring children’s play was
the best way to facilitate their learning and prepare them for school. Twenty-seven
percent of the educators felt that structured play was an effective way of preparing
children for school. Five percent of educators were neutral and an overwhelming 66% of
educators felt that it was not a good way of preparing children for school.

The final question related to structuring children’s play asked educators whether they
felt that structuring children’s play limited the children’s creativity and hindered their
ability to make choices for themselves (question 29). Seventy-seven percent of educators
agreed with this statement. None of the educators remained neutral and 22% disagreed
with this statement. The educators who disagreed stated that they felt that children were
allowed the opportunity to make choices in other areas and that they could explore and be
creative at other times.

Associations between the ECERS and the Interview Questionnaire Responses

The purpose of these analyses was to investigate hypothesis 2 regarding the relationship
between the quality of communication and activities of the classrooms as measured by
the ECERS and the teachers’ responses to the interview questions. Specifically it was
argued that teachers espousing a constructivist philosophy would score higher on the
ECERS. First, the associations of the Total ECERS (Language and Activity) are
reported, followed by Language and then Activities.

Intercorrelations between ECERS Total Language and Activity codes and Interview

Questionnaire Responses (see Table 22). The purpose of these analyses was to explore
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the relationship between the total scores that teachers received on the language and
activity sections of the ECERS with responses to interview questions that were of a
constructivist nature. Only four significant correlations and a negative trend were found
between the ECERS Language and Activity measures and the interview questionnaire
responses.

A negative trend was found between teachers with high ECERS scores and teachers
who stated that free play was an important aspect of their program as it contributed to a
home-away-from-home type of ambience. A significant positive correlation was found
between teachers who received high scores on the Language and Activity Total Scores on
the ECERS and teachers who said that their role during free play was to support
children’s play. There was a significant negative correlation between teachers who
received high Language and Activity Total scores and who felt that their role during free
play was to help children become autonomous and make their own decisions. A highly
significant correlation was demonstrated between high Language and Activity Total
scores and teachers who stated that guiding children’s play meant extending it,
scaffolding or facilitating it in some manner.

Intercorrelations between ECERS Total Language Codes and Interview Questionnaire
Responses (see Table 23). The purpose of these analyses was to explore the relationship
between the total Language score that teachers received on the ECERS with responses to
interview questions, which were of a constructivist nature.

Only two correlations and two trends were demonstrated between the ECERS
Language codes and the interview questionnaire responses. A negative trend was found

between teachers who received high Language scores on the ECERS with teachers who
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stated that free play was an important part of their program because it helped create a
home—away—from—home type of atmosphere. A negative trend was also found between
high ECERS Language scores and teachers who felt that free play was an important part
of their program as it provided teachers with the opportunity to observe children and their
play. A significant negative correlation was demonstrated between teachers whq scored
high on the ECERS Language component and teachers who stated during the interview
process that their role during free play was to help children become more autonomous
and make their own decisions. A significant positive correlation was found between
those with high Language scores and those who defined guiding children’s play as
facilitating, scaffolding or extending children’s play in some manner.

Intercorrelations between ECERS Total Activity Codes and Interview Questionnaire
Responses (see Table 24). The purpose of these analyses was to explore the relationship
between the total Activity score that teachers received on the ECERS with responses to
interview questions, which were of a constructivist nature.

There were only two significant correlations found between the ECERS Activity codes
and the interview questionnaire responses. A negative correlation was found between
teachers who received high ECERS Activity scores with teachers who felt that free play
was an important part of their program as it provided them with the opportunity to
observe children. The second negative correlation was demonstrated betwéen teachers
with high Activity scores and teachers who stated that their role during free play was to

help children become more autonomous and make their own decisions.




Table 1

Means and Standard Deviations of the ECERS Variables

Items Mean | Standard Minimum | Maximum
Deviation Score Score

Activities Subscale

Fumiture 5.3 1.1 2 6

for relaxation & comfort

Space for privacy 36 13 2 7
Books and pictures 55 L5 4 7
Fine motor 6.0 1.1 4 7

Art 5.8 1.3 1 6
Music/movement 4.5 1.2 2 6
Blocks 54 1.0 3 6
Sand/water 6.2 1.1 4 7
Dramatic play 55 12 2 7
Nature/science 4.0 23 1 7
Math/number 52 1.0 4 7
Promoting acceptance

of diversity 39 1.2 3 7




Total Activity Score Mean | Standard Deviation | Minimum | Maximum

1105 61.38 | 8.13 43.0 74.0

Language

Greeting/departing 7.0 0 7 7

Encouraging children to 5.9 1.1 3 7

communicate

Using language to 52 1.4 3 7

Develop reasoning skills

Informal use of language | 6.0 | .87 5 7

General supervision of 6.2 1.0 4 7

children

Discipline 6.9 23 6 7

Staff-child interaction 7.0 0 7 7

Interaction among children | 7.0 .0 7 7
Group-time 64 |10 4 7

Total Language Score 58.05 | 4.38 49.0 63.0
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Table 2

Means and Standard Deviations of the TPOS Variables

Code Mean | Standard | Minimum | Maximum
Deviation | Scores Scores

Time Management

Small Group 576 (117 32 81
Large Group 143 135 0 47
Without Children 165 |84 3 36
On-task/Without 502 | 194 23 81
Children

Off-task/Without 53 6.6 0 19
Children

Teacher Behaviour Codes

Praise/encouragement 285 (114 10 50

Hostility 3.0 3.1 0 10

Activity participation 456 |16.6 12 71

Addresses behaviour 243 | 106 13 50
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Addresses personality 22 2.6 10
Accepts feelings 100 |59 23
Encourages perspective taking | 18.8 | 12.7 47
Encourages independence 52 3.6 12
Emotional Climate

Noise level 103 |16 12
Warmth/responsiveness 10.1 |19 12
Interest/involvement 11.1 {16 12
Patience 113 |10 12
Positive Affect 94 1.8 12
Time Division 100 |13 12
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Table 3

Intracorrelations of ECERS Activities Scores
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() (3 [(A5)1(19)[(20) | 21) | 22) |(23) |(24) |(25) | (26) |(28)
GB) |- |.29].19 25 |.50% |25 | 60%* .32 | 66" | -06 ..63 -.02
(5) —~ |17 |03 .19 |25 |02 |-05 |03 |-43 |06 |.09
(15) - |38 |28 |-08|.52% |.65%* |42 |31 |.69*-04
(19) -~ |-07 |30 {45 |.52% |57 {00 |.09 |.43
(20) ~- |-40 |47 |25 |30 |.03 |.03 |37
1) ~ 106 |21 .03 |-54%|-03 |.74%
(22) - | .89%x| 89**| 14 |43 |.14
(23) — |71 05 | .56% |30
(24) - 131 |34 |09
(25) ~ | 49% .29
(26) —~  1-29
(28) -

*p <.05 **p < .01
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Note. (3) = Fumniture for relaxation and comfort; (5) = Space for privacy; (15) = Books
and pictures; (19) = Fine motor; (20) = Art; (21) = Music/movement; (22) = Blocks; (23)
= Sand/water; (24) = Dramatic play; (25) = Nature/science; (26) = Math/number; (28) =
Promoting acceptance of diversity.




Table 4

Intracorrelations of ECERS Language Scores
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©)

(16)

17)

(18)

30

(€1))

32)

(33)

(36)

%)
Greeting/departing

(16) Encouraging
children to
communicate

32

46

53*

41

.80%*

(17) Using

language to
develop reasoning

skills

.32

69%*

.56*

.03

-.02

(18) Informal use
of language

46

69%*

54*

.01

21

(30) General
supervision of
children

53*

56*

54*

S52%

28

(31) Discipline

41

55%

(32) Staff-child
interaction

(33) Interaction
among children

—-—

(36) Group-time

80**

-02

21

28

55%

*p< 05 **p< 01




Note. (9) = Greeting/departing; (16) = Encouraging children to communicate; (17) =
Using language to develop reasoning skills; (18) = Informal use of language; (30)
General supervision of children; (31) = Discipline; (32) = Staff/child interaction; (33) =
Interaction among children; (36) = Group time

62




63

Table 5

Intercorrelations of ECERS Language and Activity Scores

G |G A9 |19 20| 2D |(22)|(@23)|(24) | (25) | (26) | (28)

