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GENERAL INTRODUCTION
The concept of kindergarten was first introduced in Germany in 1937
by Friedrick Froebel (Hewes, 1985; Woodhill, 1988). His concept of
kindergarten reflected two important curricular principles: 1) helping
children understand the world by playing with small geographic objects
with the guidance and encouragement of a teacher and 2) emphasizing a
curricular approach that was specifically designed for the age group
(Ransbury, 1982; Woodhill, 1988). These guiding curricular principles
have remained as important concepts in kindergarten education (Woodhill,
1988) although by 1860 they were elaborated upon and expanded by Patty
Smith Hill (1986) to include more flexible materials equipment and
events.
The evaluation of kindergarten continues and currently there are
seemingly opposing viewpoints concerning the primary function of
kindergarten. One of the most controversial issue centers around a
dichotomy regarding curriculum and the nature of the five-year-old
learner, i.e., a more developmentally appropriate child-initiated focus,
versus a more narrow academic teacher-directed focus. The role and
influence of kindergarten teachers, is the advocacy for the kindergarten
child as this controversy continues. Willard and Bredekamp (1990) define
a developmentally appropriate curriculum as one that emphasized
child-initiated as opposed to teacher dominated learning activities,
small group as opposed to total group activities, integrated learning
experiences as opposed to strict demarcations between subject areas and
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active learning and involvement with things, event sand people as opposed
to practice and drill. Supporting this viewpoint Slavenas (1989)
contends that developmental kindergarten programs have a play-based
orientation where incidental learning is an important outcome of
child-initiated activities whereas "academic" refers to direct teaching
of measurable skills that are teacher planned, teacher initiated and
teacher-directed activities. The orientation toward a more narrow
academic focus contradicts prevailing child development theory and
research that indicates such a purpose is inappropriate and
counterproductive for the learning of young children (National
Association for the Education of Young Children, 1986).
There is widespread agreement that the pressure associated with the
academically-oriented curriculum is a major contributor to failure and
frustration among kindergarten children (Belgrave, 1984; Seefeldt, 1985;
Spodek, 1981; Webber, 1986; Werner, 1984). Elkind (1981) argues that
children are feeling "hurried" to learn concepts and skills during their
early years lifespan when they are developing concrete realizations and
processing new information. According to Piaget (1970), the imposition
of formal instructions on children at too young an age intrudes on their
self-directed learning. This approach, he argues, interferes with the
process of reflective abstraction and thus it precludes the ability of
children to achieve an optimum level of cognitive development. Piaget
further stressed that children must be active in their learning process
and should have direct experiences from which to construct reality.
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El kind (1988) asserts that the current push for developmentally
appropriate curriculum in the schools can be seen in the context of an
ongoing larger struggle between two opposing paradigms regarding the
nature of human learning and how that learning is accessed. He
identifies these paradigms as the behaviorist paradigm, identified by B.
F. Skinner and the "New Paradigm" spearheaded by the work of Jean Piaget,
despite denials by many educators. Elkind (1988) argues, that the
paradigm dominating contemporary American education is behavioral. He
maintains that at the heart of the behaviorist paradigm is the assumption
that only measurable entities are of value psychologically and, by
extension, educationally.
A number of professional organizations for educators have expressed
support for developmentally appropriate early childhood curriculum. At
the forefront of the groups is the National Association for the Education
of Young Children (NAEYC), the country's largest early childhood
organization. Others advocating developmentally appropriate practices
are the National Association of Early Childhood Specialists in State
Departments of Education (1987), the International Reading Association
(1985), and the Southern Association of Children Under Six (1984).
According to NAEYC's 1986 position statement for four- and five-year-old
children, a major determinant of program quality is the degree to which
the program is based on principles and research of child development.
From the perspective of NAEYC, academically-focused teacher-directed
curriculum approaches are not appropriate as they foster a passive rather

4

than an active orientation to learning, as well as other less favorable
outcomes for young children.
Many early childhood education theorist researchers and advocates
express concerns regarding shifts in kindergarten curriculum from a
developmentally appropriate focus to a more academic skill-oriented
emphasis in the literature. There is general agreement that the
academically-oriented curriculum emphasizes a concern for continuity of
achievement over concerns for the child's unique developmental needs
(Seefeldt, 1985; Spodek, 1981; Webber, 1986; Werner, 1984). These issues
challenge early childhood teachers to use their knowledge of child growth
and development to create an appropriate balance between intellectual,
social-emotional and physical growth (Baugh, 1988). The quality of care
and education received by children is dependent upon the extent to which
child development knowledge is applied in program practice (Snider & Fu,
1990).
This study examined the relationship among educators, beliefs about
kindergarten practices and characteristics of educators and kindergarten
programs. The five objectives in this study were to;
1)

Investigate kindergarten teachers', first-grade teachers', and
principals' beliefs and practices concerning kindergarten.

2) Investigate the differences between kindergarten teachers'
actual and desired kindergarten teaching practices.
3) Investigate the relationship between the academic preparation
of kindergarten teachers and their actual and desired beliefs
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and practices.
4) Investigate the relationship between kindergarten teachers'
teaching experience and their actual and desired beliefs and
practices.
5) Investigate the differences between the beliefs and practices
of teachers in half-day every-day kindergarten programs and
teachers in full-day every day kindergarten programs.
Explanation of Dissertation Format
The research in this dissertation is presented in manuscript form.
This format has been approved by the Iowa State University Graduate
Faculty. Section one contains a review of research addressing
influential factors on kindergarten classroom practices. Addressed
within this review are educators' preparation and experience, educators'
views and philosophies of early childhood education, program differences
and effective classroom environments.
Section two includes an article prepared for publication. The
article contains a review of literature addressing educators' beliefs
about kindergarten practices, a description of the study procedures, the
results of the study, a discussion of the findings, and summary and
implications of the findings for future research. Tables relevant to the
article are presented in Appendix A.

Additional appendices include

examples of instruments and correspondence used in this study and a
coding map of the data.
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SECTION I. KINDERGARTEN PRACTICES AND ISSUES

7

INTRODUCTION
Early childhood theorists and researchers recognize young children's
learning as qualitatively and quantitatively different from that of older
school-age children (Elkind, 1986; Erickson, 1950; Kamii & DeVries, 1978;
Montessori, 1964; Piaget, 1970). They assert that young children should
be active learners with opportunities for actual personal experiences
with events, things and people, from which they can construct their own
understanding of reality. These theoretical premises are advanced by the
National Education Association for the Education of Young Children
(NAEYC). NAEYC maintains that the quality of education for children,
birth to eight years is the extent to which the curriculum and
instructional methods are developmental!y appropriate for this age group,
i.e., age appropriate and individually appropriate. NAEYCs position
statement for early childhood programs serving children from birth
through age eight (1986) outlines guidelines for developmental!y
appropriate practice. A number of principles of program quality
guidelines include:
1)

stimulate learning in all developmental areas: physical,
social, emotional and cognitive, through an integrated
approach.

2)

responding to individual differences in ability, interests,
development and learning styles through the use of age
appropriate and individually appropriate activities.

3)

offering children choices of many activities, materials and
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equipment, and time to explore through active involvement and
interaction with adults and children.
4)

providing children with concrete and real experiences that are
relevant to their own life experiences.

The NAEYC statement on developmental 1 y appropriate practice is
reinforced by statements by the National Association of Elementary School
Principals and the National Association of the State Board of Education.
Other professional organizations stating their position regarding
appropriate early childhood education include: the Association for
Childhood Education International (Moyer, Egerston, & Isenberg, 1987),
the International Reading Association (1986), and the Southern
Association of Children Under Six (1984). All of these organizations
propose greater curriculum emphasis on learning strategies which
emphasize the acquisition of higher order thinking skills in contrast to
drill and practice, and rote memorization.
Researchers suggest that the classroom experiences provided by
teachers are greatly influenced by the philosophies they possess and the
teaching strategies they implement (Durkin, 1988; Freeman & Hatch, 1989;
Hatch & Freeman, 1988; Kagan & Smith, 1988; Spodek, 1988; Wing, 1989).
Teacher education and experience are reported related to program quality
and teacher effectiveness (Adams, 1967; Berk, 1985; Driscoll & Shirley,
1985; Snider & Fu, 1990). Further, autonomy-oriented versus highly
structured classroom environment have been investigatged and found to
influence child outcomes (Deci, Schwartz, Sheinman & Ryan, 1981; Durkin,
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1987; Fry and Addington, 1970; Hudston-Stein, Fredrick-Cofer & Sussman,
1977; Weikart & Schweinhart, 1986; Weisberg, 1987). In addition,
researchers found that kindergarten program schedules (half-day every day
versus vull day every day programs) do influence the types of learning
experience teachers provide (Anderson, 1983; Alper & Wright, 1979; Banks,
1990; Finkelstein, 1988; Herwig, 1986; Winter & Kline, 1970).
It has been found that the expectations teachers have for child
outcomes are influenced by such groups as parents, school administrators.
State Departments of Education and textbook publishers (Burke, 1981;
Brophy, 1982; Duffy & Mclntyre, 1982; Hatch & Freeman, 1988). Elkind
(1988) argues that educators need to provide experiences that will allow
children to emerge from kindergarten with a robust sense of industry and
competence and an eagerness and enthusiasm for further schooling. It is
argued that these qualities can only be enhanced if teacher expectations
are based on sound knowledge of child development theory and research and
developmental!y appropriate program practices (Charlesworth, 1985;
Elkind, 1985; Kamii & DeVries, 1978; NAEYC, 1986; Hatch & Freeman, 1988;
Spodek, 1981; Webster, 1979).
This review of literature will address the following questions:
1)

Are there differences between the beliefs and practices of
kindergarten teachers, first-grade teachers and principals
concerning kindergarten.

2)

Are there differences between kindergarten teachers' actual and
desired classroom practices.
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Are there differences betwen the educational preparation of
kindergarten teachers and their kindergarten beliefs and
practices.
Are there relationships between kindergarten teachers' teaching
experiences and classroom beleifs and practices.
Are there differences between the beliefs of teachers in halfday every day and full day every day kindergarten programs.
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LITERATURE REVIEW
Teacher Preparation and Experience
Seefeldt (1988) suggests that any attempt to provide the best in
education logically focuses on teachers due to their central role in the
classroom. The effectiveness of this role may be influenced, however, by
teachers' education and experience. For example, the specific type of
teaching certification teachers receive reportedly does influence their
teaching effectiveness at different age/grade levels (Arnett, 1987; Berk,
1985; Gowen, 1987; Howes, 1983, Snider & Fu, 1990). This reinforces the
viewpoints of educators in early childhood education who have pointed out
that teaching children under the age of eight requires different skills
and understanding than those required for teaching older children
(Elkind, 1986; Kamii & DeVries, 1978; Katz, 1985). The role of teacher
education programs is, therefore, most significant.
Requirements for early childhood education teacher certification
varies widely across the country. Katz (1985) identifies three
approaches for gaining certification as kindergarten teachers: 1)
teachers may be certified in early childhood education, 2) they may
receive a kindergarten endorsement with an elementary grade teaching
certificate, and 3) they may receive an elementary grade teaching
certificate. Seefeldt (1988) laments that many university programs call
themselves earTy childhood programs when they actually begin with the
five-year-old child for grades K-6 or K-8 rather than birth through eight
years. She points out that these teacher preparation programs require as
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few as two early childhood courses and the completion of a student
teaching experience in kindergarten. Bouverate (1983) maintains that
many states do not certify early childhood educators separately from
elementary education, or they may narrowly define early childhood and,
consequently, they do not meet the professional standards for early
childhood education teacher preparation. The National Council for the
Accreditation of Teacher Education (NCATE) identifies early childhood
teacher education programs as separate from elementary programs.
Few researchers have examined the relationships between types of
teacher certification, e.g., early childhood/kindergarten, elementary,
and secondary, and the influences of such preparation on classroom
teaching at different ages and grade levels. Most research in this area
has centered on the educational preparation of child-care teachers.
Results from studies with child-care teachers (Arnett, 1987; Gowen, 1987;
Howes, 1983; Prescott, Jones & Kritchevsky, 1967; Ruopp, Travers & Glantz
& Coelen, 1979) indicate that course-work, specifically in child
development, is related to more effective teacher-child interactions and
to better outcomes for young children. For example, child-care teachers
engage in more social interaction with children and less frequent use of
authoritarian management techniques (Prescott et al., 1967; Ruopp et al.,
1979), higher levels of verbal stimulation (Gowen, 1987; Hart & Risley,
1975) and higher levels of positive stimulation and responsivity with
children (Howes, 1983; Phyfe-Perkins, 1981; Stallings, 1975).
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Berk (1985) investigated the relationship between teacher
certification and classroom teaching, teachers' child-oriented attitudes,
their job satisfaction, and their behavior towards children. Subjects
were 37 center-based caregivers for three- to five-year-old children.
All of the teachers were Caucasian and most of the children were from
middle socio-economic families. She used an observational format
(Prescott et al., 1957) detailing narrative descriptions of caregivers'
behaviors, and the Minnesota Teacher Attitude Inventory (Cook, Leeds &
Call is, 1951) addressing child-oriented attitudes. The latter instrument
addressed teachers' attitudes towards children, their views towards
punishment, and their general attitudes concerning teacher-child rela
tionships. Teachers also responded to measures of job satisfaction and
provided information concerning educational background and child-related
experiences.
Surprisingly, contrasts between the classroom behaviors of
college-educated caregivers with and without child-related majors showed
no significant differences. The relationship of teacher certification to
behavioral and attitudinal variables was also reported. The following
certifications were compared: caregivers with early childhood
certification (N = 5), elementary or secondary certification (N = 14),
and no certification (N = 8). There were no significant differences
among the three groups on classroom behavior as measured by the Prescott
et al. (1967) behavioral system. Significant findings were reported,
however, on attitudinal variables as measured by the Minnesota Teacher
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Attitude Inventory. Early childhood certified teachers scored
significantly higher {£<.05) on the attitudinal scale while teachers with
elementary or secondary certification were not significantly different
from each other (fi<.05).
Significant findings based on type of teacher certification were
also reported by Snider and Fu (1990). These researchers examined the
relationship between teachers' knowledge of developmentally appropriate
practice and their educational preparation, supervised practical
experience, content of the child development or early childhood education
courses completed, and years of teaching experience. Seventy-three early
childhood teachers of three-, four-, and five-year-old children
participated in the study. Information was collected from two different
settings during a continuing education seminar for early childhood
teachers and in 12 child-care centers. Knowledge of developmentally
appropriate practice was assessed using a measure developed for the study
that identified teachers responses to 12 vignettes.
Results indicate that the greatest effects on early childhood
teachers' knowledge of developmentally appropriate practice were college
degrees, the number of content areas included in child development/early
childhood education courses completed and their opportunities for
supervised practical experience. Teachers with degrees in child
development/early childhood education scored significantly higher (g<.05)
on measures of developmentally appropriate practice than those with other
academic qualifications, i.e., child development associate credential and
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elementary education degree.
Formal education, combined with supervised practical experience, was
found to be more effective than only formal education in helping teachers
acquire knowledge regarding developmentally appropriate practice (e<.05).
Teachers' knowledge of specific content areas also was found to be
significantly related (ê<.05) to scores gained on measures of
developmentally appropriate practice. The content areas identified were
planning, implementing and evaluating developmentally appropriate
activities; creating, evaluating and selecting materials; observing and
recording behavior; and creating learning environments. Another finding
indicated that there was not significant relationship between amount of
experience in child care and teachers' knowledge of developmentally
appropriate practice. The researchers state that experience without an
early childhood knowledge base did not provide teachers with a framework
for understanding what constitutes developmentally appropriate practice.
Additional studies concerning teaching experience have been reported
by Driscoll and Shirley (1985), and Adams (1982). A study by Adams
(1982) supports a phase conceptualization theory (Fuller, 1969) of
progression from a beginning phase of self-concern for teaching tasks and
finally a focus on pupils' growth and development. He addressed changes
in the perception and behavior of 20 elementary teachers and 20 secondary
teachers across time. The comprehensive assessment of teachers- included
teacher self-report, direct classroom observation, student ratings, and
peer and supervisors ratings. Perceived problems, concerns and classroom
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behaviors of teachers during student teaching, near the end of the first
year, third year, and fifth year of teaching were investigated. Results
suggest that teachers' self-concern decreased across experience levels,
while instructional task concerns tended to increase. All teachers rated
instructional impact concerns as the highest concern. Adams suggests
that this may be due to the nature of the questions, i.e., teachers were
asked whether they were concerned about students' academic success and
well being. Further, the teachers may have felt constrained to give such
a response to avoid being perceived as "unteacher-1ike."
A few differences and also some similarities with different levels
of teaching experience was also reported by Driscoll and Shirley (1985).
Questionnaire responses were collected from 20 preservice elementary
teachers, 20 beginning teachers (M = 1.2 years teaching experience and a
bachelors degree), and 20 experienced teachers (M = 10.5 years of
teaching). All experienced teachers had a bachelors degree and 60
percent had graduate hours in education. Subjects responded to three
separate mailed questionnaires, the Teacher Concern Checklist (Fuller,
1969), the Job Satisfaciton Rating Scale (Dunnette, 1979), and the
Communication Rating Component from the School Structure and Climate
Survey (Miskel, Bloom & McDonald, 1983). Results will only be reported
on beginning and experienced teachers.