@ |~ |- |- |= |= 1= |0 |« | |= |= |-

(16) | .22 [-12|-04 | .42 |-29|.49* |20 |23 |40 |[.17 | .20 | .40

(17){-18 .04 |-08 |.03 |-18|-07 |.08 |-00|.20 |.40 |26 |.33

(18)}-30}-03{-19 .11 |-18 |-13 |[-21{-25|-02].39 |.10 | .21

(30) | .06. | 27 |-47* .04 |-20|.39 |-06]-16|.06 |-23|-27  .53*%

(31)| .28 {.12 |-24 |-21|-21|.49* |[-12|-16 |{-10|-30|-16].18

G- |- |- = |- = |= |= |- |= = |-

G~ = |~ f= |- e e | e e e

(36)| .33 .06 | .00 |.31 |-25].64**|02 |08 |.13 |-12/.13 |.27

*p <.05 **p < .01

Note. (3) = Furniture for relaxation and comfort; (5) = Space for privacy; (9) =
Greeting/departing; (15) = Books and pictures; (16) = Encouraging children to
communicate; (17) = Using language to develop reasoning skills; (18) = Informal use of
language; (19) = Fine motor; (20) = Art; (21) = Music/movement; (22) = Blocks; (23) =
Sand/water; (24) = Dramatic play; (25) = Nature/science; (26) = Math/number; (28) =
Promoting acceptance of diversity. (30) = General Supervision; (31) = Discipline; (32) =
Staff/child interaction; (33) = Interaction among children; (36) = Group time
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Table 5a

Intercorrelations between Total ECERS Activity and Language Scores with Total TPOS
Scores

HOIAAIGA DO ® (M ®
Total ECERS | -~ .22 .85%*} 16 | .22 -.05 -001.25
Activity Scores (1)
Total ECERS ~ | 65%* | 45|-28 |29 |-06].65%
Language Scores (2)
Total ECERS - 38 1-.01 .10 .00 | .52*
Language & Activity
Scores (3)
Total time teacher -~ [ =59%* | 67** | 25 | 24
With children (4)
Total time teacher - -62%*% | 05 |-37
Without children (5)
Total teacher negative -- 03 .25
behaviour (6)
Total teacher positive - |-41
Behaviour (7)
Total emotional climate --
Of classroom (8)

*p <.05 **p < .01




Table 6

TPOS Intracorrelations of Teacher Behaviour Codes
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(6) (M ®) &) (10) (11) 1 (12) | (13)
Praise | Hostile | Activ. | Address Address. | Acc. | Enc. | Enc.
Partic. | Behaviour. | Person | Feel | p/tak | ind.
(6) praise -- 02 S54%* 11 40 28 .29 .06
(7) hostility - -40 46 14 04 | .46 .16
(8) activity - 01 43 -19 {-04 |.15
participation
(9) addresses -- 78** 19 | 45 16
behaviour
(10) -- 26 | .56* | .31
addresses
personality
(11) accepts -- .35 43
feelings
(12) -- .39
encourages
perspective
(13) -
encourages
independence

*p <.05 ¥*p < 01

Note. (7)= Hostility; (8) = Activity participation; (10) = Addresses personality; (11) =
Accepts feelings; (12) = Encourages perspective-taking; (13) = Encourages independence




Table 7

Intracorrelations of TPOS Activity Codes

Small group/ | Large | Without | W/out ch. | W/out ch.
One child group | Children | On-task | Off-task
€)) -- -62** | -04 -11 -36
Small group/ ‘
One child
) - -51 -21 -15
Large group
3) - 41 -66**
Without children
4) - 57
Without children/
On-task
(5) -
Without children/
Off-task

*p< .05 **p<.01




Table 8

Intracorrelations of TPOS Emotional Climate Classroom Codes
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1
Emot,
Climate

2)
T.is
warm/respon

3)
Tis
inter/invol

@
Tis
patient

)
T. dis.
pos. aff.

(6)
T.div.
time =

Emotional
climate of
the class-
room

46

S53*

53k

23

.23

Teacher is
warm and
responsive

59k

69**

81

26

Teacher is
interested
and
involved
with the
children

94**

62%*%

44

Teacher is
patient

65%*

.36

Teacher
displays
positive
affect

40

Teacher
divides
time
equally
among all
children

*p <.05 *¥*p < .01




Table 9

TPOS Intercorrelations of Group Size/Teacher Activity Codes with Teacher Behaviour
Codes

1) () 3 ) ()
Small Large | Without | W/out ch. | W/out ch.
Group | Group | Children | On-task | Off-task
(6) praise 31 .30 -.66%* -46 -29
(7) hostility 29 -.04 .10 16 -41
(8) activity -.02 34 -51* -90** -30
participation
(9) addresses | -.05 43 -.11 -.18 -62%*
behaviour
(10) addresses | -.20* 65%*% 1 -40 -.53* -.55*
personality
(11) accepts | .18 20 -27 .09 -.18
feelings
(12) -.00 43 -.19 -.03 -33
encourages
perspective
(13) 11 14 -.15 -25 -18
encourages
independence

*p< 05 **p < 01

Note. (4) = Without children/on-task; (5) = Without children/off-task
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Table 10
TPOS Associations Between TPOS Teacher Behaviour Codes and Emotional Climate of
Classroom
O] @ 3) Q) ) 6
Emotional. | Teacher is | Teacher | Teacher | Teacher | Teacher
Climate warm & | interested | is patient | displays | divides
responsive | & positive | time
involved affect Equally
(6) praise .16 35 51* 45 46 10
(7) hostility | -.09 -47* -.19 -29 - 49% -32
(8) activity 33 34 50* 44 27 .01
participation
(9) addresses | -.12 -40 -.19 -43 -45 -.06
behaviour
(10) 22 .00 16 -.06 -08 .02
addresses
personality
(11) accepts | .37 22 26 12 .34 S53*
feelings
(12) 01 .03 10 -06 -.01 18
encourages
perspective
(13) 53* 16 28 A1 .08 39
encourages
independence

*p < 05 **p < 01




Table 11

70

Correlations Between TPOS Group-Size Codes/Teacher Activity and Emotional Climate
of Classroom Codes

Emot. T. is T.is T.is T. T.
Climate |warm & |inter.& | patient | displays | divides
1)) respon. invol. “) positive | time
(2) 3 affect equally
) (6)
(1) Small | .03 14 30 32 10 .05
group
(2) Large A1 -15 .14 -.04 -.05 28
group
(3) Without | -.45 -20 -52% -.46 -.16 -33
Children
(4) Without | -.48* -.30 -45 -37 -.14 12
children
on-task
(5) Without | -.23 17 -22 -.03 22 .06
children
Off-task

*p < .05 **p <01

Note. (1) = Emotional climate of the classroom (noise quality); (2) = Teacher is warm

and responsive; (3) = Teacher is interested and involved with the children; (4) = Teacher

is patient; (5) = Teacher displays positive affect; (6) = Teacher divides time equally

among all children
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Table 12

Correlations Between ECERS Activities Codes and TPOS Teacher Behavior Codes

® (M )] &) 10 |amn (12) 13)
PR | HO AC.P. | AD. AD. ACC. ENC. | ENC.
BEH |PER FEEL P.TAK | IND.

(3) Fumiture 26 | .26 27 .14 .02 =11 .01 =11
for relaxation
and comfort
(5) Space for -.19 | .66** | -45 34 -.08 28 .19 25
privacy
(15) Books -39 | -12 -43 -.51* -75%% ) 206 -44 -.07
& Pictures

S1* .01 -02 -40 -.33 21 .06 -.06
(19) Fine
Motor
(20) Art -21 1.19 -07 12 -.00 -20 A1 -13
(21) Music/ 39 | .44 -.04 .19 -.09 26 28 25

movement

.14 | .06 .01 -.19 -.14 -.07 -.07 -.10
(22) Blocks
(23) Sand/ .04 | .06 -20 =31 -.30 -.08 -.08 -02

water
(24) Dramatic 34 1-07 21 -26 -.12 -.07 ~.07 -.06
play
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(25) Nature/ -.08 [ -81** | 31 -38 =11 -39 -39 -.04
science .

(26) Math/ -33 1 -28 =22 -.16 =21 -35 -35 26
number

(28) Promoting
acceptance of
diversity

Total Activities | .20 | .01 -.01 =20 =21 .19 -.04 .05
Scores

*p < .05 **p < .01

Note. (6) = Praise; (7) = Hostility; (8) = Activity participation; (9) = Addresses
behaviour; (10) = Addresses personality; (11) = Accepts feelings; (12) = Encourages
perspective-taking; (13) = Encourages independence




Table 13
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Correlations Between ECERS Language Codes and TPOS Teacher Behaviour Codes

©®o (O (¢ |® (a4 ayn (312) 313
PR |HOS | AC. |AD. | ACC. | ACC. |ENC. | ENC.
P. BEH. | PERS. | FEEL. | PERS. | IND.
TAK. TAK.
(9) Greeting/departing | -- -- - -- - - -- -
(16) Encouraging to 62*%*1-14 | .38 [-00 |.31 50* 35 44
communicate
(17) Using language to | .19 -36 (.07 |-15 |.12 S54* 13 23
develop reasoning
skills
(18) Informal use of 32 -38 (.24 |-06 |24 ST* 25 45
language
(30) General 48 |25 [.10 |.26 44 ST* 65%* | .29
supervision
of children
(31) Discipline .16 d6 1 .09 |.26 21 25 21 01
(32) Staff-child -- - -- -- - -- -- --
interaction
(33) Interaction among | -- -- - -- -~ - - -
children
(36) Group-time -- -- -- - - - - -