Beginning teachers rated pay,

promotion, and supervision as sources of highest satisfaction, whereas
working conditions and co-workers were sources of least satisfaction.
The greatest concerns for these teachers were meeting the needs of
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individual students and guiding students towards intellectual and
emotional growth. Low levels of concerns for beginning teachers were the
routine and inflexibility of the teaching situation, amount of respect by
professional persons, and having too many noninstructional duties. They
rated their communication with principals on all topics as ranging from
once or twice a month to once or twice a semester. These teachers also
reported a low incidence of cooperation with other faculty members (none
to twice a month). Beginning teachers reported spending an average of
35.7 hours per week at school, with 28.1 hours or 77 percent of their
time spent in isolation from other teachers.
Experienced teachers gave similar responses. Pay, promotion, and
supervision, were identified as high sources of satisfaction. They, too,
expressed concern for meeting the needs of individual students. A unique
concern they identified was challenging unmotivated students and the
routine. Inflexibility of the teaching situation was the only area of
low concern. Additionally, experienced teachers expressed less concern
for doing well when a supervisor was present.
Experienced teachers reported the same frequency of communication
with principals (once or twice a month to once or twice a semester).
Concerning activities with other faculty, experienced teachers reported a
higher incidence than beginning teachers (3.7 versus 1.7 times per
month). Of the 39.3 hours experienced teachers reported working each
week, they spent 21.6 hours in isolation from other teachers.
Experienced teachers, therefore, worked alone only 55 percent of their
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work week as compared to beginning teachers who reported spending 77
percent of their time alone.
In summary, this section has reviewed studies concerning teacher
preparation and experience. In general, an academic degree in a childrelated area was found to be an important component of quality
experiences (Gowen, 1983; Howes, 1983; Phyfe-Perkins, 1981). Both child
development training and supervised practical experience are also
critical to early childhood teachers knowledge of developmentally
appropriate practice (Snider & Fu, 1990).
The experiences of teachers as they progress along the professional
continuum from preservice to experienced teachers indicate that teachers
self-concern decreased while instructional task concerns tended to
increase, whereas academic concern was highest of all concerns and did
not change across experience levels (Adams, 1982; Driscoll & Shirley,
1985). Both groups of teachers reported low incidences of communication
with principals, while beginning teachers experienced more isolating
experiences within their working environment, and experienced teachers
were less concerned about doing well in the presence of a supervisor
(Driscoll & Shirley, 1985). One should be cautious in interpreting these
findings as most of the studies used small sample sizes, i.e.. Berk
(1985) compared groups of 5, 14 and 8 teachers while Driscoll and Shirley
(1985) made comparisons based on groups of 20 teachers. An additional
concern is the lack of specificity on the grade-level status. Teachers
are classified as elementary teachers with no mention of the grades they
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teach. Such information should not be ignored as upper elementary grade
teachers (e.g., grades 3 and 4) reportedly use more structured formal
approaches to teaching (Goffin, 1988; Spodek, 1988).
Expectations for Early Childhood Education
Viewpoints regarding the philosophical direction kindergarten should
take may have roots in an individual teacher's educational perspectives
regarding how children learn. Spodek (1988) argues that in order to
understand the nature of teaching one must understand the observed
behavior of teachers, know their thought processes regarding teaching,
and be aware of the implicit theoretical systems that drive their
thinking. According to Kaplan-Sanoff (1980), teachers who can identify
their own theoretical assumptions and classroom strategies related to
child learning have distinct advantages over those teachers who
continually flounder among diverse and often conflicting educational
approaches. According to Fromberg (1989), there are fundamental
disagreements among educators about early childhood programs. Such
differences of opinion, she suggests, are clearly seen through analysis
of current curriculum policy regarding kindergarten.
Goffin (1988) argues that a major cultural difference exists between
early childhood educators and elementary teachers in both philosophical
and actual teaching strategies. She asserts that early childhood
teachers have a strong child development theoretical framework which
serves as a basis for creating effective child-centered programs
involving active involvement through autonomy-oriented experiences while
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elementary teachers are more involved in presenting concepts, monitoring
planned activities, assigning independent set work and assessing
progress.
In addition to differences in academic preparation, there are
reported differences between the view and philosophies of educators and
between educators beliefs and classroom practice. Nail (1982) suggests
there is a lack of understanding, cooperation and common goals concerning
early childhood education among educators while Washington (1988) asserts
there is a tremendous gap between what is known and what is practiced.
Studies have investigated expressed theoretical orientation and actual
teaching practices using quantitative and qualitative research
methodologies (Durkin, 1988; Freeman & Hatch, 1989; Hatch & Freeman,
1988; Kagan & Smith, 1988; Wing, 1989).
Views and philosophies of early childhood educators
Spodek (1988) investigated the theoretical orientation of teachers
serving different ages of children using an interview and observation
procedure. The subjects were preschool teachers (N = 4), kindergarten
teachers (N = 2) and first-grade teachers (N = 3) with teaching
experience and at least a bachelors degree in early childhood education
or elementary education. Each teacher was observed on four occasions.
Following the observations teachers were interviewed about the program
its organization, and its schedule of the program. Results suggest that
there were equal numbers of implicit theories, i.e., what is thought to
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be right and what is thought to be true underlying the teachers'
decisions. Preschool teachers generated a greater variety of implicit
theories about educational decisions than either the kindergarten or
first grade teachers. There was an absence of theories related to play
and developmental characteristics of children for primary teachers
(N = 3) and an absence of evaluative theories regarding classroom
decisions for preschool teachers (N = 4). In addition, first-grade
teachers emphasized concerns for children's learning whereas kindergarten
teachers focused on goals for children's behavior and the preschool
teachers focused on educational play. Spodek (1988) observes that the
stated theories of all teachers were "often opportunistic and seemed to
be in a form of practical rather than technical knowledge of child
development and learning theory" (p. 26). Differences between teachers
with different types of teaching certification were also identified by
Berk (1985). She reported differences between certified early childhood
teacher and elementary teachers on attitudinal variables.
Hatch and Freeman (1988) conducted a qualitative study of the
philosophies of kindergarten teachers, principals and supervisors in 12
Ohio school districts. All of the kindergartens were required to follow
a state-mandated curriculum with a skill-based set of objectives.
Tape-recorded interviews with these educators were translated into formal
research protocol from which analytic generalizations were made. Results
suggest that the kindergartens were academically focused and
skill-oriented; teacher planning emphasized highly structured classroom
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activities and the mode of instruction was teacher-directed and
skill-based as opposed to child-initiated. Further, the authors suspect
teachers who implement the kindergarten programs may not believe that
these programs serve young children best; 66.7% of the kindergarten
teachers and 58.3% of the principals had compliant attitudes toward
implementing Pupil Performance Objectives (state-mandated objectives)
without adapting them to suit the student. More than half of the
teachers (55.6%) held maturational or interactionist philosophies
although they were teaching or supervising programs that were
behavioristic in orientation. The authors argue that such contradictions
seem to suggest that many individuals experience a difference in the
reality of what they do daily and what they believe young children need
to experience in schools. This struggle, termed a philosophy-reality
conflict, was expressed by a higher percentage of teachers (56.7%) than
principals or supervisors (50%).
Differences also were reported for behaviorist, maturationist and
interactionist beliefs of educators concerning early childhood.
Supervisors expressed 50 percent behaviorist, 16 percent maturationist,
and 33 percent interactionist beliefs; principals expressed 50 percent
behaviorist, 25 percent maturationist, and 25 percent interactionist
beliefs; and teachers reported 41.7 percent behaviorist, 25 percent
maturationist and 33.3 percent interactionist beliefs. Although
educators in each group differed in their philosophical orientation, a
larger percentage of educators in each group held behaviorist
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philosophies.
Both teachers' beliefs and their classroom practices was
investigated by Durkin (1987). She reported both congruence and
differences between educators' beliefs and their classroom practice when
she studied classroom reading instruction using an interview and
observational procedures. Subjects were 29 teachers and 24 principals
from 42 kindergarten programs. The sample represented urban, suburban
and rural areas with class sizes varying from 14 to 28 children.
Findings indicate that principals' knowledge of developmental and
standardized tests administered to kindergartners was more extensive and
detailed than was their knowledge of kindergarten programs, while the
kindergarten teachers' use of such tests seem very limiting and
academically focused. Fourteen of the 29 teachers administered academic
tests that dealt with recognition of colors, shapes, numbers, letters,
and counting ability. Curiously, only four of these 14 teachers used the
results for instructional purposes, and the remaining 10 teachers
indicated they were for reporting students' progress or lack of progress
during parent conferences.
Teachers emphasized a phonetic approach to reading instructions;
i.e., 79.1 percent of the reading session time was spent on phonetic
activities. Analysis of the interviews confirmed the observational
findings; i.e., commercial reading material emphasizing phonics was the
predominant mode of instruction reported by the teachers. Another
important finding indicated that commercially-prepared material directed
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phonetic instructions. No teacher expressed a preference for more
variation in the way children were introduced to reading (in order to
accommodate for individual differences in abilities and interests). This
practice conflicts with their support of Gessel-like developmental tests
as a means of identifying differences among kindergarten children
entering school. Durkin (1987) argues that the use of such tests and the
reliance on workbook-oriented instruction, presented to an entire class
seem to be a major philosophical contradiction. This finding is similar
to the philosophy-reality conflict reported by Hatch & Freeman (1988).
Further, interview results identified the influence of first-grade
teachers on the classroom reading experiences for kindergartners; i.e.,
they were expected to start the first pre-primer when they began first
grade.
Congruence between teachers' philosophies and practice have been
reported by Freeman and Hatch (1989), Kagan and Smith (1988), and Wing
(1989). Kagan and Smith (1988) found consistency between teachers
beliefs and practice when they examined the relationship between the
cognitive styles of kindergarten teachers and their focus on childcentered or a teacher-structured approach to instruction. The 51
kindergarten teachers in the sample were employed by one of three urban
public school districts. The Teacher Belief Rating Scale (Verma &
Peters, 1975) was used to evaluate the attitudes of teachers towards
classroom structure, and naturalistic observations were completed to
identify the degree of teacher control visible in the classroom. Results
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indicated that the teachers had quite accurate perceptions of their
classroom behavior (gx.Ol) with teachers identified as child-centered
using less teacher structure and more child focus. Significant correla
tions (ë<.Q5) were found between child-centered beliefs and the use of
relatively little criticism directed toward children. Significant
correlations (ê<.05) were also found between teachers' child-centered
beliefs and their tendency to communicate with individual children or
small groups rather than the entire class.
Wing (1989) also investigated teachers' beliefs in relationship to
their actual classroom behavior. She interviewed two day care directors
and 20 four- to five-year-old children concerning their orientation
toward reading and writing instruction, and observed the directors'
teaching methods and reviewed their literary materials. The philosophies
and practice of these directors were found to be consistent. Further,
the preschoolers' understanding of reading and writing reflected the
instructional beliefs and decisions of the preschool administration.
Results of consistency between directors' philosphy warrants caution, due
to such a small sample size.
Congruence between teachers' beliefs and practices were, however,
also reported by Freeman and Hatch (1989) with a much larger sample size.
Seventy-six districts were selected through a stratified random sample of
331 Ohio public school districts. Superintendents from 80.3 percent of
the school districts submitted a copy of the district's kindergarten
report card. A content analysis of the report card was completed to
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determine: 1) what the children were expected to know and to be able to
do; i.e., what were the expectations for the students and 2) what
philosophies of early childhood education or theoretical orientation were
evident; i.e., did the report card reflect maturationist behaviorist or
interactionist perspectives.
Findings reported in the form of analytic generalizations suggest 1)
kindergartners are expected to master specific skills especially in the
area of work habits, reading readiness and math readiness and 2) the
emphasis is toward an academic kindergarten most heavily influenced by a
behaviorist perspective in Ohio public schools. The researchers found
that the Ohio Department of Education requires competency testing for
reading, math and written composition at periodic intervals from grades
one to twelve, therefore, this practice might account for the behaviorist
orientation of the programs. Freeman and Hatch note that the behaviorist
emphasis seems to devalue the influence of teachers who emphasize the
more developmental and less judgmental approach to learning of teachers
with maturationist and interactionist philosophies.
While teachers are expected to have formulated a personal
philosophical orientation to teaching, the type of learning experiences
they provide for children may be influenced by the actions of other
individuals in the educational system. Some researchers have described
teachers as active decision-makers and problem-solvers (Yinger, 1980;
Shavelson & Sterm, 1981). Others suggest that teachers are technicians
because the real decisions for what is to be learned and when it should
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be learned are left to textbook publishers or program designers (Buike,
1981; Brophy, 1982; Duffy & Mclntyre, 1982; Hatch & Freeman, 1988).
Other sources of influence include school administrators, school policies
and the community, especially parents (Barr, 1980).
According to Hatch and Freeman (1988) many teachers experience
conflict between their own beliefs and what they are expected to do in
practice. Lawler and Vance (1987) argue that supervisors, principals and
other policy makers often intervene in instructional decision-making
practices, thereby influencing kindergarten teachers to teach in ways
which neither support their personal philosophies nor coincide with
theories they know to be sound and valid. Johnson and Nussbaum (1984)
maintain that authoritarian administrative systems are usually generated
from the top down, with the structure being rigidly imposed by
administrators rather than from other components of the school system
i.e., teachers and parents.
External infliisncss on teaching practices
Influences on the classroom behaviors of teachers have been
addressed by a number of researchers (Charlesworth, Hart, Burts &
Hernandez, 1989; Hatch & Freeman, 1988; Schwell et al., 1979; Shepherd &
Smith, 1985). The amount of control teachers have over their classroom
curriculum was investigated by Charlesworth et al. (1989) and Hatch and
Freeman (1988), while modification of the curriculum based on specific
external pressures has been examined by Durkin (1987), Schwell et al.
(1979), and Shepherd and Smith (1985).
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Charlesworth et al. (1989) investigated the amount of control
teachers perceived having over their classroom curriculum.
Questionnaires were returned from 113 elementary school teachers
concerning their beliefs and practices. Findings indicate that only 28
percent of the teachers viewed themselves as having control over their
classroom curriculum. Similar findings of external control were reported
by Hatch and Freeman (1988). These researchers investigated the
perspectives of public school kindergarten teachers, principals and
supervisors concerning kindergarten philosophies and practice. Over 50
percent of those interviewed felt that it was the teachers'
responsibility to directly implement the pupil performance objectives
outlined by school district administrators. A majority of the principals
and supervisors (58.3%) indicated that the kindergarten teachers' job was
to directly implement the pupil performance objectives. Some saw these
objectives as a guide for teachers' decision making (25%) or as a minimum
requirement (16.7%). All of the principals, however, expected classroom
implementation. Likewise, teachers' responses also reflected a strong
emphasis on compliance. A majority of the teachers (66.7%) felt that the
objectives should be directly implemented. Twenty-five percent of the
teachers complied with the district's requirement and, also, added and
subtracted from the course of study at their own discretion and 8.3
percent reported implementing their own programs and incidentally meeting
school district requirements.
This lack of teacher autonomy is also reported by Schwell et al.
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(1979) who examined fourth grade teachers' decisions about curriculum
content based on factors such as public access to standardized test
scores-

Sixty-six teachers were asked to rate vignettes on a Likert

scale that focused on the sources of pressure surrounding the issue of
adding to the classroom curriculum. Pressure was suggested to be coming
from six sources i.e., adoption of curriculum objectives by the school
district; administration of standardized tests and public knowledge of
the results; use of a new textbook; pressure from the school principal;
pressure from teachers and pressure from parents. Findings indicated
that teachers were willing to add topics to their curriculum based on any
of the six sources of pressure. Officially sanctioned district-wide
objectives, however, presented the most pressure. The authors suggest
that caution should be used in interpreting these results since teachers
did not have to face the consequences of their choices in these
hypothetical vignettes.
An accountability culture, first identified by Shepherd and Smith
(1985), is reportedly a related source of influence on teachers.
Shepherd and Smith (1985) assert that teachers at all grade levels hold
the teacher at the previous level accountable for the success of the
group of children entering their classes, i.e., "every child must measure
up to the fixed and higher standard or be judged inadequate" (p. 136).
They interviewed 40 kindergarten teachers concerning escalating academic
demands and found that the teachers felt pressured to raise academic
expectations for the students in their classrooms. Further, these
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kindergarten teachers reported that they had established kindergarten
goals in excess of district guidelines as a result of these pressures.
One source of pressure identified was the greater and increasing demands
of first-grade teachers concerning children's performance. According to
Shepherd and Smith (1985), first-grade teachers defend their demands by
citing the pressure they face to produce student outcomes by the end of
first grade. Another source of pressure reported by the kindergarten
teachers was the demands imposed by parents for the successful
advancement of their children's reading accomplishments (Shepherd &
Smith, 1985). Apparently reading is commonly viewed by parents as a
clear, quantifiable measure of young children's progress.
Similar findings were reported by Durkin (1987). She investigated
the reading program of 42 Illinois kindergarten programs through
classroom observations and interviews with 29 kindergarten teachers and
24 principals. Interview results confirmed the influence of first-grade
teachers on the kindergarten reading curriculum. First-grade teachers
expected the kindergartners to have the ability and skills to begin the
first pre-primer reader on their arrival to first grade. It is
interesting to note, however, that these expectations were not
communicated formally from the first-grade teachers to the kindergarten
teachers. The interview responses of the kindergarten teachers indicated
that they assumed that such an expectation existed or they had such
information communicated to them only informally by the first-grade
teachers, i.e., talking in the hallways.
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Additional influences reportedly came from other sources according
to teachers and principals. For example, the reading readiness component
of the student report card was dominated by phonetic skill requirements
which teachers and principals justified on the basis of the expectations
of both the Illinois Board of Education and parents. The principals
claimed that parents were interested in a more academic focus for the
kindergarten program. Such findings reassert the complex structure of
the educational system and reemphasize the levels of influence that may
affect the decision-making process of teachers as well as principals.
The notion of an accountability culture also has been investigated
by Haines, Fowler, Schwartz, Kottwitz, and Rosenketter (1989). Their
findings do not support the results of Shepherd and Smith (1985) or
Durkin (1987). Haines et al. (1989) compared the expectations of
preschool and kindergarten teachers about school readiness. Twenty-two
kindergarten teachers and 20 preschool teachers completed surveys
concerning their expectations of the social interaction, self-care,
independent work, conduct and academic skills of five-year-olds.
Preschool teachers indicated a greater expectation for preschoolers at
the end of preschool (51% of the items) than did the kindergarten
teachers (4% of the items). This unexpected finding of higher
expectations by preschool teachers contradicts the notion that later
teachers have higher expectations for children's performance, and, thus,
is a source of pressure for teachers as suggested by the findings of
Shepherd and Smith (1985) and Durkin (1987). However, while preschool

32

teachers considered more of these items important than did the
kindergarten teachers, they did not rank developmental!y inappropriate
items as important.
Another important finding is that teachers' ranking of nine
curricular categories suggest that preschool teachers emphasized social
interaction and communication, whereas kindergarten teachers emphasized
conduct and instruction-following as most important categories.
In summary, differences reportedly do exist between the philosophies
and practice of early childhood educators. Spodek (1988) found
differences between kindergarten and first-grade teachers concerning
early childhood theories, and Berk (1985) found differences between early
childhood certified teachers and elementary certified teachers concerning
teacher-child relationships. Differences also were found between
teachers and other educators, i.e., supervisors and principals (Hatch &
Freeman, 1988).
Findings also suggest that the assumptions and beliefs of educators
are not always reflective of their classroom behaviors and expectations
for child outcomes (Hatch & Freeman, 1989; Durkin, 1987), although some
researchers report a consensus between the beliefs and classroom practice
of teachers (Freeman & Hatch, 1988; Kagan & Smith, 1988; Wing, 1988).
Other researchers have suggested that influences on educators beliefs and
practices may be related to the experience of being part of a larger
educational system such as administrative decisions and expectations
(Charlesworth et al., 1989; Durkin, 1987; Hatch & Freeman, 1988),
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authoritarian decision-making (Johnson & Nussbaum, 1984), and an
accountability culture of teachers and parents (Durkin, 1987; Schwell et
al., 1979; Shepherd & Smith, 1985),
More research is needed that focuses on individuals who are part of
the schools' administrative structure, i.e., superintendents, principals,
and parents. Further studies need to investigate other factors within
the teaching environment which may influence and define the teachers'
role. Caution is suggested in interpreting the findings reported above
as much of the data is correlational and descriptive rather than
experimental in nature.

In addition, small sample sizes in a number of

studies (Durkin, 1987; Haines et al., 1989; Kagan & Smith, 1988; Spodek,
1988; Wing, 1989) restrict the generalizability of findings.
Kindergarten Schedules and Program Differences
The merits of full-day and half-day kindergarten schedules have been
a point of debate concerning parents and school personnel for some time.
This issue is historically noteworthy since kindergarten began as
full-day everyday (FDED) programs and continued with this schedule until
World War II when a shortage of teachers and building space, and
increasing numbers of children resulted in a program reduction to
half-day everyday (HDED) kindergarten programs (Grotberg, 1977; Oelerich,
1984). Full-day programs were again evident during the late 1960s with
13.8 percent of American children nationally enrolled in FDED
kindergarten programs during the 1969-70 school year.
A more recent national study (Jalongo, 1986) indicates that 67

34

percent of the kindergarten programs were HDED and 22 percent were FDED,
while another study (Education Research Service, 1986) of principals and
elementary teachers nationwide reported that 49.1 percent of their
programs were HDED and 22 percent were FDED. Further, this study showed
that rural school districts were more likely to have some type of
full-day scheduling (49.3%) than other school districts. Herwig (1985)
also found more FDED kindergarten programs in rural districts.
Comparison of the academic achievement of students from HDED versus
FDED kindergarten programs have overwhelmingly favored FDED programs
(Adcock, Hess & Mitchell, 1980; Gullo, Bersani, Clements & Bayless, 1986;
Humphrey, 1983; Jarvis & Molnar, 1985; Nieman & Gastright, 1981; Puleo,
1985; Stinard, 1982; Terens, 1984). Stinard (1982), who reviewed eight
research studies comparing HDED and FDED programs, concludes that
children who took part in FDED programs demonstrated stronger academic
advantage as much as one year after the kindergarten experience.