*p <.05 **p < 01




Note. (6) = Praise; (7) = Hostility; (8) = Activity participation; (9) = Addresses
behaviour; (10) = Addresses personality; (11) = Accepts feelings; (12) = Encourages
perspective-taking; (13) = Encourages independence
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Table 14

Intercorrelations Between ECERS Activity Codes and TPOS Group-Size/Teacher Activity
Codes

Small | Large | Without | Without | Without
group | group | children | ch./ontask | Ch./offtask
@M @ 3 “) )
(3)
Furniture for .14 17 -35 -23 -17
relaxation
and comfort
4 28 -.14 .09 27 -.32
Space for privacy
(19) 17 02 -32 21 22
Fine motor
(20) -29 .36 -17 .16 -.01
Art
1) 35 |-09 .19 -03 -13
Music/movement
(22) -.14 .36 -33 A3 22
Blocks
(23) -.09 19 -07 34 .36
Sand/water
(24) -.01 .30 -57* -.05 18
Dramatic play




(25) -31 .08 -29 -03 S54*
Nature/science

(26)

Math/number -21 .01 13 34 44
(28)

Promoting acceptance | .20 07 .05 25 14
Of diversity

Total Activity Score | -.02 24 -32 22 32

*p < .05 **p < 0]
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Table 15
Correlations Between ECERS Language Scores and TPOS Group-Size/Teacher Activity
Codes
Small Large | Without | W/out W/out
Group Group | Children | Children Children
1) ) 3) On-task Off-task
@ ®)
© - S - -
Greeting & departing
(15 .02 -32 22 S59%* 55%
Books & pictures
(16) 28 12 -39 -34 -.08
Encouraging children
To communicate
17 -12 24 -23 .03 24
Using language to
develop reasoning
skills
(18) A2 17 -40 -13 -.03
Informal use of
language
(30) .36 .16 -.28 -.20 -.38
General supervision
of children
31 S54* -.28 22 -29 -43
Discipline
(32) - - - - -

Staff-child interaction
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(33)
Interactions among
children

(36) 41 -14 -.09 -35 -23
Group-time

Total Language

Scores .30 .02 -.26 -05 .07

*p<.05**p < 01




Table 16

Intercorrelations Between ECERS Activities Codes and TPOS Emotional Climate of the

- Classroom Codes

Emot. | T.is T.is | T.is | T. dis. | T. div.
Climate | warm | int. & | pat. | pos. | time
1) & resp. | involv. | (4) | affect | equally
(2) 3) (5) between
children
©)
(3) Furniture for -.04 -.01 .16 A2 1-07 | -12
relaxation
and comfort
(5) Space -.04 -41 -.09 -24 1-24 10
for privacy
(19) Fine motor .06 22 21 28 | .36 11
(20) Art -.18 -29 -12 |-15 |-33 .10
(1) -11 .09 08 00 |20 |-12
Music/movement
(22) Blocks 12 .05 29 30 |.09 .02
(23) Sand/water .09 A1 20 |25 [.13 .02
(24) Dramatic play | .28 27 47+ | 49% | 28 | .09
(25) Nature/science | .13 42 25 32 .37 .30
(26) Math/number | .17 15 .08 05 |.16 23




(28) Promoting -22 .05 25 19 | .35 21
acceptance

of diversity

Total Activities .05 .16 34 31 1.27 21
Score

*p <.05 *¥p<.01

Note. (1) = Emotional climate of the classroom (noise quality); (2) = Teacher is warm

80

and responsive; (3) = Teacher is interested and involved with the children; (4) = Teacher

is patient; (5) = Teacher displays positive affect; (6) = Teacher divides time equally

among all children
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Table 17

Intercorrelations Between ECERS Language Codes and TPOS Emotional Climate of the
Classroom Codes

Emot. | T.is T.is |T. T. T.
climate | warm |int. & |is Displ. | divides
(§)] & resp. | invol. | patient | posit. | time
2) 3) “4) affect | equally
3 |®)
) --- -- -- -- -- --
Greeting/
Departing
(15) -.10 .05 -07 .05 .06 A2
Books and
pictures
(16) 42 T4¥* | 62%* | 55% 65%* 1 .30
Encouraging
children to
communicate
) 11 .30 41 29 65%* | 50*
Using language
to develop
reasoning skills
(18) 27 .33 A48* | .36 52% | .69%*
Informal use of
language
(30) 13 .26 54* 37 42 31
General
supervision of
children




31 -.09
Discipline

26

54%*

.09

19

-17

(32) -
Staff-child
interaction

(33) -
Interaction
among children

(36) 29
Group-time

52%

29

25

41

10

Total Language | .27
Scores

61**

61%*

S1*

5%

54%

*p <.05 **p< .01

Note. (1) = Emotional climate of the classroom (noise quality); (2) = Teacher is warm
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and responsive; (3) = Teacher is interested and involved with the children; (4) = Teacher

is patient; (5) = Teacher displays positive affect; (6) = Teacher divides time equally

among all children




Table 18

Teacher Education Levels and Employment

Questions Frequency | Percentage
1) Length of time working

In the field

a.) Less than a year 0 0%
b.) One-three years 2 11.1%
¢.) Four-six years 6 33.3%
d.) Seven-ten years 4 22.2%
¢.) More than ten years 6 33.3%
2.) Level of Education

a.) High school leaving 1 5.5%
certificate

b.) Some CEGEP courses 1 5.5%
c.) Attestation 8 44.4%
d.) Completion of DEC 5 27.7%
¢.) Some university courses 1 5.5%
f.) Completion of undergraduate | 1 5.5%
program

g.) Graduate program 1 5.5%
3.) Reason for choosing to work

in the ECE field

a.) Love of children 50.0%




b.) Previous work experience 11.1%
c.) Prebaration of parenthood 16.6%
d.) Convenience 5.5%
¢.) Other 11.1%
f.) No answer 55%
4.) Length of time working at the

centre

a.) 0-24 months 16.0%
b.) 2-4 years 22.2%
C.) 5-6 years 33.3%
d.) 7-9 years 16.0%
e.) 10+ years 16.0%
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Table 19

Classroom Play Structure Organization

Questions Frequency | Percentage
5.) Number of

Children in group

a.)7-8 12 66.6%
b.) 9-10 2 11.1%
c)l4 2 11.1%
d)16 2 11.1%
6.) Center philosophy

a.) Learning through

play 9 50.0%
b.) High Scope/Reggio 3 16.6%
c.)‘ Fairness, respect, 5 27.7%
autonomy

d.) Take children’s 1 5.5%
interests into consideration

e.) Uncertain about 0 0%
philosophy

f.) Other 2 11.1%
7.) Personal Philosophy

a.) Learning through play, | 10 55.5%
guiding

b.) Instructivist (teacher- 1 5.5%
centred)

c.) Children’s interests and | 2 11.1%

level of development taken




into consideration

d.) Children’s enjoyment of
program

¢.) Observing children
f.) Other

g.) No answer

11.1%

0%

11.1%

5.5%
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Table 20

Free Play and Structured Time

87

Questions Frequency | Percentage
9.) Number of free play periods
0 1 5.5%
1 12 66.6%
2 0 0%
3> 5 27.7%
10.) Length of free play periods
0-15 minutes 1 5.5%
16-25 minutes 0 0
26-45 minutes 9 50%
46-60 minutes 4 22.2%
60> minutes 4 22.2%
21.) Number of structured play periods
0 2 11.1%
1 9 50%
2 3 16.6%
3> 3 16.6%
No answer 1 5.5%
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22.) Length of structured play periods

0-15 minutes 3 16.6%
16-25 minutes 5 27.7%
26-45 minutes 5 27.7%
46-60 minutes 4 22.2%
60> minutes 1 5.5%
16.) Is free play an important part of your program?

Yes 18 100%
No 0 0%
17.) What is your role during free play?

a.) supporting play (guiding, facilitating) 12 66.6%
b.) teacher modeling appropriate behaviour 0 0%
¢.) child autonomy (make decisions) 1 5.5%
d.) conflict resolution, problem-solving 7 38%
e.) redirecting inappropriate behaviour 1 5.5%
f.) other teacher responsibilities 3 16.6%
g.) other 7 38%
18.) During free play it is important for teachers to interact with

children.

strongly agree/agree 14 77.7%
neutral 1 5.5%
strongly disagree/disagree 2 11.1%
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no response 1 5.5%
19.) During free play it is important for educators to observe
children’s play from a distance
Strongly agree/agree

14 77.7%
Neutral

2 11.1%
Strongly disagree/disagree

2 11.1%
No response
20.) Free play is as important as structured time
Strongly agree/agree 18 100%
Neutral 0 0%
Strongly disagree/disagree 0 0%
23.) Describe what you do during a structured activity?
a.) demonstrate 9 50.0%
b.) provide materials 12 66.6%
c.) give direction 7 38.8%
d.) follow children’s lead 1 5.5%
e.) other 1 5.5%
What kind of structured activities do you do in you class?
a.) Arts & crafis 7 38.8%
b.) Science 5 27.7%
¢.) Cooking 3 16.6%
d.) Circle time (reading stories) 4 22.2%
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¢.) Table toys 0 0%

f) Theme-related activities 0 0%
g.) Games 5 27.7%
h.) Other 4 22.2%
24.) Is it important to interact with children during structured

play periods?

Yes 14 77.7%
No 1 5.5%
Sometimes/maybe 1 5.5%
No response 2 11.1%
25.) Do you preselect materials for children during a structured

activity?

Yes 13 72.2%
No 0 0%
Sometimes/maybe 5 27.7%
28.) Structuring children’s play is the best way to facilitate their

learning and prepare them for school

Strongly agree/agree 5 27.7%
Neutral 1 5.5%
Strongly disagree/disagree 12 66.6%
29.) Structuring children’s play can limit their creativity and

hinder their ability to make choices for themselves.

Strongly agree/agree 14 77%
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Neutral

Strongly disagree/disagree

0%

22%




Table 21

Teacher Beliefs and Attitudes
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Question Frequency | Percentage
11.) Are children able to play with any material they want?

Yes 17 94.4%
No 0 0
Sometimes 1 5.5%
12.) Is it alright for children to combine materials?

Yes 18 100%
No 0 0%
13.) Are children able to play with the same material for more

than 1 free play period?

Yes 18 100%
No 0 0%
14.) Do you believe that teachers should limit the length of

time children can play with certain toys or materials?

Yes 2 11.1%
No 15 83.3%
Sometimes/maybe 1 5.5%

15.) Do you believe that teachers should limit the length of

time children can play in one particular area or participate in an

activity?
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Yes 10 55.5%
No 6 33.3%
Sometimes/maybe 2 11.1%
26.) Do children need to be told what to do in order to learn?
Yes 2 11.1%
No 12 66.6%
Sometimes 4 22.2%
27.) When structuring children’s play is it important that all
children participate?
Yes 2 11.1%
No 16 88.8%
27a.) If children don’t want to?

7 38.8%
a.) Strongly encourage children

2 11.1%
b.) Repeat activity

11 61.1%
c.) Let them engage in another activity
31.) Should children be left alone to play in the way they
choose without adult involvement or should teachers engage
themselves in children’s play?
a.) leave children alone
b.) adult involvement
32.) What does it mean to guide children’s play?
a.) offer choices 3 16.6%
b.) assist in language development and conflict resolution 4 22.2%
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¢.) support children’s interaction with others 3 16.6%
d.) provide developmenfally appropriate materials and toys 1 5.5%
e.) facilitate, scaffold play 8 44.4%
f.) observe 1 5.5%
g.) develop positive relationships with children and establish

goals : 0 0%
h.) support growth and development 3 16.6%
33.) Is it important to guide children’s play to help them learn?

Yes 10 55.5%
No 5 27.7%
Sometimes 3 16.6%
34.) Is there a difference between structuring and guiding

children’s play?

Yes 16 88.8%
No 1 5.5%
Sometimes 1 5.5%
35.) What is the best aspect of your program?

a.) diversity 1 5.5%
b.) outdoor facilities 1 5.5%
c.) personal characteristics of educator, positive environment 4 22.2%
d.) ambience of the centre, family-oriented (good staff

relationships) 2 11.1%
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¢.) child-centred program 44.4%
f) other 11.1%
36.) What is the most important part of an early childhood

educator’s job?

a.) Foster positive relationships with children 27.7%
b.) Maintain safe, secure environment 16.6%
c.) Awareness of children’s strengths and abilities 0%
d.) Love of field and children 33.3%
e.) Guide and educate children 33.3%
f.) Other 16.6%
37.) Can you talk about one part of your day that occurred,

while I was here, that was especially significant?

a.) Teacher-centred 38.8%
b.) Child-centred 44 4%
c.) Other 11.1%
d.) No response 5.5%




Table 22

Correlations between Interview Questionnaire Responses and ECERS Language and

Activity Codes
Interview Question Interview Response | Total ECERS
Activity &
Language Scores
16.) Is free play an important part c.) home-away- -.49'
of your program? from-home
17.) What is your role during free play? a.) supporting play | .57*
(guiding,
facilitating)
17.) What is your role during free play? c.) child autonomy - 69%*
(making
decisions)
32.) What does it mean to guide children’s | e.) facilitate, scaffold | .59**
play? play, extend play
37.) Can you talk about one part of your b.) Child-centred
day that occurred while I was here that was 40

especially significant?

‘p<.10* p< .05 **p< 01




Table 23
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Correlations between Interview Questionnaire Responses and ECERS Language Codes

Interview Question Interview Response ECERS Language
Score

16.) Is free play an important part of | c.) home-away;from-home -.49'

your program?

16.) Is free play an important part of | d.) teacher observation of -.40"

your program? children

17.) What is your role during free c.) child autonomy, making | -.51*

play? decisions

32.) What does it mean to guide e.) facilitate, scaffold play, S59**

children’s play?

extend play

Tp< 10 *p< .05 **p< 01




Table 24
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Correlations between Interview Questionnaire Responses and ECERS Activity Codes

Interview Question Interview Response ECERS Activity
Score

16.) Is free play an important d.) teacher observation of -57*%

part of children

your program?

17.) What is your role during c.) child autonomy, making -.56*

free play? decisions

*p<.05
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Discussion

The purpose of this section is to discuss the key findings, which were presented in the
results section and that are pertinent to the hypotheses presented in the present study.
Second, a picture of the teachers’ background and classroom structure is provided. The
findings related to the ECERS are discussed followed by the findings related to the TPOS
scale and lastly the Interviews, which were conducted with the educators will be
discussed. In sum, the most significant findings were the impact that teacher’s language
and communication styles had on the classroom atmosphere. This finding will be
discussed at greater length in the following sections. Teachers who engaged in positive
communication and encouraged children to talk and share their perspectives did have
classrooms with warm positive atmospheres. Another key findin g was that all educators
reported having a strong value for free play. Many educators, however, felt under
pressure from directors and parents for children to produce something to prove that they
were learning something. This finding is consistent with Charlesworth et al’s. (1993)
report, which stated that educators found it difficult to balance their beliefs with pressure
from parents to create an academic structure in their classrooms.
Who were the Teachers?

The majority of teachers had been working in the field for over four years. There
were only eleven percent who had been working in the field for between one and three
years. The majority of teachers had completed an attestation or a DEC in early childhood
education. Many wanted to work in the field because they were passionate about, and
loved children. All the teachers felt strongly that free play was a valuable experience for

children. The reasons for its importance included; helping children learn to make
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decisions, encouraging creativity, allowing children the opportunity to discover what they
liked to do. Some felt that structured play was a more effective way to help prepare
children for school and as such was more appropriate for preschool children than
toddlers.

The teacher interview was designed to elicit educators’ views on free play and
structured play. There were a variety of questions that probed the importance that
teachers placed on the two types of play. One key iséue was that the educators had a
difficult time defining their own personal philosophies, although more than half
supported a learning-through-play perspective! Many of the educators were able to
define the philosophy of the centers but were vague in terms of their own philosophy.
This supports résearch by Charlesworth et al. (1991), who stated that when educators
were interviewed they expressed their beliefs in vague terms rather than expressing
specific theoretical beliefs. Terms that are associated with constructivism were mentioned
(e.g. scaffolding), but none of the educators stated that they subscribed to a constructivist
philosophy although they were aware that there was a difference between guiding and
structuring children’s play. Many educators felt that structure implied rigidity, whereas
guiding was defined more as following the child’s lead. Educators stated that it was
important to guide children to help them develop their play, however none of the
educators used the term “scaffolding” in this sense.

All the teachers involved in the present study felt that free play was a valuable part of
their program and was as important as structured activities. When questioned about the
length of time children spent engaging in free play one educator stated that she had to

limit free play time due to scheduling issues because of sharing of space with other
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groups. Other educators mentioned issues with directors wanting children to produce
things to dembnstrate their learning was also an issue. Half the educators had between
26-45 minutes of free play each day. Four reported between 46-60 minutes and an equal
number reported more than 60 minutes a day. Only one educator stated that she had only

15 minutes of free play a day. All the educators expressed a strong appreciation for the

~ value of free play time, however, they were often unable to allow children the freedom to

engage in the kind of free play they wanted children to have or for the length of time they
wanted for a variety of reasons. Time, space and parent/director expectations were
frequently cited reasons for the limited free play. This supports research (Moyer,
Egértson & Isenberg; 1987; Charlesworth et al., 1991), which stated that often teachers
reported having to compromise their beliefs because of parental and managerial
expectations.
Quality of the Childcare Environment

Intracorrelations of the ECERS Activities subscale. The purpose of this section is to
discuss the correlations found between the ECERS Activities and Language scores and,
how they relate to the hypotheses put forth in the present study. First, the
intercorrelations on the Activities subscale showed many of the items were positively
related. For example, significant correlations were found between sand/water, dramatic
play and blocks. These correlations demonstrate that the majority of the educators who
participated in the present study did have these four components in their programs. That
1s, centers that received high rating on sand/water were also likely to receive high scores
for dramatic play and blocks. This indicates that centers that have some open-ended

materials tend to have a variety of open-ended play materials, providing children with
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various opportunities for self-directed free play. This supports the argument put forth by
the present study that high quality centers would tend to provide children with open-
ended materials and reflect developmentally appropriate practice.