Naron

(1981) explains, "The new function of kindergarten requires more instruc
tional time and better instructional tools than existed in traditional
half-day kindergarten settings." Adcock, Hess and Mitchell (1980)
further elaborate that the full-day school day is beneficial since
kindergarten children are provided additional time for mastering skills.
Although there appears to be strong evidence for the academic
benefit of FDED over HDED kindergarten programs, a number of researchers
have found no differences in the academic achievement of FDED and HDED
kindergarten (Hatcher et al., 1979; Jarvis & Schulman, 1987; Johnson,
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1974; Evan & Marken, 1983; McClinton & Topping, 1981; Monigiardo, 1988).
Hatcher, Schmidt and Cook (1979) found no achievement difference at the
end of kindergarten while Johnson (1984) and McClinton and Topping (1981)
found no difference at the end of first grade between children who had
experienced either FDED or HDED programs.
Caution needs to be exercised in interpreting these studies since
they are primarily concerned with academic outcomes as measured by
standardized achievement tests. Heibert (1988) and Katz (1988) argue
that obsession with test scores denies many other important issues. Such
a viewpoint echoes that of Puleo (1985) who (by systematically varying
class size in a Chicago public school study) found a positive correlation
between pupil-teacher ratio and achievement differences on the Iowa Test
of Basic Skills. Although FDED kindergarten groups outperformed HDED
groups with the same class size, the highest performing subjects were
from the HDED program group with the smallest class size of 15 students.
Such a finding supports the viewpoint of Hatcher and Schmidt (1980) who
argue that factors other than the length of time spent in kindergarten
are equally important when comparing full-day to half-day programs.
A number of researchers have addressed the issue of kindergarten
programming based on the use of instructional time (Anderson, 1983; Alper
& Wright, 1979; Chicago Public School, 1987; Finkelstein, 1988; Winter &
Kline, 1970; Wisconsin State Department of Public Instruction, 1980).
According to Jalongo (1986) a full-day kindergarten program is neither a
longer version of a half-day program nor is it a watered-down version of
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the primary curriculum. Rather, he asserts that program components such
as free play or rest periods should be viewed as ways of meeting the
young child's developmental needs, rather than being viewed as
unimportant and wasting of time. Naron (1981) points out that the use of
time is more important than the length of time since allocated time
merely sets the stage for what might be accomplished. Generally,
half-day kindergarten programs meet two and one-half hours each school
day while full-day programs meet for six hours (Humphrey, 1980; Johnson,
1974).
A number of researchers have studied the kindergarten curriculum and
the length of the school day (Anderson, 1983; Alper & Wright, 1979;
Banks, 1990; Chicago Public Schools, 1987; Finkelstein, 1988; Winter &
Kline, 1970; Wisconsin State Department of Public Instruction, 1980).
The Chicago Public School study (1987) used interviews and classroom
observations in their investigation of 23 full-day kindergarten programs.
Classroom observations and teacher interviews suggest that
teacher-directed activities represented 51 percent of the school day
while 35 percent was spent on independent activities and four percent
involved free choice. Forty-eight percent of the total time was spent on
workbooks and worksheets. Free choice was not a planned activity in
two-thirds of these programs. Such opportunities existed only after
assigned work was completed or during fluctuating periods of time after
the lunch session.
In a study by the Wisconsin State Department of Public Instruction
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(1980), a distinction was made between structured time (basic skill
acquisition) and unstructured time (emphasis on social and emotional
development) in comparing FDED, HDED and alternate day programs. Using
mailed questionnaires, 150 kindergarten teachers from HDED and FDED
kindergarten programs reported on the number of minutes spent per session
in each of 14 activity categories of activities. The HDED program had
80.5 percent of unstructured time in the daily schedule while the HDED
program spent 57 percent of the daily schedule in unstructured time.
A study by Alper and Wright (1979) also investigated the use of
increased school hours in FDED programs compared to HDED programs. There
were naturalistic observations of 90 children from FDED programs and 98
children from HDED programs. Results showed that increased school hours
in FDED programs were used for more individualized instructional
approaches including field trips and supplemental curriculum materials.
Similar findings are reported by Winter and Kline (1970). Teachers
reported using additional hours in their extended day program for
individualized instruction.
Anderson (1983) studied on the allocation of classroom time by
comparing two kindergarten programs that met for four and one-half hours
each day (extended day) to two comparison groups that met for three hours
each day (HDED). A significantly greater number of minutes was scheduled
in the extended day class for reading, math, science, social studies,
music and art, than was the case for the comparison classes. Time
allocated to physical education, indoor, free choice, sharing stories.
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rest and recess was the same for both programs.
Extended-day teachers expressed the belief that the longer period of
instruction was in the best interest of their kindergarten children as
the added time facilitated better preparation of children for first grade
than did the traditional HDED 180-minute programs. A majority of the
HDED teachers acknowledged that some additional time might be
advantageous for kindergarten but stated that the 270-minute extended-day
programs seemed in their estimation too long for young children in their
view.
Finkelstein (1989) looked at programs in Iowa. She looked at FDED
versus full day alternate day (FDAD) schedules. Weekly class schedules
from teachers in these programs were categorized based on time allocated
to specific activities throughout the day. FDAD programs were found to
spend proportionately more time on opening sessions, literature, activity
time, clean up and special areas.
Studies on kindergarten scheduling FDED versus HDED focus on
academic outcomes. This lack of concern for investigating other areas of
development support a need for a more developmental wholistic view of
children, a concern for all areas of development, intellectual, social,
emotional and physical development. Studies investigating the use of
instructional time in these programs do not reflect a consensus of
program practice. Teacher-directed activities are reportedly the
dominant mode of instruction in both types of schedules (Chicago Public
Schools, 1987; Wisconsin State Department of Instruction, 1980), while
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FDED programs have emphasized individualized instruction and parent
involvement (Alper & Wright, 1979; Winter & Klein, 1970). In addition,
Anderson (1983) reported an increased emphasis on subject area focus for
FDED programs.
These studies are somewhat limiting as the influence of these
program variables on child outcomes is not explored. In addition, there
is a lack of consistent terminology and marker variables. Some studies
have looked at curricular content in terms of specific subjects
(Anderson, 1983; Finkelstein, 1988) while others have used activity
categorizations, i.e., unstructured time, independent time, free time,
that were not consistent across studies nor clearly defined (Alper &
Wright, 1979; Chicago Public Schools, 1987; Wisconsin State Department of
Instruction, 1980).
Early Childhood Classroom Environment
Children are more involved with their learning when they are
motivated to learn out of curiosity and a desire for challenge. Hence
they understand concepts better and integrate information more
effectively (Bruner, 1962; Deci, 1980; Franklin & Biber, 1977; Piaget,
1973). Franklin and Biber (1977), describing the Piagetian/developmental
interactionist view of childhood, state, "Since learning is an active
process and knowledge is constructed rather than acquired, the child must
be provided with an environment which furthers his own natural tendency
to act on and with objects, to explore, manipulate and experiment." Hunt
(1969) asserts that the quality of the child's interaction in a
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stimulating environment is related to the problem of the correct match,
i.e., providing the child with experiences that are neither too strange
nor too familiar, so that an optimum level of child-environment
interaction occurs.
Teacher effectiveness and classroom environments
According to Ames and Ames (1989) and Hatch (1986), child-centered
informal activity settings are autonomy oriented and give children
opportunities to make choices for their learning experiences and to
actively participate. Ames and Ames (1989) lament that many children are
exposed to environments where information is presented in abstract forms
and is disassociated from the context where it could be applied.
In designing early childhood education programs for young children,
educators need to consider the assumptions they hold about children and
their developmental needs. Investigators have suggested that a number of
classroom variables are related to effective school experiences for young
children. The importance of an autonomy-oriented environment is
addressed by Deci, Schwartz, Sheinman and Rayan (1981) and Sadowski and
Woodward (1981), Day and Drake (1986) emphasize the importance of
learning centers and appropriate classroom management techniques. The
use of large versus small group activities is addressed by Durkin (1987),
Stallings, Johnson and Durkin (1987) and Stallings, Johnson and Goodman
(1985). Child-centered versus teacher-directed approaches have been
addressed by Fry and Addington (1984); Garnie, Garnie, Karp, and Weisberg
(1988); Hudston-Stein, Fredrick-Gofer and Suisman (1977); Stallings
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(1975); Weikart and Schweinhart (1986); and Weisberg (1987).
According to Day and Drake (1986), complex early childhood
environments offering learning centers and an appropriate management
system can achieve higher rates of on-task behaviors higher than those
achieved in less-complex classrooms that rely on large- and small-group
instruction and seatwork assignments.
Day and Drake (1983) investigated the relationship between various
types of early childhood classroom environments and on-task behavior
rates of children in these classes. Eighteen kindergarten and
first-grade classrooms were observed. Differences in classroom
environments were defined in terms of the number of simultaneous activity
segments operating at any one time. Activity segments were categorized
into those oriented towards seat-work simple group activities and more
complex arrangements involving learning centers and management contracts.
Five- and six-year-old children had higher on-task behavior rates when
they were involved in learning centers than when they were engaged in
seat-work activities. Percentages ranged from a low of 78 percent for
some of the classrooms with five-year-olds to 92 percent for classrooms
with five- and six-year olds together. Interaction between the
developmental readiness of children for an activity and the on-task
behavior rate generated by that activity was also reported. When
presented with reading center tasks that were too difficult, some
five-year-olds' on-task rates decreased to 29 percent, while some of the
six-year-olds had an on-task rate of 93 percent.
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A study by Stallings, Johnson and Goodman (1986) reinforces the
importance of teachers' sensitivity to the developmental needs of
children in planning classroom activities and they also addressed the
relationship between large-group activities and children's engaged rates.
Subjects were 416 kindergarten and fourth-grade children. Each child was
observed during two reading sessions and two math sessions. Researchers
found a trend for increased engaged rates (i.e., amount of time children
spend actively involved in learning) from kindergarten (70%) to fourth
grade (84%). Fourth-graders typically stayed on task for 20 to 25
minutes while kindergartners were on task for eight to twelve minutes.
Kindergartners were found to be off-task most often during large group
teacher-directed activities, where the children were expected to be
passive listeners. The greatest variance of engaged rates was also in
the kindergarten group. Further, it was reported that lessons designed
with activities meeting the developmental attention span of the children
had the most successful effects on the students' achievement as measured
by the Stanford Achievement Test. These findings have important
implications for how teachers plan lessons for students as these results
suggest that the problem with inattention may be due to the unrealistic
expectations of how long children should be engaged in one task by the
teacher.
According to Durkin (1987) emphasis on large-group activities do not
take into account differences in children's needs and abilities. In her
study of reading programs in public school kindergartens, she laments
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that activities involving the whole class were as common at the end of
the school year as they were at the beginning, even though teachers had
the opportunity to learn about differences in children's abilities during
the year. It was hypothesized that minimal accommodation for individual
differences was probably related to the expectation that all
kindergartners would learn a specific amount as low achievers were more
likely to be helped than high achievers were likely to be challenged.
The effectiveness of a child-centered over a teacher-directed
approach has been reported by a number of researchers (Fry & Addington,
1984; Hudston-Stein, Fredrick-Cofer & Sussman, 1977; Stallings, 1975).
Stallings (1975) defines teacher-directed versus child-centered
approaches as reflective of the amount of control children have over
their learning environment. Using an observational approach, he
investigated the influence of teacher-directed approaches on the
classroom behaviors of four- and five-year-old children. Emphasis on
adult-centered approaches was negatively correlated with observed levels
of cooperativeness, independence and verbal initiative. In addition, the
number of days children were absent from school was significantly
correlated with frequent large-group experiences and with the teachers'
lack of active involvement with children.
Support for a child-centered environment also comes from
Huston-Stein et al. (1977). In an observational study of 13 Head Start
classrooms, Huston-Stein and her colleagues reported that children in
classrooms with a high level of teacher-directed activities engaged in

44

less pro-social behavior with peers and less imaginative play. These
researchers investigated the relationship of classroom structure to
social behavior imaginative play and self-regulation of 141 two-yearfour-month- to five-year-four-month-old children (M = 4.2 years).
Children in less teacher-directed classes manifested more pro-social
behaviors toward their peers (£<.05), that is, they were more coopera
tive, helpful, emphatic and understanding. These children were also more
likely to engage in imaginative play (a<.05). Children in more highly
structured classes demonstrated higher levels of conformity to adult
expectations in group activities, while children in less structured
classes exhibited more aggressive behaviors (o<.05). These researchers
assert that allowing children the freedom to interact and to make choices
can increase some positive behaviors, however, they also stated that such
environments can also create opportunities for children to be involved in
more conflicts over materials and with each other.
Fry and Addington (1984) conducted a two-year study comparing the
social problem-solving behavior of 200 nine-year-old children from lower
income families. Comparisons were made between children from eight open
classrooms and eight traditional classrooms using the Walberg and Thomas
Scale (1972). The 38-item scale, reflects the attitude of the teacher
toward active student involvement versus teacher directed activities, and
teacher humanness, respect and warmth for children. Children in the open
classrooms, compared to those in the traditional classrooms, scored
significantly higher on three dimensions of problem-solving measures:
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problem orientation (g<.01), consideration of obstacle in solving problem
(£<.01), and effectiveness in assessing outcomes (fi<.05). On measures of
self-esteem, children in open classrooms were found to be significantly
higher on feelings of personal adequacy (£<.05) and social interest and
involvement (a<.05).
The opportunity for active involvement is reflective of an
autonomy-oriented environment according to Deci, Schwartz, Sheinman, and
Rayan (1981). Deci and his colleagues studied the orientation of
teachers toward autonomy versus control using a sample of 35 teachers and
their fifth and sixth grade students. The students completed a number of
measures: a questionnaire assessing student perception of classroom
climate and his/her teachers' behaviors, a questionnaire assessing their
perceived self-competence, and an intrinsic motivation scale.
Correlations were found between teachers' control on autonomy orientation
measures and aspects of children's intrinsic motivation. Children in the
classrooms of teachers who were rated as being more autonomy-oriented
accepted more challenging activities (£<.05), made more mastery attempts
(£<.05), and were marginally more curious (£<.10). Teachers with low
level of autonomy orientation was positively correlated with children's
general feelings of self-worth (£<.01) and with their perception of their
own cognitive competence (£<.01).
An autonomy-oriented environment also was found to be effective with
eighth and ninth graders. Sadowski and Woodward (1981) investigated the
relationship between the pupils' attribution of responsibility for
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academic outcomes, their class grades, and the autonomy-oriented
classroom climate. The 137 students from grades eight and eleven rated a
classroom climate questionnaire and an intellectual achievement
questionnaire to measure attributions of responsibility for academic
outcomes. Pupils' ratings of the extent to which their classes reflected
an autonomy-oriented climate were positively and significantly correlated
with attributed responsibility for success in both grades (£<.05 and
£<.01, respectively). Attribution of responsibility for failure also was
positively and significantly correlated with children's perception of an
autonomy-oriented classroom for both eighth and eleventh graders (£<.05
and £<.001, respectively). An autonomy-oriented classroom climate and
course grade also was significantly correlated for students in grade
eight (£<.05) but no significance was found for grade eleven students.
Expectations for child outcomes
Curriculum comparison studies highlight the differences in teaching
techniques and expectations for child outcomes as it has been suggested
that program differences reflect different assumptions about how children
learn and the role of the teacher in guiding or structuring the learning
process (Goffin, 1988). Curriculum comparison studies (Torrence, 1970;
Weikart & Schweinhart, 1986) report positive findings for child-centered
autonomy-oriented classroom approaches as providing favorable learning
environments for young children. However, direct instruction curriculum
models also have been found to positively influence the academic
performance of students (Garnie, Carnie, Karp & Weisberg, 1988; Miller &
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Bizzell, 1983; Weisberg, 1987),
Torrance (1970) demonstrated how different philosophical approaches
affect children's behavior in group settings. One hundred and ninety-two
racially mixed five-year-old children were observed in small group
settings emphasizing one of three types of programs: traditional,
creative-aesthetic, and cognitive-structured. The traditional program
emphasized socio-dramatic play, group games and language abilities and no
attempt was made to formally teach reading or math. There were 25
children and a teacher in the afternoon session. The creative-aesthetic
program emphasized intellectual and creative skills through the use of
children's original stories and ideas. Two teachers and an aide taught
48 children in a morning session. The cognitive structured program
systematically introduced skills in separate subject areas to children in
groups of 15. These children were taught four mornings a week by a
teacher, an assistant teacher, and a teacher aide.
Behavioral observations of the children were made as they worked in
teams on a matching card game. Significant differences (g<.01) were
found in the kind of group behaviors exhibited by the children.
Behaviors of the traditional group were characterized as friendly and
positive. The creative-aesthetic group was high in task absorption and
enthusiasm and moderately high in cooperative and helping behavior and
displayed moderate friendliness. However, these subjects were given to
bickering and temper displays. The cognitive-structured group was
described as apathetic, lacking attentiveness, and moderately high in
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bickering. They also displayed low organizing behavior and friendliness.
These different philosophical approaches have, therefore, produced both
positive and negative child outcomes.
The positive findings on child-centered approaches is supported in a
longitudinal study by Weikart and Schweinhart (1986). Subjects were 68
three- and four-year-old children from low socio-economic families. They
were randomly assigned to three preschool programs in Ypsilanti, Michigan
between 1967 to 1970. The distinctly different curriculum models offered
by these programs were the Direct Instruction approach, the High/Scope
model, and the Traditional Nursery School. The three preschool classes
operated two and one-half hours a day, five days a week with one teacher
for every eight children. Teachers also made home visits every two
weeks, at which time the mothers were encouraged to engage their children
in learning activities that fit the classroom curricular approach.
In the Direct Instruction Program (DISTAR), classroom activities
consisted of carefully planned sequences of teacher-child interactions.
The pace was rapid and repetitive with a curriculum organized into
specific areas of reading language and arithmetic. In contrast, the
High/Scope Curriculum used child-initiated approaches with the teachers
and children planning and actively working together. The programming
emphasized all areas of development. Teachers in the Traditional Program
encouraged children to engage in free play and activities that matched
their needs and interest within the structured environment. The author
reported an increase in IQ score at the end of the first year for all
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three programs, however, the average IQ for students in the Direct
Instruction program was found to be higher than that of the other two
groups. Follow-up results at age four through ten indicate no
significant differences by curriculum model in IQ and achievement scores.
At age 15, results from the self-report data were issued on social
behavioral outcomes for 54 of the original 68 children. Children who
attended the Direct Instruction program were reported to have engaged in
twice as many delinquent acts (M = 13) as compared to children who had
been in the High/Scope and Traditional Nursery School groups (M = 5 and
7, respectively). Group differences were especially pronounced for high
rate offenders (defined as persons reporting 16 or more delinquent acts).
Forty-four percent of the Direct Instruction group were high rate
offenders as compared to the High/Scope (6%) and the Nursery School (11%)
group. Seventeen of the eighteen items on the self-report delinquency
scale revealed the same pattern. The differences between the groups were
not statistically different, however, and the researchers caution that
any single group difference in the study could have occurred by chance
due to the small sample size. Even though the researchers were unable to
draw definite conclusions, they hypothesized that while the Direct
Instruction program was totally teacher controlled both the Traditional
Nursery School and the High/Scope program gave children a measure of
control over classroom activities, and this may have led to greater
individual responsibility and initiative.
In sharp contrast to an autonomy-oriented child-centered focus,
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other researchers (Garnie et al., 1988; Gersten & Keating, 1987; Miller &
Bizzell, 1983; Weisberg, 1988) report finding that a direct instruction
model is the most effective curriculum approach with children from
economically disadvantaged backgrounds. Garnie et al. (1988) state that
most five-year-olds from low income backgrounds enter school with far
fewer skills and concepts than their more advantaged peers and any delay
of academic instruction for disadvantaged students only widens the gap.
Studies reported by Weisberg (1987) and Garnie et al. (1988) support
such a viewpoint. These researchers advocate a Direct Instructional
model for children from economically disadvantaged backgrounds. The
teaching process for this program involves modelling, guided practice and
independent practice for specific subject areas involving mastery
reading, mastery spelling and teacher-directed language and arithmetic
exercises.
Weisberg (1987) found positive effects for the direct instruction
curriculum model on the academic performance of 108 four- and
five-year-old children from economically disadvantaged backgrounds.
Thirty-four percent of the subjects were from families receiving public
assistance and 14 percent were from foster homes. The Direct
Instructional curriculum was used for one year with four-year-old
subjects and for two years with three-year-old subjects. Results from
standardized tests indicate that children who received two years of
direct instruction scored significantly higher on the standardized
reading test as compared to students who had only one year of Direct
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Instruction. The correlation between the number of reading lessons
completed and students' reading achievement scores was very high
(r = .92, £<.0001). First-graders who had experienced a Direct
Instruction kindergarten curriculum were compared to classroom peers who
had no kindergarten experience. Results on standardized group tests
indicates that students from Direct Instruction classrooms performed sig
nificantly better than their peers with no kindergarten experience.
Additional support for a Direct Instruction model comes from the
National Follow-Through Project (Garnie et al., 1988) serving children
from kindergarten through third grade. This program was implemented in
12 low-income communities in 1958 as part of a large-scale program for
economically disadvantaged elementary school students. Third graders who
had entered school at kindergarten and spent four years in Direct
Instruction curriculum approaches scored significantly higher on
achievement tests than students who entered school for first grade.
Students receiving the Direct Instruction curriculum from kindergarten
through third grade showed greater gain in IQ points (17 IQ points versus
8 IQ points) at the end of third grade. One needs to be cautious,
however, in interpreting these results since the students who entered the
Follow-Through program in kindergarten and those who entered the program
in first grade were from different school districts. This may have a
confounding effect on the findings (Garnie et al., 1988). Further it is
unusual in most states for children not to attend kindergarten.
Gurriculum comparison results were also reported. Third-graders
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enrolled in Direct Instruction programs from kindergarten to third grade
were compared to third graders from High/Scope child-centered curriculum
programs. Results indicate that students from Direct Instruction
programs performed significantly better on academic measures and
standardized tests.
Further complicating the effects of different curricular emphasis
are findings of differential influence of the same educational strategy
based on children's sex (Miller & Bizzell, 1983). This study was with
Head Start programs in Louisville, Kentucky. Subjects were 248
four-year-old children. Fourteen classes were involved; four traditional
classrooms, four Beretier-Engleman classrooms, four Darcee classrooms,
and two Montessori classrooms. Two of the program models emphasized
didactic instructions, i.e., Beretier-Engleman (DISTAR) and DARCEE. In
the didactic model, teachers used direct instruction and patterned drill
procedures. The curriculum was organized into reading, language and
arithmetic. The two other programs that did not emphasize group
instruction were Montessori which emphasized developing the senses,
conceptual development, competencies in daily activities and character
development and traditional nursery school which focused on social and
emotional development. The latter program emphasized development in all
areas and presented information at each child's pace.
Comparisons made between didactic (Beretier-Engleman and DARCEE) and
nondidactic (Montessori and traditional nursery school) programs suggest
that children of different sexes might be affected differently by the
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same educational strategy. IQ scores declined from preschool to the end
of eighth grade for boys from didactic preschool programs lost 9.2 IQ
points while the boys from nondidactic programs lost 3.1 IQ points.
Girls from the didactic and the nondidactic programs equally lost 11.8 IQ
points. By eighth grade nondidactic boys had a 12-month advantage in
reading and a 10-month advantage in math compared to didactic boys. By
eighth grade girls from didactic programs performed better in reading
than nondidactic girls but not in earlier years and not in math at any
point beyond second grade. Overall girls performed slightly better, but
not significantly, than boys except in the Montessori programs
(nondidactic). Miller and Bizzell (1983 hypothesized that since boys are
typically less mature than girls at age four, it is possible that the
boys needed the more individualized and slower-paced instruction given in
nondidactic programs.
The philosophy of teachers toward autonomy-oriented child-centered
approaches versus more formal structured teacher-directed approaches are
reflective of their expectation for child outcomes. Support for a direct
instruction model (Garnie et al., 1988; Gersten & Keating, 1987;
Weisberg, 1988) emphasize student's academic achievement. This academic
emphasis is also the overwhelming focus of studies comparing half-day and
full-day kindergarten schedules, reported earlier. Program emphasis on
academic outcomes is further evident in findings from a number of studies
concerning program expectation for child outcomes (Educational Research
Service, 1988; Hatch & Freeman, 1988; Herwig, 1986; Nail, 1982). The
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fact that such outcomes are more easily measurable may account to a great
extent for its emphasis. Parental expectations have also been mentioned
as a source of influence in this respect (Barr, 1980; Durkin, 1987;
Schwell et al., 1979; Shepherd & Smith, 1985).
A study of kindergarten programs and practices was conducted by
Education Research Service (1983) using a nationwide sample of classroom
practices reported by 1,082 kindergarten teachers and 1,228 principals.
Results indicate that six of every 10 kindergarten teachers (62.9%)
characterized the focus of their program as "preparation" with a focus on
academic readiness and social preparation for later schooling while 29%
stated that their program focus was oriented toward academic skills and
achievement. Child development rather than academic achievement was
found to be the focus of only 5.2 percent of the kinderartens. Teachers
were asked about the priority they personally believed should be placed
on particular learning goals for kindergarten pupils. Academic
achievement goals were considered a high priority by 59.2 percent of
respondents in programs classified as academic programs, while these
goals were held by only 36.1 percent of the teachers in programs
classified as preparatory.
This academic emphasis supports a finding by Nail (1982) who in his
study with the St. Louis public school kindergarten teachers, reported
that 76 percent of these teachers viewed their programs as being more
academic, while pre-academic skills were reported to be the focus of 72.8
percent of the teachers surveyed. Herwig (1986) in her study with
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kindergarten teachers from public schools in Iowa reported that a
majority of the teachers (73%) indicated that the philosophy of
kindergarten education is to provide a combination of socialization and
preacademic experience, with an emphasis on preacademic experience.
Hatch and Freeman (1988) found that 91.3 percent of the teachers they
interviewed implemented programs that emphasized skill mastery.
A detailed analysis of kindergarten programs was conducted by the
Oregon Department of Education. They surveyed all principals with
kindergartens in their schools, all kindergarten teachers, and 315
randomly selected first-grade teachers (Hintz & Wright, 1988).
Principals and teachers were asked if there has been a recent increase,
decrease or no change of emphasis in the following eight components of
their kindergarten programs, academic skill development, affective
development, social skill development, motor skill development, teacher
directed activities, parent involvement, child-selected activities and
play. The most striking finding was that 61 percent of the principals,
64 percent of the kindergarten teachers, and 72 percent of first grade
teachers reported an increased emphasis on academic development. Only
two percent of the educators indicated a decreased emphasis on academics.
Forty-three percent of these principals and teachers also reported an
increased emphasis in teacher-directed activities and only two percent
reported a decreased emphasis. Twelve percent of the educators reported
an increase in child-initiated activities as compared to 16 percent who
noted a decrease. In the area of play, seven percent reported an
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increased emphasis while an overwhelming 25 percent reported a decrease.
Parent involvement had increased in emphasis (42%) as compared to 3.9
percent reporting a decrease. Based on these findings, it appears that
academic programs in Oregon are more academic now than in the past, along
with an increase in the parental involvement.
These educators also were requested to indicate their agreement or
disagreement with 12 statements concerning kindergarten programs, six
reflecting a developmental approach to kindergarten and six emphasizing a
formal view. Results reported in the form of generalizations suggest
that teachers and principals favored the developmental statement over the
formal academic one. Over a half of all respondents endorsed the use of
open-ended materials and the encouragement of dramatic play and
emphasized how children work and play rather than what they produce.
Principals, however, disagreed with teachers that segments of time should
be devoted to play. Hintz and Wright note that many of the educators in
the study were aware of what should not be done (developmental!y
inappropriate practice) but they were not committed to making needed
changes.
In summary, investigators have identified a number of classroom
variables related to developmentally appropriate learning experiences for
young children. The importance of an autonomy-oriented environment was
supported by Deci et al. (1981) and Sadowski and Woodward (1981) who
found significant correlations between children's performance and
autonomy-oriented learning experiences. Day and Drake (1986) reported
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that the most effective early childhood environments for meeting
children's developmental capacities were those that offered choices of
learning centers where children could experience success at their own
level. Such environments were also found to be child-centered versus
teacher directed (Fry & Addington, 1984; Hudston-Stein et al., 1977;
Stallings, 1975).
Curriculum comparison studies that include economically
disadvantaged samples have reported positive outcomes for child-centered
learning environments (Torrence, 1970; Weikart & Schweinhart, 1986). In
sharp contrast, Garnie et al. (1988) and Weisberg (1987) focusing on
direct instructional models emphasizing academic content and a structured
format was also successful in producing immediate increases in
achievement with economically disadvantaged students. A gender
difference using similar educational strategies was also reported by
Miller and Bizzell (1983).
The review on curricular approaches do not provide a consensus of
opinion, even though there is a greater body of research supporting
child-centered autonomy-oriented approaches. As suggested by Weikart and
Schweinhart (1986), however, an over-emphasis on a narrow academic focus
may have long-term social consequences of anti-social behaviors. These
researchers point out that developmentally appropriate early childhood
programs strike a balance between a belief in children's potentials and a
recognition of their developmental status. Reports, however, suggest
that many kindergarten programs are academically focused (Hatch &
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Freeman, 1988; Hintz & Wright, 1988; Nail, 1982).
According to Powell (1988), there is a profound need for research on
program approaches and teaching practice other than those with children
from low-income families (Garnie et al., 1988; Weikart & Schweinhart,
1986; Weisberg, 1988). The generalizability of findings with a more
restricted sample are limited. An additional concern is the narrow range
of outcome areas generally considered in program evaluation. It has been
suggested that considerably more attention should be given to social
competence (Zigler & Trickett, 1978), critical thinking (Willert & Kamii,
1985) and attitudinal factors as children's disposition to learn (Katz,
1985). The need to consider the characteristics of children and
curricular approaches was demonstrated by Miller & Bizzell (1983),
reporting a differential effect based on gender. According to Powell
(1988), an additional concern is the need to examine two-way processes in
chi1d-teacher/program relationship.
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SUMMARY
This section has identified factors related to the quality of
experiences provided in kindergarten programs. Of importance are
teachers' education and experience (Bank, 1985; Gowen, 1983; Howes, 1983;
Adams, 1982; Driscoll & Shirley, 1985). An academic degree was found to
influence the quality of experiences provided (Berk, 1985; Gowen, 1983,
Howes, 1983), while both child development training and supervised
practical experience reportedly influence early childhood techers'
knowledge of developmentally appropriate practices (Snider & Fu, 1990).
The influence of experience has been reported by Adams (1982) and
Driscoll and Shirley (1985). According to Adams (1982), teachers' selfconcern decreased across experience levels, while instructional task
concerns tended to increase. Driscoll and Shirley (1985) found that
beginning teachers as compared to experienced teachers expressed low
incidence of cooperation with other faculty members and were more
concerned about being supervised. In addition, beginning teachers spent
a higher percentage of their time isolated from other teachers. This is
at a period of time when these teachers might most need professional
support.
Educators' views and philosophies have also been addressed. A
number of researchers have identified differences among educators
viewpoints (Berk, 1985; Hatch & Freeman, 1988; Spodek, 1988). It has
also been suggested that the assumptions and beliefs of educators are not
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always reflective of their classroom behaviors and expectations for child
outcomes (Hatch & Freeman, 1988; Durkin, 1987). Some researchers have,
however, reported a consensus between teachers' beliefs and classroom
practices (Freeman & Hatch, 1988; Kagan & Smith, 1988; Wing, 1988).
The length of the school day has also been examined. It has been
suggested that differences in curriculum planning are reflected in HDED
and FDED program schedules (Anderson, 1983; Alper & Wright, 1977;
Finkelstein, 1989; Winter & Kline, 1970; Wisconsin State Department of
Public Instruction, 1980). The influence of classroom environments on
child outcomes has been addressed by a number of researchers (Day &
Drake, 1986; Fry & Addington, 1984; Hudston-Stein, 1977; Schweinhart,
1986; Stallings, 1975; Torrence, 1970). These researchers suggest that
the most effective environmetns are those that are child-centered,
autonomy-oriented, and offer children a wide variety of learning
experiences.
In contrast to these approaches, Garnie et al. (1988) and Weisberg
(1986) suggested that direct instructional models emphasizing academic
content and a structured format was successful in producing immediate
increases in achievement with economically disadvantaged children.
Educators have suggested that there is an increased emphasis on the
achievement of academic skills (Education Research Service, 1988; Hatch &
Freeman, 1988; Herwig, 1986; Nail, 1982). Concern has, however, been
expressed that such emphasis is too narrow and does not take into
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consideration all areas of development, physical, social, emotional and
intellectual (Elkind, 1986; Katz, 1985; Kamii, 1985; National Association
for the Education of Young Children, 1986).
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SECTION II.