The ECERS Language subscale. The inability to correlate the scores for
Greeting/Departing, Staff/Child interaction and Interaction among the children due to
the fact that there was no variability énd all the centres received high scores could also
support the high quality of the centres involved with the present study. In terms of the
ECERS Language subscale there were positive correlations found with encouraging
children to communicate and geheral supervision of children and group-time. This
supports the hypothesis that teachers who are involved and aware of what is going on in
their classroom would tend to support and encourage children to communicate and
develop their language skills.

Second the intracorrelations on the Language subscale indicated positive correlations
 between téachers, when they were supervising a group of children, were also likely to
develop reasoning skills and to use language informally. This supports the hypothesis put
forth by the present study. Specifically, it had been proposed that teachers who engaged
in developmentally appropriate practices would engage in behaviour that would facilitate
children’s cognitive and languagekdevelopment by using language in an informal, casual
manner and would interact and talk more with children, encouraging them to reason
problems out for themselves instead of solving problems for them. This finding is
supported by prior literature. For example, children often create problems in their play
opportunities and with the guidance of their teachers are able to improve their language

skills and their problem solving capabilities (Yang, 2000). Other research discussed in
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the present study further supported the importance of teacher involvement in children’s
play to help children learn to negotiate and become confident in their own problem
solving capabilities (Klein et al., 2003).

The ECERS Activities and Language subscales. Correlations were also examined
between items on the Activities and the Language subscales. One interesting set of
findings revealed positive correlations between discipline, group-time and
music/movement. This could be viewed as another piece of evidence demonstrating that
problematic behaviour is more likely to arise when children are required to engage in a
structured group activity, which they have not chosen. A high score in the discipline
category does not demonstrate negative teacher Behaviour, it does, however, show that
more situations arise that require the teacher to discipline the children in some manner.
This would substantiate the argument that there were fewer behavioral problems when
children were in environments that were child-centred and in which they were free to
choose to participate in an activity.

The correlations between group-time, encouraging children to communicate and
discipline suggests that teachers use group-time to engage children in conversation and
perhaps in resolving conflict. The fact that discipline is correlated with group-time
supports the previous argument that there may be more behavioural problems when
children are required to participate in an activity.

Music/movement was correlated with teacher’s encouraging children to communicate
suggesting that teachers may involve children in singing songs, and other musical
activities. Certainly, the correlation between group-time and music/movement suggests

that many educators engage in musical activities with large groups of children.
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Music/movement and discipline were also correlated further supporting the idea that
requiring or “strongly encouraging” children to participate in group activities may be
associated with discipline problems.

In conclusion one of the key findings was that disciplinary issues tended to be
associated with large group activities more than small group situations that were likely to
be observed during free play. This could be viewed as support for the argument put forth
that behavioural problems are more likely to occur when children are required to
participate in activities than when they are given free choice. The concept of allowing
children to choose freely to participate in activities was advocated by researchers who
raised the fact that teachers who engaged in developmentally appropriaté practice would
provide children with a variety 6f activities from which they could freely select (Klein et
al., 2003).

Total | ECERS Activities and Language Scores. There was no correlation found
between the two subscales. This demonstrates that the items represented by the two
subscales function independently of one another. With regard to the Language subscale it
should be noted that English was not the first language of some of the teachers and this
factor could have impacted their ability to communicate and converse with children. This
will be discussed further in the future research section.

Quality of Teacher-Child Interaction

The next area of discussion is the correlations found between the TPOS teacher
behaviour measures, and how they relate to the present study.

First, the intracorrelations of the teacher behaviour variables were interesting. The

positive correlation between praise and activity participation indicates that teachers who
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engage in activities with children seemed to use positive reinforcement. This supports
the idea that teachers who told children what to do but did not engage in activities would
have a less positive classroom atmosphere than those educators who engaged themselves
with the children. It may be that the former teachers held an instructivist philosophy,
whereas the later teachers subscribed to a more constructivist philosophy. This is a point
which will be discussed in more detail at a later point in the discussion. It also supports
the research of Kontos (1999) who discussed the importance of educators supporting
children’s play to encourage longer and more intensive investigation. By being engaged
teachers may be able to use praise as a way to support children’s learning.

The strong positive correlation found between teachers who addressed behaviour and
those who addressed personality issues (e.g., teacher telling children to be quiet, teacher
telling children that they are lazy.), suggested that some teachers may notice and address
many of the children”s actions in their classroom. The correlation between teachers who
address personality and those who encourage perspective-taking also suggests thaf
teachers who encourage perspective-taking appear to address the individual character of
the child that he/she is talking to in the classroom. This is logical since a teacher who is
encouraging a child to verbalize something from his/her perspective may ask for their
opinion. This style of communiéation is important as it demonstrates that the teacher is
attempting to encourage the child’s cognitive development, and may be using a
scaffolding technique. This would support the hypothesis argued by the present study
that teachers in high quality centres which rated well on the ECERS measure, would tend

to support developmentally appropriate practices.
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Intracorrelations of TPOS teacher behaviours. First, there were a substantial number
of strong positive intracorrelations between teacher’s affective behaviour demonstrating
that there was a link between the teacher’s positive behaviours; that is, if a teacher is
positive in one aspect, he/she will most likely have other attributes that assist in creating a
~ positive classroom environment (for example, smiling at children, getting down to the
child’s eye level, using a friendly tone of voice, offering praise and encouragement to
children). This supports research by Moulton et al. (1999), which mentioned that
educators who were positive in one behavioural aspect would tend to be positive in others
as well. Educators are not likely to be smiling at children and yelling at them or engaging
in play and speaking in a derogatory manner at the same time.

Second, the intracorrelations of the TPOS Activity codes were self-evident. Teachers
who were interacting with a large group of children were not likely to be interacting with
a small group. When teachers were being observed without children they were not
observed being with children. Logicaliy the negative correlations are self-explanatory as
it would be physically impossible for teachers to be with and without children at the same
time or with a large group and a small group at the same time. These findings do provide
a measure of face validity for the TPOS measure.

Third, the correlations between teacher behaviour and activity codes revealed some
interesting patterns. The negative correlation between teachers who were interacting with
a small group of children and addressing personality issues was found and a significant
positive correlation between teachers interacting with a large group of children and
addressing personality issues. These correlations support the hypothesis that the quality

of interactions decline when the teacher/children ratio is high versus when teachers are
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interacting vﬁth individual children or a small group of children. This correlation
coupled with the correlations found between discipline and group-time and music
discussed earlier, further supports the argument that behavioural problems are more likely
to occur in large group-time activities, especially those in which children are required to
participate.

Fourth, the associations between teacher behavior and emotional climate were
examined. The negative correlations found between hostility and the warmth and
responsiveness of the teacher and the demonstration of positive affect by the teacher
supported the argument that teachers who were warm, involved, and positive were leés
likely to engage in sarcastic, demeaning, and hostile behaviour. The positive correlation
between teachers’ acceptance of children’s feelings and dividing time equally amongst all
the children could be evidence that teachers who are accepting of children’s feelings do
not play favorites with the children. The positive correlation between a positive
emotional climate in the classroom and teachers who encouraged children to be
independent supports the argument put forth by the present study that teachers who create
a warm, positive environment will encourage children to try and do things for themselves
and reinforce their efforts. Research indicates that children attending developmentally
inappropriate, academic-type preschool programs with children who did not perform as
well socially as children who attended children attending developmentally appropriate
programs (Burt et al., 1992).

Associations between TPOS Activity codes and Emotional Climate. With regard to
this area there were some self-explanatory correlations such as the negative correlation

between praise and teachers being without children. Other correlations are more
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interesting. A negative correlation was found between teachers who addressed children’s
personality and small group size and a positive correlation was found between teachers
who addressed children’s personality issues and large group size. These correlations
support the argument that there would be more negative behaviour and more admonitions
from teachers when they were dealing with large groups of children as opposed to smaller
sized groups of children. These findings support prior work that stated that educators of
large groups of children were more likely to engage in developmentally inappropriate
practices than educators interacting with small groups of children (Buchanan et al.,

1998).