EDUCATORS' BELIEFS ABOUT

KINDERGARTEN PRACTICES
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ABSTRACT
Educators' beliefs about kindergarten practices were investigated in
this study. Subjects were 56 kindergarten teachers, 51 first-grade
teachers and 47 principals from Iowa public school districts offering
full-day every day kindergarten programs and 46 kindergarten teachers, 43
first-grade teachers and 45 principals from schools offering half-day
every day programs. A majority of the kindergarten teachers have 11+
years of kindergarten teaching experience and an elementary (K-6)
teaching certification. The Teacher Information Survey and the Teacher
Questionnaire addressing teachers' beliefs and instructional classroom
practices were completed. Results from ANOVA and the Duncan multiple
range test revealed that kindergarten teachers first-grade teachers and
elementary school principals showed similar belief patterns. However,
kindergarten teachers tended to place more importance on providing
opportunities for children to learn through active exploration,
experimentation, and interactive processes and with a wider variety of
activities and materials. In contrast, first-grade teachers tended to
believe that it was more desirable to offer academic instruction, e.g.,
reading and alphabet. There were very few differences between the
beliefs and practices of educators from half-day every day as compared to
those from full-day every day kindergarten programs. There also were
very few differences based on kindergarten teachers' years of
kindergarten teaching experience and their beliefs and reported classroom
practices.
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T-test analyses of actual and desired classroom practices of
kindergarten teachers revealed highly significant differences, with
teachers desiring more frequent involvement in child-centered autonomyoriented activities, and more opportunities for creative exploration by
the children. The findings are discussed in relation to the
developmental!y appropriate practices advocated by various professional
groups.
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INTRODUCTION
A major issue of kindergarten education is the ability of schools to
provide an environment that is responsive to the needs of five-year-old
children. According to Douvan (1985) children face a curious ambivalence
when adults view them as valuable individuals with high potentials, and
yet they express impatience with their developmental process. Academic
demands in kindergarten are reportedly higher today than 20 years ago and
they continue to escalate (Hatch & Freeman, 1988; Hintz & Wright, 1988;
Nail, 1982; Walsh, 1989).
The Education Research Service (1986) reports that 85 percent of the
elementary principals in their survey maintain that academic achievement
in kindergarten is of primary importance in their schools. This academic
focus has also been reported by other researchers (Elkind, 1986; Hatch &
Freeman, 1988; Herwig, 1986; Hintz & Wright, 1988; Nail, 1988).
According to Hill (1987), one striking aspect of the academically-focused
curriculum is its narrowness; i.e., when children leave kindergarten they
are expected to sit still, pay attention, recognize and write numbers,
and recognize and write letters. Shepherd and Smith (1988) argue that
such narrow emphasis on isolated skills is detrimental even to all
children even those who succeed and it is especially harmful to children
labelled as failures. Durkin (1987), based on assessments of
kindergarten reading curricula, concludes that existing practices merit,
even demand, reform if large numbers of five-year-old children are to be
kept from failing with reading even before they have had a chance to get
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started.
According to Plowden et al. (1966), knowledge about the manner
children develop is of prime importance both in avoiding educationally
harmful practices and in introducing effective ones. Children are not
only gaining knowledge and skillsduring the early years, they also are
acquiring dispositions toward learning and schooling that should last a
lifetime (Elkind, 1986; Gottfried, 1983; Katz, 1985). According to
Bredekamp (1987), one of the most important documents by educators that
identifies appropriate practices for early childhood programs serving
children birth through age eight is the position statement of the
National Association for the Education of Young Children (NAEYC). The
NAEYC statement on developmental!y appropriate practice is supported by
similar statements of the National Association of Elementary School
Principals (NAESP), the National Association of State Boards of Education
(NASBE) and the International Reading Association. Also, there is a call
for greater emphasis on the acquisition of higher order critical thinking
skills as opposed to drill and practice and rote memorization. There is
a recognition of all areas of development as the foundation for quality
programs.
School reform in early childhood education must be related to
measures of effectiveness. Brookover (1985) defines an effective school
program as one in which all students achieve at acceptable levels of
mastery. Despite numerous problems involved in doing definitive research
on school effectiveness, researchers have identified some of the corre
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lates of school effectiveness related to school ideology, organizational
structure and instructional practice. Researchers indicate that
qualities of an effective teacher include their ability to implement
developmental!y appropriate curricula that focus on child-initiated as
opposed to teacher-directed activities (Ames & Ames, 1989; Phyfe-Perkins,
1981; Stallings, 1975; Snider & Fu, 1990), their use of informal versus
formal activity settings (Fry & Addington, 1984; Hudston-Stein et al.,
1977), their emphasis on small-group as opposed to whole-group activities
(Day & Drake, 1986), and their encouragement of active autonomy-oriented
learning as opposed to practice and drill (Deci at al., 1981; Sadowski et
al., 1981; Weikart & Schweinhart, 1985).
Spodek (1988) asserts that in order to understand the nature of
teaching one must not only understand teachers' instructional practices
and observed behaviors but also the teachers' thought processes regarding
teaching and the implicit theoretical systems that drives these processes
(Spodek, 1988).
Baugh (1988) and Seefeldt and Barbour (1988) warû, however, that
classroom teachers may have little control over the curriculum policies
they implement, which sometimes differs from their own philosophies
concerning children's learning. He further points out that classrooms
serving primary-aged children are typically part of a larger institution
and complex educational system with many levels.
There are reportedly fundamental differences among kindergarten
teachers and other early childhood educators, i.e., first-grade teachers
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and principals concerning kindergarten philosophies (Durkin, 1987; Hatch
& Freeman, 1988; Haines et al., 1989; Spodek, 1988). In addition, it has
been reported that teachers may experience conflicts between their
beliefs and their actual classroom practice. Researchers have found that
the teacher's classroom behaviors are influenced by administrative
decisions and expectations (Charlesworth et al., 1989; Durkin, 1987;
Hatch & Freeman, 1988), authoritarian decision making (Johnson &
Nussbaum, 1984), and an accountability culture of teachers and parents
(Durkin, 1987; Schwell et al., 1979; Shepherd & Smith, 1988).
Understanding the beliefs and philosophies of teachers and
principals regarding appropriate teaching practices can provide educators
with a better understanding between program philosophies and expectations
for children's learning. In addition, central administrators, curriculum
supervisors, building principals and teachers need to be cognizant of the
unique needs of kindergarten children and their school programs. With
this knowledge and philosophical view administrators can provide the
administrative support that is essential to the success of kindergarten
programs.
The present study investigated the beliefs of kindergarten teachers,
first-grade teachers and principals concerning kindergarten practices,
and the actual practice of FDED and HDED kindergarten teachers. Previous
studies that have conducted similar investigations reflect a variety of
limitations. A number of these studies reflect design weaknesses, i.e.,
lack of randomization (Hatch & Freeman, 1988; Spodek, 1988) and small
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sample sizes (Durkin, 1987; Spodek, 1988; Wing, 1989). The present study
addresses both of these issues.
Studies also are limited on the variety of roles represented in the
sample and their influence on kindergarten programming. Only one study
was found that included first-grade teachers (Spodek, 1988). It was a
qualitative research study of two teachers. The sample size for that
study was, however, extremely small (two). Further, few studies have
addressed the relationship between teacher certification and its
relationship to the beliefs and philosophies of kindergarten teachers
(Berk, 1985; Snider & Fu, 1990), no studies were found regarding the
relationship of kindergarten scheduling to the teacher's beliefs. The
present study addressed these limitations.
No studies were found that addressed the actual classroom practices
of kindergarten teachers and their "desired" classroom practices. Such
consideration is warranted as teachers may experience conflict between
their philosophy and daily reality (Hatch & Freeman, 1988; Freeman &
Hatch, 1989). They may provide learning experiences that are not
reflective of their own beliefs but rather experiences that are
influenced by a number of other factors, such as, administrative
decisions and expectations (Charlesworth et al., 1989; Durkin, 1987;
Hatch & Freeman, 1988), authoritarian systems (Johnson & Nussbaum, 1984),
curriculum objectives and standardized tests (Schwell et al., 1979),
accountability of teachers and parents (Durkin, 1987; Schwell et al.,
1979, Shepherd & Smith, 1988). This study investigates whether there are

differences between teachers actual and desired practices.
Specifically, the objectives of this study were: 1) to investigate
kindergarten teachers', first-grade teachers', and principals' beliefs
and practices concerning kindergarten; 2) to investigate the differences
between kindergarten teachers' actual and desired practices; 3) to
investigate the relationship between the educational preparation of
kindergarten teachers and their kindergarten beliefs and practices; 4) to
investigate the relationship between kindergarten teachers' teaching
experience and classroom beliefs and practices; and 5) to investigate the
differences between the beliefs of teachers in half-day every day and
full-day every day kindergarten programs.

81

METHODOLOGY
Subjects
Subjects in this study were 103 kindergarten teachers, 93 first
grade teachers and 91 elementary school principals (N=287) from 130
public school districts in Iowa. These districts offered either fullday every day (FDED) or half-day every day (HDED) kindergarten programs
during the 1989-1990 school year. There were 57 kindergarten teachers,
50 first grade teachers and 46 principals from districts offering FDED
kindergarten programs (N=154) and 46 kindergarten teachers, 43 first
grade teachers and 45 principals (N=104) from school districts offering
HDED programs.
One hundred and ninety-five questionnaires were sent to FDED
elementary school educators 65 to kindergarten teachers, 65 to first
grade teachers and 65 to elementary school principals. The kindergarten
teachers, first grade teachers and principals were located in the same
elementary school for each school district selected. A total of 158
questionnaires (81%) were returned of which 153 were usable. There was a
return rate of 87 percent (N=57) for kindergarten teachers, 77 percent
(N=50) for first grade teachers and 70 percent (N=46) for elementary
principals associated with FDED kindergarten programs. There were five
unusable questionnaires due to a change in teaching assignment, e.g.,
subjects were neither a kindergarten teacher, first grade teacher nor
principal (N=3), and programs were currently offering a different kinder
garten schedule (N=2).
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One hundred and ninety-five questionnaires were sent to HDED
elementary school educators, with 65 to kindergarten teachers, 65 to
first grade teachers and 65 to elementary principals. The kindergarten
teachers, first grade teachers and principals were located in the same
elementary school for each school district selected. A total of 141
questionnaires (72%) were returned of which 134 were usable. In the HDED
programs, there was a return rate of 75 percent (N=46) for kindergarten
teachers, 66 percent (N=43) for first grade teachers and 69 percent
(N=45) for principals. Seven questionnaires were not usable due to a
change in teaching assignment (N=4) or a change in kindergarten schedule
(N=3).
There was a return rate of 51 percent (N=33) for FDED kindergarten
programs with questionnaires returned from a kindergarten teacher, a
first grade teacher and a principal from the same school. The return
rate for matched groups in HDED programs was 47 percent (N=28). This
study reports the findings for the total usable questionnaires returned.
Instruments
The Teacher Information Survey
The Teacher Information Survey was designed to collect demographic
information about the individuals completing the survey and information
concerning kindergarten programs, class size, teacher aide, kindergarten
curriculum guides and time allotment for subject areas. The survey is a
modified version of the Teacher Information Questionnaire (Charlesworth,
Craig, Hart, Burts & Hernandez, 1989). Questions on the Teacher
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Information Survey were the same for the kindergarten teachers, first
grade teachers and principals. In addition, kindergarten teachers were
asked to rate different factors influencing their kindergarten planning
and teaching (Appendix A). Surveys sent to kindergarten teachers and
first grade teachers were titled the "Teacher Information Survey" and
those sent to the elementary principals were titled the "Principal
Information Survey" (Appendix D).
The Teacher Questionnaire
The Teacher Questionnaire was a modified version of a rating scale
developed by Charlesworth, Craig, Hart, Burts and Hernandez (1989) to
identify the teaching practice and beliefs of early childhood education
teachers. The Teacher Questionnaire (Appendix E) has two subscales: the
Educator Beliefs Questionnaire and the Instructional Activities Ques
tionnaire.
The Educator Beliefs subscale contains 36 items with each item rated
on a five-point Likert-type scale, 1 being "not at all important" and 5
being "extremely important." Respondents are asked to respond to the
items by circling the number that most nearly represents their personal
beliefs about the importance of a particular item for the kindergarten
program. Items addressed include program responsiveness to individual
differences, use of teacher authority, parental input, use of
standardized group tests and use of basal readers in kindergarten
programs.
The Instructional Activities subscale contains 34 items with each
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item rated on a five-point Likert-type scale, 1 being "never or almost
never (less than once a month)" and 5 being "very often (daily)."
Respondents are asked to respond to the items by circling the number that
most nearly represents how often, on the average, kindergarten children
should participate in a specified activity. The activities include:
building with blocks using isolation to obtain child compliance, practic
ing hand-writing in lines, and math incorporated with other subject
areas.
For this study, the beliefs subscale was changed from a sentence
completion format to a question format, e.g., from "Input from parents is
," to "How important is input from parents"? Further, the sequence
of questions on both scales was randomly ordered to avoid a biased
presentation of either appropriate or inappropriate beliefs and/or
inappropriate practices. The title of the Teacher Questionnaire was
changed to the Educator Beliefs Questionnaire to be more representative
of the three groups of subjects in this study.
The Instructional Activities subscale was modified to seek addi
tional information about kindergarten classroom practices. Version A
asked first grade teachers and elementary school principals to indicate
"Desired" kindergarten classroom practices since they did not have direct
responsibility for a kindergarten classroom. Version B asked the kinder
garten teachers to report their "Actual" classroom practices and "De
sired" classroom practices. A five-point Likert-type scale for "Actual"
and "Desired" practices was used for the rating with 1 being "never or
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almost never" and 5 being "very often (daily)."
Items on the Teacher Questionnaire represent developraentally
appropriate and developmentally inappropriate kindergarten curriculum
approaches as specified by Charlesworth et al. (1989), who designed the
original version, of this questionnaire. This instrument was designed
using the National Association for the Education of Young Children
guidelines on developmentally appropriate practices.
Procedure
Phase I
All superintendents of school districts in Iowa with FDED twosemester kindergarten programs (N=146) or HDED two-semester kindergarten
programs (N=104) were contacted by mail to request permission for a
kindergarten teacher, first grade teacher and elementary principal in
their school to participate in this study. These superintendents were
identified from a list provided by the Iowa Department of Education. The
mailing to every identified school superintendent included a cover letter
explaining the study (Appendix B), a response form (Appendix B), a sample
questionnaire and an addressed, stamped return envelope. Superintendents
were asked to return the response form or contact the researcher in the
study if they did not want their faculty involved in the study. Of the
160 school districts with FDED kindergarten programs, 14 districts (9%)
were not included in the final list of potential school districts; seven
did not want to participate and seven returned the sample questionnaire
completed which prevented their future involvement in the study. The
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final FDED list had a total of 146 school districts.
Of the 113 school districts with HDED kindergarten programs, nine
districts (8%) were not included in the final list of potential school
districts because six did not want to participate and three returned the
sample questionnaire completed. The final HDED list had a total of 104
school districts.
Phase II
The second phase of the sampling process began with a list of 146
school districts with FDED kindergarten programs and 104 school districts
with HDED kindergarten programs. Sixty-five school districts with FDED
kindergarten programs and 65 with HDED kindergarten programs were
randomly selected from each list, and then one elementary school was
randomly selected from each school district using the 1989-1990 Iowa
Educational Directory. A fish bowl sampling process (Drew & Hardman,
1985) was used to randomly select one elementary school for each of the
school districts identified since school districts typically had one to
four elementary schools. The final combined list had a total of 130
elementary schools.
A kindergarten teacher, a first grade teacher and the principal from
each of the elementary schools identified in Phase II were selected for
this study using mailing labels from the Iowa Department of Education.
One kindergarten teacher and one first grade teacher were randomly chosen
for each group using the fishbowl sampling technique (Drew & Hardman,
1985). For FDED kindergarten programs there was a total of 65 matched
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groups with a kindergarten teacher, a first grade teacher and a principal
from each of the identified elementary schools. There was also a total
of 65 matched groups for identified schools with HDED kindergarten
programs.
A personal packet of information sent to each subject within each
school included a cover letter explaining the study and requesting the
subject's involvement (Appendix B), An addressed, stamped envelope, the
Teacher/Principal Information Survey (Appendix B), and either the Teacher
Questionnaire with Version A Instructional Activities subscale (Appendix
E) for principals and first grade teachers or the Teacher Questionnaire
with Version B of Instructional Activities subscale (Appendix E) for
kindergarten teachers was also included.
Subjects who did not return their questionnaires within two weeks of
the first mailing were sent postcard reminders. A second packet of
information, same as the first mailing, was sent one week following the
postcard mailing. Phone calls were made to nine subjects who returned
questionnaires that needed clarification, e.g., actual grade level
teaching assignment for 1989-90 (N=5) and identification of the indi
vidual who completed the principal forms in lieu of the principal (N=3).
Contact with all subjects ended at this time.
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RESULTS
This section presents differences between educators in the following
categories: program characteristics; educators' characteristics, i.e.,
kindergarten teachers, first-grade teachers; and principals' and
educators' responses to the Teacher Questionnaire.
Program Characteristics
Class size
HOED and FDED kindergarten teachers reported on their average class
size. The average class size for HDED programs was 20.5 (SD = 3.7),
while for FDED programs it is reportedly 20.2 (SD = 5.3) (see Table 1).
Availability of teacher aides
Kindergarten teachers reported the availability of teacher aides for
their kindergarten programs. For HDED programs 24 teachers (54.3%)
reported having aides from 2 to 32 hours per week (M = 6.8). For
teachers in FDED programs, 25 teachers (43.8%) reported having teaching
aides between 1.5 to 40 hours per week (M = 6.8) (see Table 2).
Availability and use of kindergarten curriculum guides
Kindergarten teachers were asked to report the availability of a
kindergarten curriculum guide for their school district. For HDED and
FDED programs, 36 teachers (68.2%) and 26 teachers (47.3%), respectively,
have a guide while 14 teachers (31.8%) and 29 teachers (52.7%) did not
have this resource.

89

Teachers were asked whether their elementary school principal
monitored the implementation of the curriculum guide. A majority of the
teachers from both HDED (n = 34, 82.9%) and FDED (n = 37, 77%) indicated
that this was done "less than monthly" (see Table 3).
Required length of instructional time
Kindergarten teachers were asked to report whether their school
district required a specific length of time for specific subject areas.
The majority of teachers in HDED (n = 25, 56.8%) and FDED (n = 39, 59.6%)
programs have no specific time limits.
Teachers from HDED and FDED programs who indicated there was a time
requirement reported a variety of sources for this requirement. For both
HDED (n = 7, 16.2%) and FDED (n = 6, 11.3%) the most often reported
source was assigned time for reading and math. Other sources included
superintendent, time sheet, state guidelines and curriculum guide (see
Table 4).
Educator Characteristic
Education and certification of kindergarten teachers
All teachers (n = 46) in HDED programs and (n = 56) in FDED programs
have a bachelors degree. Eight teachers (17.3%) in HDED programs and
five teachers (8.9%) in FDED programs have a masters degree (see Table
5).
A majority of the kindergarten teachers in both programs have
elementary K-6 teacher certification. Thirty-three HDED teachers (73.3%)
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and thirty-five FDED teachers (67.3%) have this certification. Only one
(2.2%) HDED and two (3.8%) FDED teachers have a prekindergarten/
kindergarten certificate, while teachers with both a kindergarten to
grade six and a prekindergarten/kindergarten certification were six
(13.3%) HDED and eight (15.3%) FDED teachers. HDED teachers, five
(11.1%), and seven (13.4%) were in the category "other."
Teaching experience of kindergarten teachers
A majority of the teachers in HDED kindergarten programs (n = 24,
52.1%) have 11+ years of kindergarten experience, while a majority of
teachers in FDED programs (n = 31, 54.3%) have two to ten years
kindergarten experience (see Table 6).
A majority of the teachers in HDED programs (n = 30, 65.2%) have 11+
years of experience teaching prekindergarten to grade two children. FDED
teachers' years of experience at this level was somewhat less with 26
teachers (47%). A majority of the teachers in both HDED (n = 33, 71.5%)
and FDED (n = 34, 59.5%) programs have 11+ years of total teaching
experience.
Professional development activities of kindergarten teachers
Kindergarten teachers were asked to report the number of seminars
and conferences they had attended since fall 1987 (i.e., last three
years). HDED educators reported attending between 1 to 30 seminars
(M = 4.2), while FDED educators reported attending between 1 to 30
seminars (M = 4.7). A majority of teachers in both groups attended 1 to
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5 seminars (54.4% and 64.1%, respectively) (see Table 7). Teachers in
HDED programs attended an average of 4.3 conferences (range = 1-40) while
FDED teachers attended an average of 2.2 conferences (range = 1 to 10).
A majority of teachers in both programs HDED (n = 22, 66.6%) and FDED
(n = 29, 70.1%) attended one to five conferences. The average number of
college courses attended since fall 1987 by HDED teachers was 1.2 (range
= 0 to 24) while for FDED teachers the average was 3.9 (range = 0 to 21).
A majority of teachers in both programs reported taking attending one to
five college course (72% and 70%, respectively) (see Table 7).
Influences on planning and teaching of kindergarten teachers
Kindergarten teachers were asked to rate factors which were
considered influences on kindergarten teaching and planning. The factors
to be rated were: parents, school district policy, principal,
kindergarten teacher, Iowa Department of Education Regulations, firstgrade teacher, kindergarten curriculum guide, and an "other" category.
The highest rating for both HDED and FDED is reported here. The largest
group of kindergarten teachers from HDED programs (n = 17, 37.7%) and
FDED programs (n = 24, 42%) reported parental influence to be "fairly
influential."
The influence of school district policy was "fairly influential" for
HDED kindergarten teachers (40%) and very influential for FDED teachers
(35.7%). Rating the influence of principals, HDED teachers rated their
influence as "fairly influential" (40%) while FDED teachers rated this
factor as "very influential" (35.7%). The influence of Iowa Department
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of Education regulations was rated as "very influential" by HDED and FDED
teachers (47.3% and 34.5%, respectively). Kindergarten teachers in both
FDED and HDED programs rated the influence of first-grade teachers as
being "fairly influential" (50% and 51%, respectively). Other influences
identified by the teachers and having lesser influences were
experience/student ability, research and readings, workshop seminars and
classes, reading series, other kindergarten teachers, the National
Association for the Education of Young Children Guidelines, community
resources and developmental programs.
Education and certification of first-grade teachers
All first-grade teachers HDED (n = 43) and FDED (n = 50) have a
bachelors degree. Three of the teachers (5.9%) with HDED programs and
three teachers (6%) with FDED programs have a masters degree. A majority
of the teachers in both programs have elementary (K-5) teacher
certification (n = 30, HDED and n = 42, FDED). Other types of
certification reported by first-grade teachers were: prekindergarten/
kindergarten, both elementary K-6 and prekindergarten/kindérgarten
(n = 6, 15.3%) HDED and (n = 1, 2.6%) HDED and (n = 4, 8.1%) FDED (see
Table 8).
Teaching experience of first-grade teachers
Fewer than half of the first-grade teachers responded to this
question. A similar number of teachers from HDED and FDED programs
reported having one year or less of kindergarten teaching experience
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(n = 6, 28.5%, HDED and (n = 6, 28.5%, FDED). There was only one minor
difference in the number of teachers from HDED and FDED programs having
no teaching experience (n = 7, 33.3%, HDED) and (n = 6, 28.5%, FDED).
Reporting on prekindergarten to grade two teaching experience over half
of the first-grade teachers had 11+ years of such experience (n = 21,
49.9% and n = 25, 52%) for HDED and FDED, respectively (see Table 9).
Professional development activities of first-grade teachers
A majority of first-grade teachers with HDED and FDED programs
attended between one to five seminars (70% and 63%, respectively) in the
last three years. Teachers with HDED and FDED programs reported
attending between 0 to 15 (M = 3.3) and 0 to 20 (M = 6.2) seminars,
respectively. Reporting on conference attendance, first-grade teachers
with HDED and FDED programs reported attending between 0 to 10 (M = 2)
and 0 to 4 (M = 1.5) conferences, respectively, within the last three
years. First-grade teachers from HDED and FDED programs reported
completing an average of three (0-14) and 2.1 (0-9) college courses,
respectively. Many first-grade teachers with HDED school programs
reported taking one to two courses (n = 12, 41.9%) while for FDED
programs it was two to three courses (n = 17, 54%) (see Table 10).
Education and certification of elementary principals
All principals in HDED (n = 38) and FDED (n = 42) programs have a
bachelors degree. A majority of the principals with HDED (n = 19, 51.3%)
and FDED (n = 18,52.9%) reported having elementary (K-6) teacher
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certification. None of the principals have only a prekindergarten/
kindergarten certification, while 5.4 percent HOED (n = 2) and 8.8
percent FDED (n = 3) principals have both an elementary K-6 and a
prekindergarten/kindergarten teacher certification. Many principals have
"other" types of certification, i.e., n = 16, 43.2% for HDED and n = 13,
38.2% FDED principals (see Table 11).
Teaching experience of elementary principals
Few HDED (n = 17) and FDED (n = 19) principals reported their
kindergarten teaching experience. Of those reporting, a number of
principals indicated no kindergarten teaching experience for HDED (n = 7,

41%) and FDED (n = 7, 36.8%).
Reporting on prekindergarten to grade two teaching experience, six
principals 33.3 percent from HDED programs have two to five years of
prekindergarten to grade two teaching. Nine principals (39.1%) from FDED
programs have 20+ years of such experience. Reporting on total teaching
experience, the most frequently reported category of HDED principals
(n = 17, 41.4%) taught a total of 11 to 20 years, whereas for FDED
principals it was 20+ years of total teaching experience (n = 19, 43.1%)
(see Table 12).
Professional development activities of elementary principal
Principals from HDED programs reported attending an average of 3.5
(range = 1-17) seminars in the last three years (since fall 1987) and
FDED principals reported attending about the same number (M = 3.1,
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range = 1-15). During the same time period, principals from HDED and
FDED programs reported attending an average of 3.7 (range = 1-10) and 2.3
(range = 1-15) professional conferences, respectively. The majority of
principals with HDED and FDED programs attended between one to five such
events (61.5% and 80%, respectively). Principals from schools with HDED
and FDED programs reported completing an average of three (range = 1-10)
and 1.3 (range = 0-4) college courses, respectively (see Table 13).
Differences Among Educators on the
Educator Beliefs Subscale
One-way ANOVA revealed main effect for five of six categories for
educators, i.e., kindergarten teachers, first-grade teachers and
elementary school principals. In addition, post hoc analyses using
Duncan multiple range test identified differences between groups. See
Appendix G for a listing of the Educator Beliefs Subscale items.
All kindergarten teachers and first-grade teachers
If the overall F is significant, then Duncan's multiple range test
revealed a number of differences at the .05 level of significance. In
the "guidance technique" category, one of three possible items was
significant (see Table 14). The significant item was authority through
treats, stickers and/or stars to encourage appropriate behavior, £(2,282)
= 2.81, 2=.02. Kindergarten teachers placed more importance on this item
than first-grade teachers.
In the "skill centered" category, two of 11 possible items were
significant (see Table 14). The significant items are: kindergartners

95

learning to read, £(2,279) = 4.34, b=.01, and use of basal reader in the
kindergarten program, £(2,282) = 3.55, fi=.03. First-grade teachers
placed more importance on both items than kindergarten teachers.
In the "teaching strategy" category, two of the seven possible items
were highly significant (see Table 14). Kindergarten teachers placed
more importance on items than first-grade teachers. The significant
items were: children selecting their own activities, £(2,284) = 7.35,
£=.001, and participating in dramatic play, £(2,284) = 8.44, ^=.003.
For the category "emergent literacy," two of six possible items were
marginally significant. Kindergarten teachers placed more importance on
both items than first-grade teachers. The significant findings were:
activities that are responsive to individual differences, £(2,282) =
2.81, a=.05, and children seeing and using functional print £(2,284) =
2.92, a=.05.
In the category "curriculum integration," one of six possible items
was significant (see Table 14). Kindergarten teachers placed more
importance on this item than first-grade teachers. The significant item
was learning through active exploration £(2,283) = 4.21, b=.01.
Of a possible 35 items, seven significant items were found.
Therefore, the null hypothesis of no significant difference among the
educators' beliefs concerning kindergarten is not accepted.
All kindergarten teachers and elementary school principals
If the overall £ is significant, then Duncan's multiple range test
revealed a number of differences at the .05 level of significance. For
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the "social competence" category, one of three possible items was
significant (see Table 15). Kindergarten teachers placed more importance
on this item than principals. The significant item was children talking
informally with adults £(2,282) = 2.69, £=.006.
In the "guidance technique" category, two of three possible items
were highly significant. Kindergarten teachers placed more importance on
these items than principals. The significant items were: use of
authority through punishment and/or reprimand to encourage appropriate
behavior, £(2,275) = 5.07, £=.006, and children establishing rules for
the classroom, £(2,284) = 9.68, £=.0001.
In the "teaching strategy" category, two of seven possible items
were significant (see Table 15). Kindergarten teachers placed more
importance on the first item, while principals placed more importance on
the second item, respectively. The highly significant items were
children selecting many of their own activities from a variety of
learning areas that the teacher has prepared, £(2,284) = 7.35, £=.001,
and input from parents, £(2,283) = 6.84, £=.001.
In the "emergent literacy" category, two of the six possible items
were significant (see Table 15). Kindergarten teachers placed more
importance on both items than principals. The significant items were:
children seeing and using functional print, £(2,283) = 5.76, £=.003, and
children experimenting with writing by inventing their own spelling
£(2,283) = 3.05, £=.04.
In the "curriculum integration" category, two of six possible items
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were significant (see Table 15). Kindergarten teachers placed more
importance on the first item and principals placed more importance on the
second item, respectively. The significant items were exposure to
multicultural, nonsexist activities £(2,284) = 3.60, £=.02, and planned
activities for outdoor time, £(2,283) = 11,53, £=.002.
Of a possible 36 items, nine significant differences were found.
Therefore, the hypothesis of no significant differences among educators'
beliefs concerning kindergarten is not accepted.
All kindergarten teachers versus first-grade teachers and principals
If the overall F is significant, then Duncan's multiple range test
revealed a number of differences at the .05 level of significance. For
the "teaching strategy" category, two of seven possible items were
significant (see Table 16). Kindergarten teachers placed more importance
on both items than principals or first-grade teachers. The significant
items were: children selecting many of their own activities from a
variety of learning areas, £(2,284) = 7.53, £=.001, and children
participating in dramatic play £(2,284) = 8.44, £=.0003.
Differences Among HDED and FDED Educators
on the Educator Beliefs Subscale
One-way ANOVA revealed main effects for educators' schedules, i.e.,
HDED and FDED.