Quality of the Environment and Teacher Behaviour

The next area of discussion is the correlations found between the quality of the
environment as rated by the ECERS and the teacher behaviour ratings on the TPOS scale.
It was expected that classrooms that receive(i high scores on the ECERS would have
teachers who were rated as having positive characteristics on the TPOS scale.

First, the positive correlation between hostility and classes that have a space for
privacy is disconcerting, demonstrating that possibly these spaces are used as places for
teachers to engage in hostile behaviour towards a child without bging seen. There was
also a strong negative correlation between nature/science and hostility. This may suggest
that teachers who have a strong interest in nature and science are less likely to engage in
hostile behaviour than teachers who do not demonstrate an interest in natural sciences or
that teachers who reprimand a lot do not have many science materials in tﬁeir classrooms.
There was also a negative correlation between books and pictures and teachers who

addressed behaviour and personality. This correlation suggests that there is little
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interaction between teachers and children when they are looking at books, suggesting that
perhaps teachers use books as babysitters for children when they are occupied or engaged
in other activities. In sum, these correlations suggest that teachers engage in negative
behaviour, at a minimal level of interaction when children are looking at books or are
involved in nature/science activities. There is no literature available in this area to
determine if others have reported similar findings.

Secondly, there was also a correlation between fine motor activities and praise. It is
interesting to note that there is a correlation between fine motor activities and praise, but
not with any other area. This may suggest that teachers enjoy engaging in fine motor
activities and tend to positively reinforce children who participate in these activities.
Perhaps teachers spend more time sitting at art tables engaging in art activities than in
other areas of the classroom (e.g., sitting on the floor playing with blocks) and therefore
had more opportunities to praise. This may be a qugstion that could be addressed in future
research.

Third, the positive correlation between general supervision and praise is logical in
that teachers would have to be aware of what is going on in their classroom to be able to
praise children. Encouraging children to communicate and praise were also positively
correlated. Encouraging children to communicate and developing autonomy are
behaviours, that teachers who employ developmentally appropriate practices try to
facilitate in their classroom (Moulton et al., 1999). They would be characteristic of a
child-centred classroom, thus Supporting the hypothesis that teachers who have child-
centred classrooms would be more involved in children’s play than instructivist teachers.

The cluster of positive correlations between teachers who accepted children’s feelings,
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encouraged children to communicate, used language to develbp reasoning skills, and
employed informal use of language and éngaged in general supervision of children
supports the argument that constructivist teachers would engage in behaviour that would
create a positive atmosphere in which children would be encouraged to be empathetic and
their pefspective would be considered. This supports research (Howes & Smith, 1995),
~which stated that good teachers would engage in a high level of positive verbal
interaction and a minimal amount of criticism and few negative comments. The
- researchers went on to stress that teachers who engage in positive verbal and social
interaction with children have classes in which children feel securely attached to their
teachers. | Howes and Smith (1995) demonstrated that children who were emotionally
secure with their teachers engaged in high levels of positive social interaction.
Associations between TPOS Activity and ECERS Activity codes. First, a positive
correlation was found between children engaging in dramatic play and teachers who were
patient, involved and interested which supports the argument étated by the present study.
This finding is also in line with Zeece and Graul (1990) and Rothstein and Brett, (1987)
that teacher involvement does develop and enhance the play of children. The negative
correlation between dramatic play and the teacher leaving the room (being without
children) further supports the impact that teacher presence has on children’s play,
specifically even if teachers are not involved i‘n play, their presence or absence has an
impact on it. This supports research (Smilansky & Shefatya, 1990) which demonstrated a
significant increase in the level of children’s play when adults became involved in
children’s play. This could be due to the fact that children who have a secure emotional

attachment to their teacher enjoy interaction and involvement with their teacher. Other
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research (Mellou, 1994) suggested that children mirror their teacher’s behaviour. The
fact that the children lost interest in the play when the teacher left the room offers support
for the belief that teacher presence has a strong impact on the development of children’s
play.

Associations between ECERS Activity codes and TPOS Activity codes. First,
correlations were evident between nature/science and teachers being without children and
off-task, which could demonstrate that children tend to engage in this type of behaviour
when the teacher is not present and interacting with the children. No significant
correlations were found between the Total ECERS Activity scores and the TPOS teacher
Activity codes. This could be dﬁe to the small sample size.

Associations between ECERS Language Codes and TPOS Teacher Activity codes.

First, correlations were found between teachers being without children but on-task,
being without chﬂdren and off-task and books and pictures. This pattern of findings
could demonstrate that teachers use books to occupy children when they must engage in
classroom related activities or when they are chatting with coworkers or if they have to
leave the room for brief periods of time. It could be that books are also used as an
activity to occupy children during transition times. A significant positive correlation was
found between small group size and discipline. It would have been interesting to note if
it was the same children who the teacher addressed concerning personality issues during
large group time. This could be an area of further study.

Associations between ECERS Activity Items and TPOS Emotional Climate of the
Classroom. In relation to the Activities component, dramatic play was the only activity

which demonstrated a significant correlation with teachers being interested and involved
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with the children’s play and with teachers who exhibited patience with children. This
could be due to the fact that while the centers did have the facilities for children to
engage in other forms of play such as with sand and water, that dramatic play was the
most frequent open-ended play that was available for children during the researcher’s
visits. The correlation between teachers who exhibited patience and who were interested
and involved with children’s play supports the argument that teachers with positive
attributes would be more likely to engage themselves in the children’s play than teachers
with more negative characteristics.

ECERS Language Scores and TPOS Emotional Climate. In relation to the language
codes and the emotional climate there were a substantial number of correlations.
Encouraging children to communicate was positively correlated with teachers who were
warm, responsive, patient, involved with children and who showed positive affect
towards the children. This pattern of correlations supports the belief that teachers who
demonstrated a positive, enthusiastic disposition will engage in behaviours that help
scaffold children’s learning (i.e., speaking to children in a way that helps them develop
their language skills.). The correlation between teachers who divided their time equally
amongst all the children and the informal use of language suggested that teachers who
circulate befween all the childr¢n in their class during free play tend to chat with them in
a casual manner. Using language to develop reasoning skills was also significantly
correlated with teachers’ demonstration of positive affect supporting the argument that
teachers who engage in constructivist practices, such as scaffolding children’s cognitive
development would be more positive than teachers who engaged in more instructivist

practices.
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The positive correlation between teachers who accept children’s feelings, encourage
perspective-taking and the level of general supervision indicates that if teachers are
observing and aware of what is going on in their classrooms they are more likely to listen
to what children have to say and encourage them to try and see situations frqm different
perspectives.

Finally, discipline was correlated with teachers who were interested and involved with ,
childrén, suggesting that teachers, even those with constructivist-style classrooms, still
use discipline as the most common means of keeping control of children’s behaviour.
High scores in the discipline component of the ECERS does not mean that teachers are
engagihg in negative behaviour, rather discipline is considered to involve the children in
conflict resolution and problem solvirig. Thus, high scores indicate that teachers who
believed in constructivist principles tend to engage in positive classroom behaviour, such
as scaffolding children’s conflict resolution skills. |

In conclusion, the high number of positive correlations between language and the
emotional climate of the classroom supports the idea put forth by the present study that
teachers who talk in a warm, positive manner, and encourage children to express their
opinions will have classrooms with more positive atmospheres than teachers with
instructivist, teacher-directed classes.

Associations between Child Care Quality and Teacher Beliefs

In relation to the associations between child care quality and teacher beliefs, the
hypothesis put forth by the present study that educators who subscribed to a constructivist
philosophy would engage in more developmentally appropriate practices was not

supported entirely. Many educators believed in developmentally appropriate practices
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but their implementation was not as strong as their beliefs. This supports research
(Maxell, 2001), which stated that there was a significant discrepancy between educator
beliefs and practices. This could be because directors of some child care centres may not
have a background in early childhood education and as such may not be aware of what is
developmentally appropriate for children or perhaps they view their centres as businesses
and focus on keeping the parents, who also may not be aware of what is appropriate for
children, happy.
Limitations of the Present Study

One of the key limitations of the present study was its smali sample size, which does
limit the level of internal reliability and general_izability of findings. Another limitation
was that on some of the observation visits some children were absent from the class,
which could have had an impact on the classroom dynamics and on the teacher’s
behaviors. The third limitation was that the interview used in the present study was a
self-report tool, so the educators could report what they knew wereb the appropriate
responses to the questions in an effort to ensure a high social desirability factor. This
fact, coupled with the limited observations (two-30 minute observations) meant that
educators could try and create the fagade of a developmentally appropriate classroom.
The researcher was sensitive to this issue and evidence of this was found in only one of
the classrooms during one of the observation periods where the teacher offered the
children the opportunity to select the story that they wanted her to read. One child
replied “But you never let us choose the book!” The educator replied that they were

trying something new on this particular occasion. It should be stressed that this was the
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only instance of this type of behaviour and all the other educators did seem to maintain or
demonstrate a genuine and natural disposition, which was not contrived.