In addition, post hoc analyses using Duncan multiple

range test identified differences between educators from HDED and FDED
programs. See Appendix G for a listing of the Educator Beliefs Subscale
items.
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HDED and FDED kindergarten teachers
In the "social competence" category, one of three possible items was
statistically significant (see Table 17). FDED kindergarten teachers
placed more importance on this item than HDED teachers. The marginally
significant item was, learn through interaction with others, £(1,101) =
3.71, Ê=,05.
In the "guidance technique" category, one of three possible items
was statistically significant (see Table 17). FDED kindergarten teachers
placed more importance on this item than HDED kindergarten teachers. The
marginally significant item was teachers' use of authority through
punishment and/or reprimand to encourage appropriate behavior, £(1,100) =
3.84, £=.05.
First-grade teachers with HDED and FDED kindergarten programs
In the "teaching strategy" category, one of seven possible items was
marginally significant (see Table 18). First-grade teachers from schools
with FDED programs placed more importance on this item than first-grade
teachers from schools with HDED programs. The marginally significant
item was, children participating in dramatic play, £(1,91) = 3.47, &=.05.
Elementary principals with HDED and FDED kindergarten programs
In the "skill centered" category, four of eleven possible items were
statistically significant (see Table 19). Principals from FDED programs
placed more importance on these items than principals from HDED programs.
The significant items were: being instructed in recognizing the single
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letters of the alphabet isolated from words, F(1,89) = 6.97; £=.01;
coloring within predetermined lines, F(l,89) = 4.35, £=.04; recognizing
single letters isolated from words £(1,89) = 6.97, fi=.01; and working
silently and alone on seatwork, £(1,89) = 5.20, £=.02.
Of a possible 36 items five significant differences were found.
Therefore, the null hypothesis of no difference between educators from
FDED and HDED programs is not rejected.
Differences Among Educators on the
Instructional Activities Subscale
One-way ANOVA revealed main effects in five categories for
educators, i.e., kindergarten teachers, first-grade teachers, and
elementary school principals. In addition, post hoc analysis using
Duncan multiple range test identified differences between groups. See
Appendix G for a listing of the Instructional Activities Subscale items.
All kindergarten teachers and first-grade teachers
If the overall £ is significant, then Duncan's multiple range test
revealed a number of differences at the .05 level of significance. In
the "guidance technique" category, one of four possible items was
statistically significant (see Table 20). First-grade teachers expected
more frequent use of this technique than kindergarten teachers. The
significant item was losing special privileges for misbehavior, F(2,274)
= 3.41, £=.03.
In the "skill centered" category, two of nine possible items were
significant (see Table 20). First-grade teachers placed more importance
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on these items than kindergarten teachers. The significant items were:
practicing handwriting in lines, £(2,275) = 4.67, g=.01, and reciting the
alphabet, F{2,274) = 8.66, £=.0002.
In the "teaching strategy" category, eight of the 16 possible items
were statistically significant (see Table 20). For all significant items
kindergarten teachers expected more frequent involvement in the
activities than first-grade teachers. The significant items were:
building with blocks, £(2,272) = 10.52, £=.0001; children coordinating
their own activities in centers, £(2,273) = 5.04, £=.002; participating
in dramatic play, £(1,276) = 6.03, £=.002; listening to records and/or
tapes, £(2,276) = 7.20, £=.001; singing and/or listening to music,
£(2,278) = 12.72, £=.0001; playing with games or puzzles, £(2,276) =
8.17, £=.0004; playing with manipulatives such as puzzles, pegboards, and
legos, £(2,278) = 7.68, £=.001; and drawing, painting, working with
playdough and other art media, £(2,276) = 5.04, £=.01.
In the "emergent literacy" category, the item doing creative writing
£(2,276) = 4.16; £=.01 was significant. Kindergarten teachers expected
more frequent involvement in the activity than first-grade teachers (see
Table 20).
In the "curriculum integration" category, one of four possible items
was significant (see Table 20). Kindergarten teachers expected more
frequent involvement in multicultural and nonsexist classroom activities
£(2,275) = 5.50, £=.004, than first-grade teachers.
Of a possible 34 items, 13 statistically significant differences
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were found. Therefore, the null hypothesis of no significant differences
among educators on their desired classroom practice is not accepted.
All kindergarten teachers and elementary school principals
If the overall F is significant, then Duncan's multiple range test
revealed a number of differences at the .05 level of significance. In
the "guidance technique" category, one of four possible items was
significant (see Table 21). Kindergarten teachers expected children to
receive more social reinforcement for appropriate behavior and/or
performance, £(2,277) = 4.84, £=.01, than principals.
In the "skill centered" category, three of nine possible items were
significant (see Table 21). Kindergarten teachers expected more frequent
involvement in large group teacher-directed activities, F(2,275) = 8.13,
£=.004, and rote counting, £(2,271) = 7.23, £=.001, than principals,
while principals expected more frequent involvement in using competitive
math, £(2,276) = 5.65, £=.003.
In the "teaching strategy" category, six of the 16 possible items
were significant. Kindergarten teachers expected more frequent
involvement in all these items than principals. The significant items
were: building with blocks, £(2,272) = 10.52, £=.001; participating in
dramatic play, £(1,276) = 6.03, £=.002; listening to records and/or
tapes, £(2,276) = 7.20, £=.001; singing and/or listening to music,
£(2,278) = 12.72, £=.0001; playing with games and puzzles, £(1,276) =
8.17; £=.001; and playing with manipulatives, £(2,278) = 7.69, £=.0006.
In the "emergent literacy" category, the item doing creative
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writing, £(2,276) = 4.16, E=.01, was significant.

Kindergarten teachers

expected more frequent involvement than principals (see Table 20).
Of a possible 34 items, 13 significant differences were found.
Therefore, the null hypothesis of no significant differences between
educators' desired classroom practice is not accepted.
All kindergarten teachers versus first-grade teachers and principals
If the overall F is significant, then Duncan's multiple range test
revealed a number of differences at the .05 level of significance. In
the "teaching strategy" category, seven of 16 possible items were
significant (see Table 22). For all of these items kindergarten teachers
expected more frequent involvement in these activities than first-grade
teachers or principals. The significant items were: building with
blocks, £(2,272) = 10.52, £=.001; participating in dramatic play,
£(2,276) = 6.03; £=.001; listening to records and/or tapes, £(2,276) =
7.20, £=.001; singing and/or listening to music, £(2,278) = 12.72,
£=.001; playing with games and puzzles, £(2,276) = 8.17, £=.004; playing
with manipulatives, £(2,278) = 7.69, £=.001; and drawing, painting,
working with playdough and other art media, £(2,276) = 5.04, £=.01.
In the emergent literacy" category, the item doing creative writing,
£(2,276) = 4.16, £=.01, was significant. Kindergarten teachers expected
more frequent involvement in this activity than first-grade teachers or
elementary school principals.
In the "curriculum integration" category, one of four possible items
was significant (see Table 22). Kindergarten teachers expected less
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frequent involvement in health and safety activities, £(2,272) = 5.50,
Ë=.004, than first-grade teachers or principals.
Of a possible 34 items, nine significant differences were found.
Therefore, the null hypothesis of no difference between educators'
desired classroom practices is rejected.
Differences Among HDED and FDED Educators
on the Instructional Activities Subscale
One-way ANOVA revealed few statistically significant main effects
for kindergarten schedule, i.e., HDED and FDED. In addition, post hoc
analysis using Duncan multiple range test identified differences between
kindergarten teachers from HDED and FDED programs. See Appendix G for a
listing of the Instructional Activities Subscale Items.
HDED and FDED kindergarten teachers
In the "teaching strategy" category, three of 16 items were
significant (see Table 23). This was the only category revealing
significant findings, with kindergarten teachers from FDED kindergarten
programs placing more importance on these items than teachers from HDED
programs. The significant items were: listening to tapes and/or
records, £(1,96) = 13.47, g=.001; waiting for longer than five minutes
£(1,80) = 5.59, Ë=.02; and sitting for longer than 15 minutes £(1,94) =
3.50, £=.05.
Of a possible 34 items, three significant differences were found.
Therefore, the null hypothesis of no significant difference between
kindergarten teachers in HDED and FDED programs is not rejected.
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First-grade teachers with HDED and FDED kindergarten teachers
There were no significant differences between HDED and FDED firstgrade teachers on any of the items in the Instructional Activities
Subscale.
Principals with HDED and FDED kindergarten programs
There were significant findings in two of the five categories (see
Table 24). In the "skill centered" category, eight of the nine items
were significant. For all items principals with FDED kindergarten
programs expected more frequent involvement in the activities than those
with HDED programs. The significant items were: underlining and working
on items on worksheets £(1,88) = 5.51, £=.02; using flashcards with sight
words and/or math facts £(1,88) = 4.00, £=.04; rote counting £(1,88) =
4.68, a=.03; practicing handwriting on lines £(1,88) = 5.29, &=.02;
large-group teacher-directed activities £(1,87) = 4.54), £=.03; and
reciting the alphabet £(1,87) = 5.24, £=.02.
In the "teaching strategy" category two of the 16 items were
significant. For both items, principals with FDED programs expected more
frequent involvement in the activities than those with HDED programs.
The significant items were: children coordinating their own activities
£(1,89) = 3.89, £=.05 and games and activities directed by or made by
parents £(1,87) = 5.60, £=.02.
Of a possible 34 items, 8 significant differences were found.
Therefore, the null hypothesis of no significant differences between the
desired classroom practice of HDED and FDED principals is not accepted.
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Difference Between Actual and Desired
Practices of Kindergarten Teachers
Paired t test analyses were used to examine actual and desired
teaching practices of kindergarten teachers. Whenever an actual teaching
practice rating exceeds the desired rating for the same item (positive
mean) it is interpreted to mean that teachers are involved in a specific
activity more often than they desire. When the desired practice rating
for a specific item exceeds actual rating (negative mean), it is
interpreted to mean that these teachers would like this activity to occur
more often.
Actual and desired teaching practice of kindergarten teachers
In the "guidance technique" category, three of the four possible
items were significant (see Table 25). Kindergarten teachers used more
loss of special privileges (t = 4.51, £=.0001) and using isolation to
obtain compliance (t = 2.10, &=.03) than they thought was desirable.
They wanted to use more social reinforcement for appropriate behavior
and/or performance (t = -3.13, £=.002).
In the "skill centered" category, six of nine possible items were
significant. Teachers actually used more of all of these practices than
they thought desirable. The significant practices they wanted to
decrease were: large group teacher-directed instructions (t = 4.98,
£=.0001); coloring and/or cutting predrawn forms (t = 5.30, £=.0001);
circling, underlining and/or marking on items on worksheets (t = 7.98,
£=.0001); using flashcards with sightwords and/or math facts (t = 3.16,
P=.002); using rote counting (t = 3.01, £=.003); and practicing
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handwriting on lines (t = 5.26, £=.0001).
In the "teaching strategy" category, 15 of the 16 possible items
were significant. The kindergarten teachers would like to use more of
these practices than they currently do for 13 of the 15 items. The
significant findings were: children selecting centers (t = -4.96,
£=.0001); children coordinating their own activities in centers
(t = -5.89, £=.0001); participating in dramatic play (t = -10.34,
£=.0001); playing with games and puzzles (t = -4.71, £=.0001); exploring
animals, plants and/or wheels and gears (t = -9.57, £=.0001); cutting
their own shapes (t = -5.51, £=.0001); creative movement (t = -8.83,
£=.0001); singing and/or listening to music (t = -4.38, £=.0001); playing
with manipulatives such as pegboards puzzles and/or legos (t = -3.39,
£=.0002); drawing, painting, working with playdough and other art media
(t = -6.17, £=.0001); listening to records and/or tapes (t = -4.11,
£=.0001); building with blocks (t = 10.45, £=.0001); games and activities
directed by or made by parents (t = 10.49, £=.0001). Kindergarten
teachers had children waiting for five minutes (t = 6.06, £=.0001) and
sitting for longer than 15 minutes (t = 5.17, £=.0001) than they found
desirable.
In the "emergent literacy" category, kindergarten teachers found it
desirable to do more creative writing (t = -10.23, £=.0001) than they
were practicing.
In the "curriculum integration" category, three of the four possible
items were significant. Kindergarten teachers indicated a desire to use
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more math incorporated with other subject areas (t = -2.75, £=.01);
specifically planned outdoor activities (t = -6.86, £=.0001); health and
safety activities (t = -5.08, £=.0001) than they were practicing.
Of a possible 34 items, 28 significant differences were found.
Therefore, the null hypothesis of no significant difference between
kindergarten teachers' actual and desired classroom pracatice is not
accepted.
Actual and desired teaching practices of HDED kindergarten teachers
In the "guidance technique" category, all four items were
significant. Kindergarten teachers used more of the following practices
than they found desirable. The significant practices they wanted to
decrease were: losing special privileges (t = 3.25, £=.002) and using
isolation to obtain child compliance (t = 2.00, £=.05). They wanted to
use more tangible rewards for appropriate behavior (t = -2.14, £=.03) and
social reward for appropriate behavior (t = -1.94, £=.05) than they
actually used.
In the "skill centered" category, five of the nine possible items
were significant. Kindergarten teachers actually used more of all of
these practices than they thought desirable. The significant practices
they wanted to decrease were: large group teacher-directed instruction
(t = 3.44, £=.001); coloring and/or cutting pre-drawn forms (t = 2.56,
£=.01); circling, underlining and/or marking on items on worksheets
(t = 5.58, £=.0001); using flashcards with sight words and/or math facts
(t = 2.35, £=.02); and practicing handwriting on lines (t = 3.43,
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m=.ooi).
In the "teaching strategy" category, 15 of the 16 possible items
were significant. The kindergarten teachers would like to use more of
these practices than they currently do. The significant practices they
wanted to increase were: children selecting centers (t = -3.46,
Ë=.0002); children coordinating their own activities in centers (t = 4.15, a=.0002); participating in dramatic play (t = -6.10, a=.0001);
doing creative writing (t = -9.34, £=.0001); playing with games and
puzzles (t = -7.00, £=.002); exploring animals, plants, and/or wheels and
gears (t = -6,38, a=.0001); cutting their own shapes from paper (t = 3.51, £=.001); creative movement (t = -6.40, £=.0010); singing and/or
listening to music (t = -3.39, £=.001); playing with manipulatives such
as pegboards, puzzles, and/or legos (t = -2.46, £=.01); drawing painting,
working with playdough, and other art material (t = -4.14, £=.0002);
listening to records and/or tapes (t = 2.74; £=.01); building with blocks
(t = -3.32, £=.001); games/activities, directed by or made by parents (t
= -7.00, £=.001). They wanted to use less of strategies allowing
children to wait for longer than five minutes (t = 4.08, £=.0001) and
sitting for longer than 15 minutes (t = 3.40, £=.001).
In the "emergent literacy" category, teachers would like to provide
more opportunities for creative writing (t = -9.34, £=.0001) than they
now do.
In the "curriculum integration" category, all three items were found
to be significant. These kindergarten teachers would like to provide
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more opportunities for math incorporated with other subject areas (t = 2.00, a=.05); multicultural and nonsexist activities (t = -5.73,
£=.0001); and health and safety activities (t = -3.63, fi=.001).
Actual and desired teaching practices of FDED kindergarten teachers
In the "guidance technique" category, two of the four possible items
were significant. Kindergarten teachers used more strategies of children
losing special privileges than they thought was desirable (t = 3.11,
£=.003). They, however, wanted to use more social reinforcement for
appropriate behavior (t = -2.43, £=.01).
In the "skill centered" category, six of the nine possible items
were significant. Teachers actually used more of all of these practices
than they thought desirable. The significant practices were: large
group teacher-directed instructions (t = 3.61, £=.001); coloring and/or
cutting predrawn forms (t = , £=.0001); circling, underlining and/or
marking on items on worksheets (t = 4.89, £=.0001); using flashcards with
sight words and/or math facts (t = 2.19, £=.03); rote counting (t = 2.53,
£=.03); practicing handwriting on lines (t = 3.99, £=.002).
In the "teaching strategy" category, 14 of the 16 possible items
were significant. The teachers would like to use more of these
strategies than they currently practice. The significant findings were:
children selecting centers (t = -3.51, £=.001); children coordinating
their own activities in centers (t = -4.19, £=.0001); participating in
dramatic play (t = -8.51, £=.0001); playing with games and puzzles (t = 3.45, £=.001); exploring animals, plants and/or wheels and gears (t = -
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7.08, B=.0001); cutting their own shapes from paper (t = -4.21, £=.0001);
creative movement (t = -6.26, &=.0001); singing and/or listening to music
(t = -2.08, £=.01); playing with manipulatives such as pegboards,
puzzles, and/or legos (t = -3.04, a=.003); drawing, painting, working
with playdough and other art media (t = -4.55, £=.0001); listening to
records and/or tapes (t = -3.04, £=.003); and building with blocks (t = 3.15, £=-002). These teachers had children waiting for longer than five
minutes (t = 4.63, £=.001) and sitting for longer than fifteen minutes
and (t = 3.84, £=,0003) than they found desirable.
In the "emergent literacy" category, the only item was found to be
significant. Kindergarten teachers found it desirable to do more
creative writing (t = -6.08, £=.0001) than they were practicing.
In the "curriculum integration" category, three of four possible
items were significant. Teachers indicated a desire to use more of these
practices than they currently do. The significant findings were: math
incorporated with other subject areas (t = -1.92, £=.05); multicultural
and nonsexist activities (t = -4.92, £=.0002); and health and safety
activities (t = -3.52, £=.001).
Differences Between HDED and FDED Kindergarten
Teachers on their Actual Classroom Practice
One-way ANOVA revealed few main effect for one of five categories
for program schedule, i.e., HDED and FDED. In addition, post hoc
analysis using Duncan multiple range test identified differences between
kindergarten teachers from HDED and FDED kindergarten programs. See
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Appendix G for a listing of the Instructional Activities Subscale items.
In the "teaching strategy" category, four of 16 possible items were
significant (see Table 26). FDED kindergarten teachers expected more
frequent involvement in three of these activities than HDED kindergarten
teachers. The significant items were: sitting for longer than 15
minutes, £(1,101) = 2.54, a=.02; waiting for longer than five minutes,
£(1,89) = 15.08, £=.0002; listening to records and/or tapes, £(1,101) =
8.74, £=.003. For one item, HDED kindergarten teachers expected more
frequent involvement as compared to FDED kindergarten teachers. The
significant item is: games and activities directed by or made by
parents, £(1,98) = 3.60, £=.05.
Differences Between HDED and FDED Kindergarten
Teachers' Desired Classroom Practices
One-way ANOVA revealed main effect for one of five categories, for
program schedule, i.e., HDED and FDED. In addition, post hoc analysis
using Duncan multiple range test identified differences between
kindergarten teachers from HDED and FDED kindergarten programs. See
Appendix G for a listing of the Instructional Activities Subscale items.
There were significant findings in one of six categories (see Table
27). In the category "teaching strategy," three of four items were
significant: listening to records and/or tapes £(1,96) = 13.47, £=.001 ;
waiting for longer than five minutes £(1,80) = 5.59, £=.02; and sitting
for longer than 15 minutes £(1,94) = 3.50, £=.06. Kindergarten teachers
from FDED programs expected more frequent involvement in these activities
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than those teachers from HOED programs.
In the "social competence" category, one of three possible items was
significant. FDED kindergarten teachers placed more importance on this
item than HDED teachers. The significant item was learn through
interaction with others, £(1,101) = 3.71, £=.05.
In the "guidance technique" category, one of three possible items
was significant. FDED kindergarten teachers placed more importance on
this item than HDED kindergarten teachers. The significant item was
teachers' use of authority through punishment and/or reprimand to
encourage appropriate behavior £(1,100) = 3.84, £=.05.
Kindergarten teaching experience and kindergarten teachers' beliefs and
classroom practice
In order to test the hypothesis that no relationship exists between
teaching experience and teachers' beliefs and desired classroom
practices, Pearson Product Moment Correlations were computed. Of a
possible 36 items for teachers' beliefs, there were three significant
items, while of a possible 34 items for teachers' desired practice there
was one significant item (see Table 28). The hypothesis of no
relationship between kindergarten teachers' experience and their beliefs
and classroom practices could not be rejected.
For teachers' beliefs significant items were distributed across four
categories. In the categories "teaching strategy" and "curriculum
integration," the significant items were: creative movement (r = .30,
£=.001) and competitive math activities to learn math facts (r = .22,
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£=.02). For both items teachers with more kindergarten teaching
experience rated these activities as more important.
For kindergarten teachers' desired classroom practice there was one
significant item in the "skill-centered" area, coloring and/or cutting
predrawn forms (r = .22, a=.02). Again, teachers with more kindergarten
teaching experience rated this item as being more important. Therefore,
the null hypothesis of no significant difference between kindergarten
teachers' teaching experience and their kindergarten beliefs and
practices is not rejected.
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DISCUSSION
Program and Personnel Characteristics
The average class sizes were 20.5 and 20.2 for HDED and FDED
programs, respectively. Herwig (1986) and Banks (1990) reported similar
results for FDED programs in Iowa. According to Gardner (1986) the
nationwide kindergarten class size is 25. Bredekamp (1987), however,
recommended a class size of 20 children. Iowa kindergarten class size is
lower than the national average, and it represents an optimal size. The
half-day kindergarten teachers tended to have two half-day programs daily
with different groups of children. The full day kindergarten teacher,
however, tended to have one group for the entire school day.
Teachers also reported on the availability of teacher aides. A
greater percentage of teachers from HDED programs were provided teaching
aides: HDED (54.3%) and FDED (43.8%). Also reporting on Iowa
kindergartens. Banks (1990) found that full-day alternate day as compared
to full-day every day programs used more volunteers. A study by Travis
and Molnar (1986) reported that 44 percent of the New York City teachers
surveyed cited a lack of paraprofessional assistance as a problem in
full-day every day kindergarten classrooms with class sizes averaging 26
children.
Teachers reported on whether their school district required a
specific length of time for specific subject areas. The majority of
teachers in both types of programs (HDED and FDED) have no specific time
limit, this finding supports the results of Banks (1990). Kindergarten
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teachers reporting on the use of curriculum guides suggested that the
implementation of such guides were rarely monitored.
A majority of kindergarten teachers have an elementary K-6
certification. Banks (1990) also reporting on an Iowa sample found
similar results. A majority of first-grade teachers and principals also
reported having a K-6 teachers certification. Fewer than 10 percent of
kindergarten teachers and first-grade teachers reported having a masters
degree.
A majority of HDED kindergarten teachers (52%) have 11+ years of
kindergarten teaching experience, while only 35.8 percent of FDED
kindergarten teachers have 11+ years of such experience. A majority of
the teachers in both HDED and FDED programs have 11+ years of total
teaching experience. Herwig (1986) and Banks (1990) who also reported on
kindergarten teachers in Iowa found that full-day alternate day teachers
had more total years of teaching experience than FDED teachers, yet they
had worked for a similar number of years in full-day every day
kindergarten. A majority of first-grade teachers and principals have 10+
years of total teaching experience.
Kindergarten teachers reporting on their professional developmental
activities since 1987 indicated that they had attended an average of 4.2
(HDED) and 4.7 (FDED) seminars, and 4.5 (HDED) and 2.2 (FDED)
conferences. Banks (1990) found no statistically significant difference
between the professional develomental activities of HDED and FDED
kindergarten teachers. A majority of kindergarten teachers reported
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taking between 1.2 and 3.9 college courses. The mean number of seminars
attended by kindergarten teachers was higher than that of first-grade
teachers and principals, except for FDED first-grade teachers.
Kindergarten teachers as compared to first-grade teachers or principals
also attended more conferences and took more college courses.
Influences on teachers' planning and teaching were also addressed.
Both HOED (47.3%) and FDED (34.5%) kindergarten teachers considered the
influence of Iowa Department of Education Regulations to be "very
influential." The influence of school district policy was "fairly
influential" for HDED kindergarten teachers (40%) but very influential
for FDED teachers (35.7%). Parental influence was considered to be
"fairly influential" by FDED (37.7%) and HDED (42%) kindergarten
teachers.
Differences Among Educators'
Beliefs and Practices
The present study supports research findings indicating differences
among educators' beliefs and reported practices concerning kindergarten
(Durkin, 1987; Hatch & Freeman, 1988; Hintz & Wright, 1988; Kagan &
Smith, 1988). Results revealed that kindergarten teachers as compared to
first-grade teachers or principals placed more importance on classroom
teaching strategies using child-centered approaches as active exploration
and responsiveness to individual differences. These beliefs support the
findings of Hintz and Wright (1988) who found that kindergarten teachers,
as compared to first grade teachers, encouraged the use of more open-
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ended materials in their classrooms.

In addition. Hatch and Freeman

(1988) found that most of the principals and first-grade teachers held
maturationist or interactionist viewpoints, and endorsed child-centered
approaches. Longitudinal research has indicated that child-initiated
learning activities are an important aspect in programs for young
children (Day & Drake, 1983; Huston-Stein & Stallings, 1986; Torrence,
1970) and influences academic and social experiences skills of
adolescents (Schweinhart et al., 1985).
First-grade teachers, as compared to kindergarten teachers, were
found to emphasize guidance techniques, while kindergarten teachers as
compared to principals placed more importance on this area of classcontrol technique as reflected in both their beliefs and desired
classroom practice. Principals may be assuming that kindergarten
teachers are in control of their classrooms without having to enforce
such control strategies. Hintz and Wright (1988) reported that
kindergarten teachers expressed concern for children's behavior.
First-grade teachers placed more emphasis on "skill centered"
activities, i.e., handwriting on lines and reciting the alphabet than
kindergarten teachers. Such emphasis on rote learning is considered
inappropriate practice by the National Association for the Education of
Young Children (1986). According to Hatch and Freeman (1988), however,
both kindergarten teachers and principals in their study worked in
programs that were skill centered and academically oriented. Caution is
warranted in comparing across studies, however, since Hatch and Freeman
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(1988) reported on qualitative data and they were reporting actual
practices than beliefs. Other skill-centered activities emphasized by
first-grade teachers as compared to kindergarten teachers were related to
their reading readiness expectations. For example, first-grade teachers
placed more importance on kindergarten children learning to read and on
the use of a basal reader in kindergarten but expected less frequent
involvement in doing creative writing. This skill-centered approach is
in contrast to literacy approaches emphasizing whole language
instructions and building on children's natural abilities and using
language for meaningful purposes (Goodman, 1986; NAEYC, 1986).
Kindergarten teachers, as compared to principals and first-grade
teachers, emphasized more emergent literacy experiences that support
those expressed by Goodman (1986). However, Durkin (1987) who found that
both kindergarten teachers and principals emphasized phonetic approaches
to reading instruction.
Findings concerning teachers' desired classroom practices are
similar to those reported for their kindergarten beliefs. First-grade
teachers expected children to be more frequently involved in skillcentered activities as compared to kindergarten teaching, while
kindergarten teachers desired more frequent involvement in childcentered, autonomy-oriented experiences that promote active involvement,
experimentation and creative exploration.
Surprisingly, comparisons between the desired teaching practice of
kindergarten teachers and elementary principals suggest that kindergarten
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teachers expected more frequent involvement in large-group teacherdirected activities such as large-group, teacher-directed instructions
and rote counting than principals and principals expected children to be
more frequently involved in competitive math activities. Such teaching
strategies are considered to be too skill-centered and teacher-directed
and, therefore, are inappropriate teaching practices for young children
(NAEYC, 1986; Schweinhart et al., 1985; Stallings, 1975). Kindergarten
teachers as compared to principals, however, expected more frequent
involvement in child-centered, autonomy-oriented experiences, a finding
similar to that of kindergarten teachers versus first-grade teachers.
Activities included building with blocks, participating in dramatic play,
listening to records and tapes and doing creative writing.
According to Kagan and Smith (1988),teachers identified as childcentered used less teacher structure and tended to communicate with
children in small groups rather than an entire class. This inconsistency
in kindergarten teachers' expectations was found by Hatch and Freeman
(1988) and Durkin (1987). Hatch and Freeman (1988) identified
kindergarten teachers and principals working in highly skill-centered and
academically-oriented programs, while expressing maturationist and
interactionist philosophies. Likewise Durkin (1987) found that
kindergarten teachers and principals expressed a developmental Gessellike approach to reading but emphasized phonetic approaches to their
reading programs.
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The Beliefs and Practices of
Kindergarten Teachers Versus First-Grade Teachers
and Elementary School Principals
The beliefs of kindergarten teachers in contrast to first-grade
teachers and elementary school principals revealed differences only in
the area of "teaching strategies." Similar to the paired comparisons
reported earlier, kindergarten teachers placed more importance on childcentered approaches than either first-grade teachers or principals.
Findings on differences between educators' expressed beliefs were
very consistent with findings on their desired classroom practices
supporting the findings of Wing (1989) and Kagan and Smith (1988). They
reported that teachers' philosophies were consistent with their classroom
practice.
Differences between the reported classroom practice of kindergarten
teachers versus first-grade teachers and principals were in the area of
child-centered teaching strategies and emergent literacy experiences.
For both areas, kindergarten teachers as compared to first-grade teachers
or principals expected more frequent involvement.
Beliefs and Practices of HOED and FDED Educators
There were very few within-group differences between educators from
hDED

and

FDED

programs. Therefore, the null hypothesis of no differences

between educators based on their teaching schedule was not rejected. The
differences for

HDED

and

FDED

kindergarten teachers' beliefs were items

in the areas of social competence and guidance techniques. The
kindergarten teachers placed more importance on learning through

FDED
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interaction with others and use of authority through reprimand and
punishment. A study by the Wisconsin State Department of Public
Instruction (1980) reported that FDED programs had larger percentages of
unstructured time than HDED programs. Opportunities for social
interactions, therefore, may be available during such periods of time.
In addition, FDED programs provide twice as much time daily opportunities
for longer contacts between the teacher and children.
The beliefs of first-grade teachers with HDED and FDED kindergarten
programs differed only on one teaching strategy. Teachers with FDED
programs expected more frequent involvement in opportunities for dramatic
play. This finding again may be reflective of the difference in length
of the school days rather than differences in teachers philosophical
orientation. No differences were found between the desired practices of
first-grade teachers with HDED and FDED kindergarten programs.
Similarly, there were few significant differences between the
beliefs of principals with HDED and FDED programs and the desired
practice of principals with HDED and FDED programs. Regarding
principals' beliefs, FDED principals placed more importance on items
emphasizing a skill-centered approach to teaching, e.g., recognizing
single letters of the alphabet isolated from words and rote counting than
HDED principals. Such rote learning emphasis is considered inappropriate
practices for young children (Charlesworth et al., 1989; Hatch & Freeman,
1988; NAEYC, 1986).
There were also few statistically significant differences between
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the desired teaching practices of HOED and FDED kindergarten teachers.
Significant differences were found for a few items in the category of
"teaching strategy." FDED kindergarten teachers expected more frequent
involvement in listening to tapes and records, waiting for longer than
five minutes and setting for longer than 15 minutes. These items
indicate greater emphasis on teacher control, attention span and selfcontrol. Banks (1990) found FDED kindergarten teachers to be more
restrictive than full-day alternate day kindergarten teachers. There
were no significant differences between the desired teaching practice of
first-grade teachers with HDED and FDED kindergarten programs. There
were, however, eight statistically significant differences between
elementary school pricnipals from HDED and FDED programs. These
differences centered in the area of skill-oriented teaching approaches.
Elementary school principals with FDED programs as comapred to those with
HDED programs expected more frequent involvement in child centered
teaching approaches.
Teacher-Reported Actual and Desired
Teaching Practices of Kindergarten Teachers
The present study is unique in addressing both the reported actual
and desired teaching practices of kindergarten teachers. Previous work
has examined reported practice or observed teaching behavior of
kindergarten teachers (Durkin, 1987; Hatch & Freeman, 1988; Hintz &
Wright, 1988; Kagan & Smith, 1988). For the present study there were
many significant findings between teachers actual and desired practices
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in all of the categories addressed, i.e., guidance techniques, skillcentered, teaching strategy, emergent literacy, and curriculum
integration. In the guidance technique category, the kindergarten
teachers used more loss of privilege strategy than they thought was
desirable, and they found it desirable to use more tangible rewards and
social reward for appropriate behavior.
In the "skill-centered" category, kindergarten teachers used more
large-group teacher-directed instructions, coloring and cutting predrawn
forms, circling, underlining and marking on items on worksheets, using
flashcards with sight words and/or math facts and practicing handwriting
on lines than they thought was desirable. These learning activities are
considered to be inappropriate practice for young children (Charlesworth
et al., 1989; Hatch & Freeman, 1989; NAEYC, 1986); therefore, it is
desirable to decrease their use. It is not feasible to know from this
study how often these activities were actually used since teachers'
reports were used rather than classroom observations by researchers.
Similarly, in the "teaching strategy" category teachers found it
desirable for kindergarten teachers to use more child-centered strategies
than they actually used. The more desirable practices they identified
were children selecting centers; children coordinating their own
activities in centers; participating in dramatic play; playing with games
and puzzles; exploring animals, plants and wheels and gears; cutting
their own shapes from paper; creative movement; singing and/or listening
to music; playing with manipulatives; drawing, painting, working with
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playdough and other art media; listening to records and tapes; and
building with blocks. These strategies all emphasize child-centered
approaches provide opportunities for active experimentations and
involvement in the learning process, a teaching philosophy promoted by
the National Association for the Education of Young Children (1986) and
supported by a number of researchers (Huston-Stein, 1977; Sadowski et
al., 1981; Schweinhart et al., 1986; Stallings, 1975). The kindergarten
teachers also had children waiting for longer than five minutes and
sitting longer than 15 minutes, however, they felt that these strategies
were used more often than was desirable.
For the area of "emergent literacy," teachers found it desirable to
involve children in doing more creative writing than they actually
practiced, while in the "curriculum integration" category, teachers found
it desirable to use more teaching strategies such as integrating math
with other subject areas, and to do multicultural and nonsexist
activities, and health and safety activities than they actually did.
These teachers have identified desired kindergarten practices that
are considered more developmental!y appropriate for young children.
These desired practices represent kindergarten teachers' expectations for
classroom practices. This study did not address the reason why the
teachers' ratings of their actual practice differed often from their
desired expectations.
Few differences were found between HDED and FDED kindergarten
teachers on their reported classroom practice. One category reporting
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significant differences was "teaching strategy."

FDED more than HOED

kindergarten teachers expected children to more frequently sit for longer
than 15 minutes and wait for longer than five minutes, indicating a
greater emphasis on teacher control. FDED kindergarten teachers also
expected more frequent involvement by children in listening to records
and tapes, which might be reflective of the differences in the length of
the school day rather than teaching philosophy. Similar to results on
actual classroom practice of HOED and FDED kindergarten teachers, there
also were few significant differences on their desired practice.
Categories having a few differences were "guidance technique" and
"social competence." In both areas, FDED as compared to HDED
kindergarten teachers expected more frequent involvement in experiences
in these areas.
Correlations Between Kindergarten Teachers'
Teaching Experience and Their Beliefs and Practices
Few significant relationships were found between the number of years
of kindergarten teaching experience and their actual classroom practice.
Teachers with more years of kindergarten teaching experiences were more
likely to use techniques involving the use of tangible reward for
appropriate behavior and/or performance, and have children involved in
more creative movement activities. In addition, teachers having more
kindergarten teaching experience were less likely to use the skillcentered approaches of coloring and/or cutting predrawn forms and using
competitive math activities to teach math facts. Perhaps these findings
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are spurious given the number of correlations computed. Studies by
Ruopp, Travers, Glantz & Coelen (1979), Snider and Fu (1990), and
Stallings and Porter (1980) reported no influence of teaching experience
on teachers' classroom performance. When investigating daycare
caregivers Snider and Fu (1990) found experience without an early
childhood knowledge base did not provide teachers with a framework for
understanding what constitutes developmental!y appropriate practices.
Only one significant relationship was found between the years of
kindergarten teaching experience and desired practice. Teachers with
more years of teaching experience expected more frequent activities of
coloring within lines and cutting predrawn forms. Again, this one
difference may be a spurious finding due to the number of correlations
computed.
Academic Preparation of Kindergarten Teachers and
Their Actual and Desired Practice
The hypothesis of no differences between the educational preparation
of kindergarten teachers and their kindergarten beliefs and practices
could not be examined due to the limited number of teachers with
prekindergarten/kindergarten certification. There were 68 kindergarten
teachers with K-6 teacher certification, while there were only three
teachers with prekindergarten/kindergarten teacher certification and 14
teachers with both prekindergarten/kindergarten and K-6 teacher
certification.
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SUMMARY AND IMPLICATIONS
The present study examined the beliefs and desired practices of
kindergarten teachers, first-grade teachers and elementary school
principals in both FDED and HDED programs and the actual and desired
practices of kindergarten teachers. This study supports and extends
other research that has addressed aspects of this topic (Durkin, 1987;
Hatch & Freeman, 1988; Hintz & Wright, 1988; Kagan & Smith, 1988; Spodek,
1988). Specifically, this study provides quantitative evidence
associated with the findings of Hatch and Freeman's (1988) qualitative
study.
Two hundred and eighty-seven subjects responded to a Teacher
Information Questionnaire, seeking demographic information. They also
responded to the Teacher Questionnaire. Part one of the Teacher
Questionnaire, the Educator Beliefs Subscale, sought information on
educators' beliefs concerning kindergarten, while part two, the
Instructional Activities Subscale, sought information on kindergarten
teachers' actual and desired practices.
Results on the beliefs and expressed practices of kindergarten
teachers, first-grade teachers and elementary school principals suggested
that there are differences among these educators. Even though few
differences were found, findings revealed that kindergarten teachers as
compared to first-grade teachers or principals tended to use more
developmentally appropriate practices as reflected in their expressed
beliefs and practices. Surprisingly, kindergarten teachers, as compared
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to principals, expected more frequent involvement in large-group teacherdirected activities which seems to contradict the child-centered approach
that was found for other items.
Further, kindergarten teachers, as compared to first-grade teachers
and principals, believed it was more important for children to be
involved in emergent literacy experiences. This was evident in the
expressed frequency of their classroom practices. Kindergarten teachers
and principals were similar on the amount of importance placed on skillcentered activities, however, first-grade teachers believed skillcentered activities were more important than the kindergarten teachers or
principals. These skills tended to concern those most often attributed
to first-grade students, such as being able to read and using a basal
reader for reading experiences.
Responses on educators beliefs concerning guidance techniques,
suggested that both kindergarten teachers and first-grade teachers viewed
the implementation of such techniques as more important than did
principals. First-grade teachers, as compared to kindergarten teachers,
however, viewed this as more important. These techniques included use of
authority through punishment and losing special privileges for
misbehavior.
Comparisons of kindergarten teachers versus first-grade teachers and
principals produced similar results to those of paired comparisons. The
use of child-centered approaches and emergent literacy experiences were
more important beliefs to kindergarten teachers than they were to the
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other educators.
Few within-group differences were found between educators with HDED
versus FDED kindergarten programs except for differences between HDED and
FDED principals. Differences in the length of the school day does not
seem to influence educators' beliefs or classroom practices. Further,
investigations in this area need to be carried out, as no similar studies
were found.
This study took another unique approach and addressed kindergarten
teachers' actual and desired practices. No other studies were found that
addressed this issue. Surprisingly, there were differences on a large
number of items between kindergarten teachers' actual and desired
classroom practices.
In the skill-centered area, kindergarten teachers found it desirable
to provide less skill-oriented activities, e.g., rote activities as
counting and reciting the alphabet and large group teacher-directed
instruction. According to the National Association for the Education of
Young Children (1986) guidelines, skill-centered activities are highly
teacher directed and provide few opportunities for active involvement by
children in their learning experiences. Kindergarten teachers also
desired more frequent use of teaching strategies that were childcentered, autonomy-oriented and provided for active involvement and
experimentation by children. In addition, kindergarten teachers found it
desirable to provide more emergent literacy experiences and more
integrative learning experiences. These approaches are promoted by the
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National Association for the Education of Young Children (1986). Further
investigation needs to be carried out to identify possible reasons for
the large number of differences found between what teachers actually do
and what they consider to be desirable practice.
The null hypothesis of no difference between kindergarten teachers'
years of experience and their beliefs and practices was accepted as there
were very few significant findings. This supports the findings of Ruopp
et al. (1979), Snider and Fu (1990), and Stalling and Porter (1980) who
reported that experience did not influence teachers' knowledge of
developmentally appropriate practice nor their adult-child behavior.
The null hypothesis of no significant differences between teachers
with different teaching certifications and their kindergarten beliefs and
practices could not be tested due to the unequal sample sizes. The
overwhelming majority of the teachers had elementary (K-6) teacher
certification. Banks (1990) who also sampled teachers from Iowa also
reported this difference for Iowa kindergarten teachers.
Results from this study have supported the research findings on
differences among educators' beliefs and practices (Durkin, 1987; Hatch &
Freeman, 1988; Hintz & Wright, 1988; Kagan & Smith, 1988; Spodek, 1988;
Wing, 1989). It has also extended these studies by addressing the actual
and desired teaching practices of kindergarten teachers and addressing
HDED and FDED programming. Replication studies addressing this issue is
needed. This study providees quantitative as opposed to qualitative
findings. Additional strengths are the large sample size, the
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randomization of subjects from school districts throughout Iowa and the
high return rate (81 percent). These factors support the external
val idity of the study.
One, however, needs to be cautious about the social desirability
factor influencing teachers' responses as the current emphasis on changes
towards more developmentally classroom practices may influence the
responses they give. In addition, teachers' expressed beliefs and
desired classroom practices may not translate into actual classroom
behaviors. Direct observational research is needed to verify teachers'
expressed views. Hintz and Wright (1987) found that teachers in their
study were aware of what was appropriate practice, but they did not want
(to take the effort) to make the needed changes.
Questions relevant to this study that need to be addressed include:
1) the degree of control teachers feel in planning and implementing
instructions, and 2) identification of factors that may be contributing
to a disparity between teachers actual practice and their desired
practice. Factors that need to be given serious attention include state
and local mandates, parental expectations, and administrative dominance.
Additionally, the viewpoint of Spodek (1988) needs to be addressed
through empirical investigations. He suggests that in order to
understand the nature of teaching, one must not only understand teachers'
instructional practices and observed behavior but also the teachers'
thought processes regarding teaching and the implicit theoretical system
that drives these processes.
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Table 1. Frequency and percentage of kindergarten class size for HDED
and FDED programs
HDED*
Frequency Percentage

FDED^
Frequency Percentage

9 - 15

4 (8.6)

9 (15.7)

16 - 21

25 (54.5)

26 (45.6)

22 - 27

16 (34.7)

17 (29.8)

1 (2.1)

5 (8.8)

Class size

More than 27
*n = 46.
"^n = 57.