The final limitation of the present study, which needs to be addressed, is the selection
of centres for the purpose of this study. All the centers that participated were affiliated
with a local college’s early childhood education program. This means that the centers
tended to reflect a higher quality than may be typical in Montreal. Unfortunately daycare
centers that are more atypical, and might be of a lower quality of care, were contacted but
declined to participate in the study.

Implications for Practice. Three major points stand out from the analyses that have
implications for practice.

Language skills of educators. After analyzing the correlations and determining the
significant correlations between language and the emotional climate of classrooms, it
becomeé obvious that strong language skills are a necessity for creating positive early
childhood learning environments. Given this fact, directors should ensure that the
teachers they employ have the capability to converse freely and effectively with children.
Colleges and universities, which provide accreditation of early childhood education
students, should also ensure that students have adequate language skills to converse and
lead discussions with children, prior to the completion of their programs.

Training of directors. After reviewing the responses to the interview questionnaire it
was noted that the training of centre directors is an issue that needs to be assessed.
Currently two-thirds of educators must be qualified in a child care centre. There is no

specific educational or training requirement for directors. This is an issue which needs to
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be addressed since it is the directors of the centres who set the standards for educators to
follow.

Classroom space. An issue that was mentioned by some educators was the lack of
space for children to leave projects for a few days and scheduling problems whereby
children had limited time for free play because classrooms were shared with other groups
of children. When planning programs and schedules it is important for teachers to
discuss classroom arrangements that would allow children the time and space necessary
to develop and extend their play.

Future Research

The topic of free play is not a particularly well-researched area, and in general
deserves to be studied in greater depth. Of particular interest would be to look at the
impact private space has on the teacher’s behaviour. Since having private space for
children is seen as a positive characteristic of a classroom (e.g., ECERS), it warrants
further investigation to determine if that space is being utilized in a positive manner.

The TPOS was an excellent and well-thought out observational tool that could be used
in future research, and i1t worked well in collaboration with the ECERS. In future
research it is recommended that teachers be observed for more than two 30-minute
periods, and that observations of both free play and structured activity periods be
included. This would help give a better overview of the program structure and teacher-
child interactions.

Future studies could also look at the impact that daycare director’s beliefs have on
classroom practices. It would be interesting to look at whether daycare directors with

academic or business backgrounds encourage educators to engage in different classroom
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practices than directors with early childhood education training. Directors with early
childhood education training may be more likely to encourage educators to engage in
developmentally appropriate practices, whereas those with traiﬁing in other domains may
be more likely to be more concerned with appearances and having children “produce”
something to impress parents with.

Another area of future research that could be interesting to examine would be to look
at educators’ behavior when engaging in play with children. It would be interesting to
research whether educators are encouraging child-initiated or teacher-initiated play when
they are involved in children’s activity; a more fine-grained analysis of teacher behaviour
during free play periods, small group and large group activities is warranted.

A final area of future study could also research the connection between praise and fine
motor activities versus praise and gross motor activities and examine the relationship
from a gender perspective. For example, the results showed a link between praise and
fine motor activity but none between praise and gross motor activity. Future research
could examine the amount of time boys and girls spend engaging in gross motor and fine
motor activity and, then analyze the amount of time teachers spent engaging with the
children in the two forms of activity and whether there was a discrepancy between the
amount of praise boys and girls received.

Conclusion

In conclusion, these analyses demonstrate that teachers who are involved and
communicate effectively with children do encourage language development and
reasoning skills. It also shows that teachers can support children’s language development

by communicating with them in an informal manner, typical of a constructivist teacher,
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instead of in a structured formal type of speech, which may be more typically found in an
instructivist setting. The analyses also support the argument that discipline issues are
more likely to arise when children are required to participate in an activity, and especially
when large groups of children are brought together to engage in a teacher-chosen activity.
The main conclusion which can be drawn from this research is that the teacher’s
interactions with children do have an ifnpact on children’s play. The language and
attitudes of the teachers also are critical in the atmosphere of the classroom atmosphere.
There also appear to be more behavioural issues when large groups of children are
engaged in an activity. This is a point which should be kept in mind when teachers are
structuring activities for their ciass programs. It also could demonstrate the importance
of having teachers consider the individual interests and needs of the children and
incorporate them into their programs. Another point is that teachers should be aware of
what is going on their classrooms and should ensure that they participate in all activities
equally, not focusing their attention only on arts and other fine motor activities. The final
point, which is important, is that while the ECERS states what the necessary components
are for a classroom to have a good rating it does not discuss the importance of how those
components are incorporated. For example, with regards to the space for privacy it
would be important to ensure that space is being utilized for positive purposes. While the
ECERS is an excellent tool for measuring the quality of the classroom, another tool must
be used to measure the teacher behaviour to gain a more complete overview of the quality

of the classroom environment as a whole.
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Director’s Consent Form to Participate in Research

This is to state that I agree to participate in a program of research being conducted by
Fiona Rowlands, an MA student of Concordia University. 1understand that the research
that is being conducted is part of the thesis requirement for the Child Studies program
and 1s being supervised by Dr. Nina Howe.

I have been informed that the purpose of this research is to look at teachers’ attitudes

towards play. Iunderstand that the researcher will visit the three and four-year old class

on 2 separate occasions during play times, and interview privately and individually at a
‘mutually convenient time, the teachers involved in the four year old program.

I understand that I am free to withdraw my consent and discontinue my participation, by
emailing or verbalizing my desire, at anytime without negative consequences.. I
understand that my participation in this study is voluntary and the results will be kept
confidential.

I have carefully studied the above and understand the agreement. I freely consent and
voluntarily agree to have my center participate in this study.

Name (please print)

Signature

Should you wish to discontinue participating in this study please email the researcher at:
Fiona.rowlands@sympatico.ca

If at anytime you have questions about this study, and your rights as a research
participant please contact Professor Nina Howe at (514) 848-2424 extension 2008.
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Teacher’s Consent Form to Participate in Research

This is to state that I agree to participate in a program of research being conducted by
Fiona Rowlands, an MA student of Concordia University. I understand that the research
that is being required is part of the thesis requirement for the Child Studies Program and,
18 being supervised by Dr. Nina Howe.

The purpose of this study is to examine teacher’s attitudes and behaviours towards
play. Your participation is voluntary and there are no anticipated risks. You are free to
withdraw from this study at any time. During the next 2 weeks, 2 researchers will visit
your classroom on two separate occasions during your play periods. The time of these
visits will be established according to your schedule, at your convenience.and, with a
minimum of disruption to your class. You will also be requested to participate in an
interview session with one of the researchers. The interview is expected to take
approximately 30 minutes to complete. It will be conducted privately and your responses
will be kept confidential. Any information obtained during this research process will
only be used for the purpose of this research project.

I understand that by signing this letter I agree to participate in this research project.

Name (please print)

Signature

Should you wish to discontinue participating in this study please email the researcher at:
Fiona.rowlands@sympatico.ca

If at anytime you have questions about this study and your rights as a research participant
please contact Professor Nina Howe at (514) 848-2424, extension 2008
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Definitions and Examples of Teacher Interactions on the TPOS

Category

Example

(1) Small Group/Individual Interaction Teacher is interacting with between one and five

(2) Large group interactions

(3) On-task

(4) Off-task

(a) Praise and encouragement

(b) Activity participation

(c) Hostility

(d) Accepts feelings

(e) Encourages perspective
taking

(f) Encourages independence
g.) Addresses personality
(May be positive or negative)

h.) Addresses behaviour
(May be positive or negative.)

children.
Teacher is interacting with five or more children.

Teacher is (1) setting up an activity, but not
interacting with the children; (2) observing the
children from a distance, and (3) moving around
the class, interacting with the children and
observing their play and activities.

Any time when the teacher is engaged in
behaviour that is totally unrelated to the children,
such as chatting with other adults, talking on the
phone, or writing at the counter.

(e.g., “you’re trying really hard to put that shoe
on. It looks like it’s almost on your foot.”)

(e.g., teacher is engaging in activity with
children; playing with playdough, helping build
block tower, etc.)

(e.g., using a severe tone of voice, grabbing a
child, giving a cold look)

(e.g., “I can understand why you feel frustrated
when you have to clean up and you are still
having fun playing.”)

(e.g., “how do you think another child feels when
you grab something from him/her?”)

(e.g., “If you both want a turn to play with this toy
what do you think we should do?”)

(e.g. “You’re so lazy, you never help to clean up.”
“You’re so smart.”

(e.g. “You’re doing a great job picking up all the
blocks.)
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Name of teacher Date

Daycare time start
time finish
91101112

Time-sampled codes

Contact with children

small group/one child

large group

Without Children

on-task

off-task

Event-Sampled codes

praise/encouragement

hostility

activity participation

addresses behaviour

addresses personality
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accepts feelings

encourages perspective
taking

encourages independence




1. Emotional climate of the classroom (noise quality).

1 2 3
negative somewhat positive positive
2. Teacher is warm and responsive.
1 2 3
unresponsive  somewhat responsive responsive
teacher: 3. Teacher is interested and invoived with children.
1 2 3
daycare: uninterested : neutral interested
v 4. Teacher is patient.
date: 1 2 3
impatient somewhat patient ‘ patient
time start: '
5. Teacher displays positive affect.
time finish: 1 2 3
rarely sometimes often
6. Teacher divides time equally among all children
1 2 3
rarely sometimes often

1. Emotional climate of the classroom.

1 2 3
negative somewhat positive positive
2. Teacher is warm and responsive.
1 2 3
unresponsive  somewhat responsive responsive

3. Teacher js interested and involved with children. - .
] 2 3

uninterested neutral interested
4. Teacher is patient.

1 2 3

impatient somewhat patient patient
5. Teaéher displays positive affect.

1 2 3

rarely sometimes often

6. Teacher divides time equally among all children

rarely sometimes often
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ECERS-R Profile

Observation1: ___ /_
m m d d y y
Observation2: ____/_
m m d d y y

3 4 5 6

Center/School:
Teacher(s)/Classroom:
1
I. Space & Furnishings
a-8
Obs. 1 Obs. 2
average subscale
score
1. Personal Care Routines
(9-14)
HI. Language-Reasoning
(15-18)
IV. Activities (19-28)
V. Interaction (29-33)
VI. Program Structure
- (34-37)
VII. Parents and Staff
(3843)
Average Subscale Scores
1

7

Observer(s):

Observer(s):

Indoor space

Furn. for routine care, play & learning
Furn. for relaxation

Room arrangment for play

Space for privacy

Child-related display

Space for gross motor

Gross motor equipment

PNAUNE LN -

N

. Greeting/departing
10. Meals/snacks

11. Nap/rest

12. Toileting/diapering
13. Health practices
14. Safety practices

15. Books and prictures

16. Encouraging children to communicate

17. Using language to develop reasoning skills
18. Informal use of language

19. Fine motor

20. Arnt

21. Music/movement

22. Blocks

23. Sand/water

24. Dramatic play

25. Nature/science

26. Math/number

27. Use of TV, video, and/or computers
28. Promoting acceptance of diversity

29. Supervision of gross motor activities
30. General supervision of children

31. Discipline

32. Staff-child interactions

33. Interactions among children

34. Schedule

35. Free play

36. Group time

37. Provisions for children with disabilities

38. Provisions for parents

39. Provisions for personal needs of staff
40. Provisions for professional needs of staff
41. Staff interaction and cooperation

42. Supervision and evaluation of staff

43. Opponunities for professional growth

SPACE & FURNISHINGS
PERSONAL CARE
LANGUAGE-REASONING
ACTIVITIES
INTERACTION
PROGRAM STRUCTURE
PARENTS & STAFF
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Questionnaire

1.) How long have you been working in the Early Childhood Education field?
a.)lessthanayear b.)1-3years c.)4-6 years d.)7-10 years e.) more than ten years
2.) What is your level of education?

a.) high school leaving certificate

b.) some CEGEP courses

¢.) completion of D.E.C.

d.) attestation

€.) some university courses

f.) completion of undergraduate program
g.) graduate program

3.) Why did you choose to work in the field of early childhood education?
4.) How long have you been working at this center?

5.) How many children are in your group?

6.) Does the center have a philosophy? Can you describe it? Do you agree with all
aspects of the philosophy?

7.) Is there any particular early childhood educational philosophy which you think best
describes your teaching style or beliefs?

8.) How would you describe a typical day in your classroom?

9.) How many free play periods do you have during the day?
0 1 2 3 or more
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10.) How long is the duration of each free play period?
0-15 min. 16-25 min. 26-45 min. 46-60 min.

11.) Are children allowed to play with any materials they want? Yes No

11a.) Why or why not? (please explain)

12a.) Is it alright for children to combine toys/materials (i.e., can children use blocks to
build homes for plastic animals?)
Yes No

12b.) If so, why or why not?

13a.) Are children able to play with the same materials for more than 1 free play period?
Yes No

13b.) Why or why not (please explain)

14.) Do you believe that teachers should limit the length of time children can play in one
particular area or with certain toys or materials? Yes No

Why or why not?

15.) Do you believe that teachers should limit how many children can play in particular
corner or participate in an activity? Yes No

Why or why not?
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16.) Is free play an important part of your program? Yes No

Why or why not?

17.) What is your role during free play? What do you do? How do you do it?

Now I am going to read you some statements and I will ask you how much you agree or
disagree.

18.) During free play periods it is important for teachers to interact with children
| 1.) Strongly agree 2.) Agree 3.) Neutral 4.) Disagree 5.) Strongly disagree

Please comment

19.) During free play time it is important for educators to observe children’s play
from a distance.

1.) Strongly agree 2.) Agree 3.) Neutral 4.) Disagree 5.) Strongly disagree

Please comment

20.) Free play is as important as structured play time.
1.) Strongly agree 2.) Agree 3.) Neutral 4.) Disagree 5.) Strongly disagree

Please comment

21.) How many structured play periods do you have during the average day?

a.)o0 b1 c.)?2 d.) 3 or more




22.) How much time do you spend in structured activities during the day?
0-15 min. 16-25 min. 26-45 min. 46 —60 min. 60 min. or more

23.) Describe what you do during a structured activity. What kind of structured
activities do you do in your class. Please provide some examples.
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24.) Is it important to interact with children during structured play periods? Yes No

24a.) Why or why not?

25.) Do you preselect materials for children to play with during a structured activity?
Yes No

25a.) Why or why not (please explain) if yes, what do you see of the value in this?

26.) Do children need to be told what to do in order to learn? Yes No

Why or why not (please explain)?

27.) When structuring play is it important that all children participate? Yes No

Why or why not?

27a.) What if they are not interested or don’t want to?

Now I am going to read you some statements and I will ask you how much you agree or

disagree.
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28.) Structuring children’s play is the best way to facilitate their learning and
prepare them for school.

1.) Strongly agree 2.) Agree  3.) Neutral 4.)Disagree  5.) Strongly Disagree

Please comment

29.) Structuring children’s play can limit their creativity and hinder their ability to make
choices for themselves.

1.) Strongly agree 2.) Agree  3.) Neutral 4.)Disagree  5.) Strongly Disagree

Please comment

30.) Children need to be given direction. If you allow them to choose what they
want to do they will usually play with the same materials repeatedly and this is not
good for their development.

1.) Strongly agree 2.) Agree  3.) Neutral 4.)Disagree  5.) Strongly Disagree

Please comment

31.) Should children be left alone to play in they way they choose without adult
involvement or should teachers engage themselves in the children’s play? Yes No

Why or why not?

32.) What does it mean to you to guide children’s play?
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33.) Is it important to guide children’s play to help them learn?  Yes No

Why or why not?

34.) Is there a difference between structuring and guiding children’s play? If yes, please
explain the difference. Can you give some examples to explain the difference.

35.) What is the best aspect of your program? Examples.

- 36.) What is the most important part of an early childhood educator’s job?

37.) Can you talk about one part of your day that occurred while I was there that was the
most meaningful to you?

Thank you for your time
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ECERS Total Scores and Interview Instructivist/Constructivist Total Scores

Educator | Total Total Total Total Total Total
Activity | Language | Language | ECERS | Instructivist | Constructivist
Score Score and Scores | Responses | Responses
Activity
Score
1 64 63 127 254 4 19
2 57 54 111 235 4 13
3 60 61 121 249 5 12
4 65 50 115 237 5 14
5 64 60 124 253 5 14
6 74 63 137 268 3 13
7 66 56 122 252 4 13
8 65 55 120 249 |3 12
9 65 54 119 247 6 7
10 66 56 122 252 6 13
11 43 49 92 210 9 15
12 46 60 106 228 5 10
13 57 62 119 250
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15
14 51 63 114 246
15 70 60 130 264

12
16 70 162 132 263
17 61 57 118 251

11
18 61 60 121 254
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TPOS Total Scores

Educator | Time Time Positive | Negative | Emotional
with without | teacher teacher climate of the
children | children | behaviour | behaviour | classroom

1 85 33 209 2 65

2 73 71 113 5 59

3 82 | 60} 161 2 66

4 62 99 190 1 59

5 71 103 108 0 68

6 72 113 127 0 66

7 56 104 94 3 56

8 85 46 132 2 61

9 54 86 81 1 66

10 62 61 113 0 67

11 59 105 101 5 38

12 67 56 150 - 4 70

13 75 28 173 0 68
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14 66 79 138 0 70
15 81 97 128 7 63
16 70 91 117 10 58
17 85 55 188 9 62
18 91 44 206 4 63
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