Table 2. Frequency and percentage of hours kindergarten teacher aides
are available weekly for HDED and FDED programs
HDED*
Frequency Percentage

FDED^
Frequency Percentage

22 (47.8)

31 (55.6)

1 - 5

10 (21.7)

8 (14.3)

6 - 10

5 (10.8)

6 (10.7)

11 - 15

1 (2.2)

1 (1.8)

16 - 25

6 (13.0)

4 (7.2)

More than 25

2 (4.3)

6 (10.7)

Hours available
not available

*n = 46.
'^n = 56.
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Table 3. Frequency and percentage of elementary school principals
monitoring the implementation of the kindergarten curriculum
guide
HDED*
Frequency Percentage

FDEob
Frequency Percentage

None

0 (0.0)

0 (0.0)

Weekly

1 (2.4)

3 (6.2)

Monthly

5 (12.2)

5 (10.4)

34 (82.9)

37 (77.0)

Bimonthly

0 (0.0)

1 (2.8)

Unknown/uncertain

1 (2.4)

0 (0.0)

Ongoing

0 (0.0)

2 (4.2)

Monitoring

Less than monthly

*n = 41.
'^n = 48.
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Table 4. Frequency and percentage of source of requirement for
kindergarten instruction time
HDED*
Frequency Percentage

FDED^
Frequency Percentage

25 (58.1)

39 (73.6)

Superintendent

1 (2.3)

0 (0.0)

Time sheet

2 (4.7)

1 (1.9)

State guidelines

6 (14.0)

5 (9.4)

Assigned time reading/math

7 (16.3)

6 (11.3)

Curriculum guide

2 (4.7)

2 (3.8)

Source of Requirement
No specified time limit

^n = 43.
^n = 53.
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Table 5. Frequency and percentage of education level and teacher
certification for half-day every day (HDED) and full-day every
day (FDED) kindergarten teachers
HDED
Frequency Percentage

FDED
Frequency Percentage

BA/BS

46 (100.0)*

56 (100.0)b

MA/MS

8 (17.3)*

Category
Education

5

(8.9)b

Certification
Elementary K-6

33 (73.3)C
(2.2)C

35 (67.3)d
(3.8)d

Prekindergarten/kindergarten

1

Both of above

6 (13.3)C

8 (15.3)d

Other

5 (ll.l)C

7 (13.4)d

*n = 46.
^n = 56.
^n = 45.
^n = 52.

2
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Table 5. Frequency (and percentage) of teaching experience for FDED and
HDED kindergarten teachers
Kindergarten
Experience
Category

Kindergarten-Grade 2
Experience

Total Experience

HDED*

FDED^

HDED*

FDED^

HDED*

FDED^

1 year

3(6.5)

5(8.7)

3(6.5)

2(3.5)

1(2.1)

1(1.7)

2-5 years

8(17.3) 16(28.0)

5(10.8) 12(21.0)

4(8.7)

9(15.7)

6-10 years

11(23.9) 15(26.3)

8(17.3) 16(28.0)

8(17.3) 13(22.8)

9(15.7)

15(32.6) 12(21.0)

16(34.7) 16(28.0)

10(21.7) 12(21.0)

15(32.6) 15(26.3)

17(36.9) 18(31.5)

11-20 years 14(30.4)
More than
20 years
*n = 46.
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Table 7. Frequency (and percentage) of professional developmental
activities completed since Fall 1987 for FDED and HDED
kindergarten teachers
Seminars
Category
None

Conferences

Courses

HDED*

FDED^

HDED*

FDED^

HDED^

FDED®

0(0.00)

2(2.6)

0(0.0)

5(12.2)

2(5.4)

2(5.0)

27(72.0) 28(70.0)

1-5

23(54.4) 34(64.1)

6-10

7(16.2) 14(26.4)

4(12.1)

5(12.1)

2(3.4)

5(12.5)

11-15

3(6.9)

1(1.8)

2(6.0)

0(0.0)

0(0.0)

3(7.5)

More than 15 2(4.6)

2(3.7)

0(0.0)

0(0-0)

1(2.7)

1(2.5)

Other
(i.e., #
not stated)

2(3.7)

5(15.1)

2(4.8)

5(13.3)

1(2.5)

*n = 33.
= 41.
S = 47.

% = 40.

8(18.6)

22(66.6) 29(70.7)
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Table 8, Frequency and percentage of education level and teacher
certification of first-grade teachers with HDED and FDED
programs
HDED*
Frequency Percentage

FDED^
Frequency Percentage

BA/BS

43 (10.0)

50 (100.0)

MA/MS

3 (6.9)

Category
Education

3

(6.0)

Certification
Elementary K-6

30 (76.9)

42 (85.7)

Prekindergarten/kindergarten

2(5.1)

1

(2.0)

Both of above

6 (15.3)

2

(4.0)

Other

1 (2.6)

4

(8.1)

®n = 39.
^n = 49.
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Table 9. Frequency (and percentage) of teaching experience of firstgrade teachers with FDED and HDED programs
Kindergarten
Experience
Category

Kindergarten-Grade 2
Experience

Total Experience

HDED*

FDED*

HDED^

FDED^

HDED^

FDED®

no
experience

7(33.3)

6(28.5)

0(0.0)

0(0.0)

0(0.0)

0(0.0)

0-1

6(28.5)

6(28.5)

2(4.7)

2(4.1)

1(2.3)

2(4.0)

2-5

7(33.3)

5(23.8)

8(19.0) 12(25.0)

5-10

1(4.7)

2(9.5)

11(26.1)

11-20

0(0.0)

0(0.0)

15(35.7) 14(29.1)

14(33.3) 20(40.0)

More than
20

0(0.0)

2(9.5)

6(14.3) 11(22.9)

8(19.1) 14(28.0)

*n = 21.

^n = 42.
S = 48.
^n = 42.
®n = 50.

9(18.7)

6(14.2) 11(22.0)
13(31.0)

3(6.0)
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Table 10. Frequency (and percentage) of attendance at professional
developmental activities for first-grade teachers with HDED
and FDED programs
Seminars
Category
None
1-5

Conferences

Courses

HDED*

FDED^

HDED^

FDED^

HDED®

FDED®

3(7.5)

1(2.2)

4(13.8)

5(15.6)

2(6.5)

1(3.2)

28(70.0) 29(63.0)

23(79.3) 22(68.8)

24(77.4) 23(74.2)

6-10

5(12.5)

6(13.0)

2(6.9)

0(0.0)

2(6.5)

2(6.5)

11-15

2(5.0)

1(2.2)

0(0.0)

0(0.0)

0(0.0)

0(0.0)

More than 15 0(0.0)

2(4.4)

0(0.0)

0(0.0)

0(0.0)

0(0.0)

Other
(i.e., #
not stated)

7(15.2)

0(0.0)

5(15.6)

2(6.5)

4(12.9)

®n = 40.
•^n = 46.
S = 29.

®n = 31.

2(5.0)
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Table 11. Frequency and percentage of education level and teacher
certification for elementary school principals
HDED
Frequency Percentage

FDED
Frequency Percentage

BA/BS

38 (100.0)3

42 (100.0)^

MA/MS

37 (90.2)*

40 (87.0)^

19 (51.3)^

18 (52.9)^

Category
Education

Certification
Elementary K-6
Prekindergarten/kindergarten

0 (0.0)

0

(0.0)

Both of above

2 (5.4)

3

(8.8)

Other
^n = 38.
^n = 42.
S = 37.
^n = 34.

16 (43.2)

13 (38.2)
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Table 12. Frequency (and percentage) of teaching experience of
elementary school principals with HDED and FDED programs
Kindergarten
Experience
Category

Kindergarten-Grade 2
Experience

Total Experience

HDED*

FDED^

HDED^

FDED^

HDED®

FDED^

none

7(41.1)

7(36.8)

0(0.0)

0(0.0)

0(0.0)

0(0.0)

0-1

2(11.8)

4(21.0)

2(11.1)

2(8.7)

0(0.0)

0(0.0)

2-5

4(23.5)

3(15.8)

6(33.3)

6(26.0)

6(14.6)

6(13.6)

6-10

0(0.0)

3(15.8)

2(11.1)

4(17.4)

4(9.8)

6(13.6)

11-20

1(5.9)

0(0.0)

5(27.8)

2(8.7)

17(41.5) 13(29.6)

More than
20

6(17.7)

2(10.5)

3(16.7)

9(39.1)

14(34.1) 19(43.2)

*n = 17.
^n = 19.
S = 18.

^n = 23.
®n = 41.
^n = #.
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Table 13. Frequency (and percentage) of attendance at professional
developmental activities for elementary school principals with
HDED and FDED programs
Seminars
Category
None
1-5

Conferences

Courses

HDED^

FDED*

HDED^

FDED^

HDED^

FDED®

0(0.0)

0(0.0)

1(3.9)

1(4.0)

6(50.0)

3(30.0)

3(25.0)

6(60.0)

26(70.3) 26(70.3)

16(61.5) 20(80.0)

6-10

6(16.2)

4(10.8)

5(19.2)

0(0.0)

2(16.6)

0(0.0)

11-15

0(0.0)

1(2.7)

0(0.0)

1(4.0)

0(0.0)

0(0.0)

More than 15

1(2.7)

0(0.0)

0(0.0)

0(0.0)

0(0.0)

0(0.0)

Other
(i.e., #
not stated)

4(10.8)

6(16.2)

4(15.4)

4(12.0)

1(8.3)

1(10.0)

®n = 37.
^n = 26.

S = 25.

®n = 10.
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Table 14. Means, standard deviation, sample size and e value for
kindergarten teachers and first-grade teachers on the
Educator Beliefs Subscale

Categories
Guidance Technique
Use of authority through treats,
stickers
Skill Centered
Kindergartners learning to read

Use of basal reader

Teaching Strategy
Children selecting their own
activities
Participating in dramatic play

Emergent Literacy
Activities that are responsive
to individual differences
Curriculum Integration
Learn through active exploration

*P<.05.

Kindergarten
Teachers

First-Grade
Teachers

2.61
1.09
103

3.01
.91
89

2.19
.86
99

2.54
1.03
92

1.91
.95
102

2.23
.81
91

4.37
.76
103

4.19
.74
93

4.43
.62
103

4.02
.75
93

4.60
.58
102

4.41
.61
93

4.80
.46
103

4.59
.57
90

g
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Table 15. Means, standard deviation, sample size and b value for
kindergarten teachers and elementary principals on the
Educator Beliefs Subscale

Categories
Social Competence
Children talking informally
with adults

Guidance Technique
Use of authority through
punishment
Children establishing
classroom rules

Teaching Strategy
Children selecting many of
their own activities
Input from parents

Emergent Literacy
Children seeing and using
functional print
Experimenting with writing/
inventing own spelling

Kindergarten
Teachers

Principals

4.41
.66
102

4.19
.67
90

2.86
1.19

2.44
1.03

102

86

4.10
.79
108

3.56
.92
91

4.37
.76
103

4.10
.82
91

4.04
.78
102

4.42
.63
91

4.08
.92
102

3.67
.81
91

4.39
.89
103

4.07
.95
90

g

155

Table 15.

Continued

Categories

Kindergarten
Teachers

Principals

4.27
.75
103

3.85
.86
91

Curriculum Integration
Exposure to multicultural,
nonsexist activities

£

*P<.05.

Table 16. Means, standard deviation, sample size and £ value for
kindergarten teachers versus first-grade teachers and
elementary principals on the Educator Beliefs Subscale
Kindergarten
Teachers

First-Grade
Teachers

Principals

F

Teaching Strategy
Children selecting
many of their
own activities

4.37
.76
103

3.94
.81
93

4.10
.82
91

7.53****

Children
participating
in dramatic play

4.43
.62
103

4.19
.74
93

4.02
.75
91

8.44****

Categories

*P<.Q5.
**P<.03.
***P<.01.
****P<.001.
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Table 17. Means, standard deviation, sample size and F value for HDED
and FDED kindergarten teachers on the Educator Beliefs
Subscale

Categories
Social Competence
Learn through interaction
with others
Guidance Technique
Use of authority through
reprimand and/or punishment

*P<.05.
**P<.03.
***P<.01.
****P<.001.

Kindergarten Teachers
HDED
FDED

4.69
.47
57

4.86
.39
46

3.7P

2.57
.99
57

2.64
1.17
46

3.84*
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Table 18. Means, standard deviation, sample size and F value for firstgrade teachers with HDED and FDED programs on the Educator
Beliefs Subscale

Categories
Teaching Strategy
Children participating
in dramatic play

*P<.05.
**P<.03.
***P<.01.
****P<.001.

First-Grade Teachers
HDED
FDED

4.05
.79
43

4.33
.58
50

3.47*
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Table 19. Means, standard deviation and sample size and F value for HDED
and FDED principals on the Educator Beliefs Subscale
Principals
FDED

Categories

HDED

Skill Centered
Being instructed in recognizing
single letters of the alphabet
isolated from words

2.93
.94
45

3.47
1.03
45

6.97***

Coloring within predefined
1 ines

2.17
.71
45

2.47
.65
46

4..35*

Recognizing single letters
isolated from words

2.93
.93
45

3.47
1.02
46

6,,97***

Children working silently and
alone on seatwork

2.21
.89
45

2.65
.94
46

5.20**

*P<.05.
**P<.03.
***p< 01.
****P<.001.

F
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Table 20. Means, standard deviation, sample size and £ value for
kindergarten teachers and first-grade teachers on the
Instructional Activities Subscale
Kindergarten
Teachers

First-Grade
Teachers

2.10
1.19
99

2.52
1.25
91

2.57
1.05
97

3.06
1.08
91

2.58
1.20
97

3.24
1.14
91

4.28
.75
95

3.85
.84
90

Children coordinating
their own activities
in center

4.35
.94
96

3.93
.94
90

Participating in
dramatic play

4.11
.77
98

3.75
.82
91

Listening to records
and/or tapes

4.29
.70
98

3.90
.77
91

Singing and/or listening
to music

4.69
.52
99

4.43
.63
92

Playing with games
or puzzles

4.66
.55
98

4.28
.74
91

Categories
Guidance Technique
Losing special privileges
for misbehavior
Skill Centered
Practicing handwriting
in 1ines
Reciting the alphabet

Teaching Strategy
Building with blocks

ë
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Table 20.

Continued

Categories

Kindergarten
Teachers

First-Grade
Teachers

fi

Playing with
manipulatives

4.78
.43
99

4.50
.68
92

*

Drawing, painting.
working with playdough
and other art media

4.59
.60
97

4.41
.64
92

*

4.42
.77
98

4.15
.82
91

*

4.08
.82
96

3.78
.97
92

*

Emeraent Literacy
Doing creative writing

Curriculum Intearation
Multicultural, nonsexist
classroom activities

*P<.05.
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Table 21. Means, standard deviation, sample size and e value for
kindergarten teachers and elementary principals on the
Instructional Activities Subscale
Kindergarten
Teachers

Principals

4.94
.26
96

4.76
.58
96

4.33
.87
98

3.92
.96
89

Using competitive math
to teach math facts

1.44
.88
97

1.95
1.24
90

Rote counting

3.52
1.17
92

2.92
1.14
90

4.28
.75
95

3.76
.87
90

Participating in
dramatic play

4.11
.77
98

3.74
.89
90

Listening to records
and/or tapes

4.29
.70
98

4.00
.76
90

Singing and/or listening
to music

4.66
.55
98

4.41
.65
90

Playing with games
and puzzles

4.69
.52
99

2.66
.61
90

Categories
Guidance Technique
Social reinforcement for
appropriate behavior
and/or performance
Skill Centered
Large group teacherdirected activities

Teaching Strategy
Building with blocks

&
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Table 21.

Continued

Categories
Playing with manipulatives

Emeraent Literacy
Doing creative writing

*P<.05.

Kindergarten
Teachers

Principals

g

4.78
.43
99

4.50
.62
90

*

4.42
.77
98

4.12
.81
90

*
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Table 22. Means, standard deviation, sample size and F value for
kindergarten teachers versus first-grade teachers and
elementary principals on the Instructional Activities Subscale
Kindergarten
Teachers

First-Grade
Teachers

Principals

F

4.28
.75
95

3.85
.84
90

3.76
.87
90

10.52***

Participating
in dramatic
play

4.11
.77
98

3.75
.82
91

3.74
.89
90

6.03****

Listening to
records and/or
tapes

4.29
.70
98

3.90
.77
91

4.00
.76
90

7.20***

Singing and/or
1istening to
music

4.69
.52
99

4.43
.63
92

4.26
.61
90

12.72****

Playing with
games and
puzzles

4.66
.55
98

4.28
.74
91

4.41
.55
90

8.17*

Playing with
manipulatives

4.78
.43
99

4.50

4.50

7.69****

.68

.62

92

90

4..59
.60
97

4.41
.64
92

4.11
.62
90

5.04***

4.42
.77
98

4.15

4.12

4.15***

.82

.81

91

90

Categories
Teaching Strategy
Building with
blocks

Drawing, painting.
working with art
media
Emergent Literacy
Doing creative
writing
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Table 22.

Continued

Categories
Curriculum Integration
Health and safety
activities

*P<.05.
**P<.03.
***P<.01.
001.

Kindergarten
Teachers

First-Grade
Teachers

Principals

3.82
.82
89

3.91
.84
92

3.97
.77
98

F

5.50*
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Table 23. Means, standard deviation, sample size and F value for
kindergarten teachers with HDED and FDED programs on the
Instructional Activities Subscale

Categories
Teachina Strateav
Listening to records
and/or tapes

Kindergarten Teachers
HDED
FDED

F

13.47****

4.02
.76
57

4.52
.57
46

Waiting for longer
than five minutes

1.51
1.04
57

2.11
1.21
46

5.59**

Sitting for longer
than 15 minutes

2.23
1.06
57

2.67
1.23
46

3.50*

*P<.05.
**P<.03.
***p< 01.
****P<.001.
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Table 24. Means, standard deviation, sample size and £ value for
elementary principals with HDED and FDED programs on the
Instructional Activities Subscale

Categories
Skill Centered
Underlining and/or marking
on items on worksheets

HDED

Principals
FDED

5.51'

2.15
.95
45

2.66

1.96

2.38

.80

1.16

45

45

2.66

3.17

1.02

1.21

45

45

Practicing handwriting
in 1ines

2.32
.96
45

1.09
45

Large-group teacherdirected activities

3.70

2.82

1.02

45

1.04
45

2.51
.94
45

2.98
.98
45

5.24***

3.98
.84
45

4.31
.76
45

3.89*

Using flashcards with sight
words and/or math facts
Rote counting

Reciting the alphabet

Teaching Strategy
Children coordinating
their own activities

1.10

45

2.82

4.00*

4.58*'

5.29***

4.54***
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Table 24.

Continued

Categories
Games and activities
directed by or made
by parents
*P<.05.
**P<.03.
***P<.01.
****P<.001.

HDED

Principals
FDED

3.22
.87
45

2.79
.82
45

5.60***
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Table 25. Differences between actual and desired practice of
kindergarten teachers

Categories

Actual
M

Desired
M

i

£

2.10
1.49

4.51
2.10

0.0001
0.0387

4.94

-3.13

0.002

4.67

4.33

4.98

0.0001

3.10

2.70

5,.30

0.0001

3.40

2.73

7,.98

0..0001

2.18
3.71
3.10

2.05
3..52
2..71

3,.16
3,.01
5..26

0..002
0..003
0..0001

4,.18

4..60

-4..96

0..0001

3..86
3.,26
4..36

4..35
4,:U
4..66

-5..89
-10.,34
-4.,71

0..0001
0.,0001
0.,0001

3,.06
3.75
3,.62
4.51

3,.92
4,.15
4..23
4,.69

-9,,57
-5,.51
-8,.83
-4..38

0..0001
0,.0001
0..0001
0..0001

4,.60

4..78

-3..93

0..0002

4,.21
4,.06
3..95

4..59
4,.29
4..28

-6,.17
-4..11
-4,.60

0..0001
0..0001
0..0001

1..63
2..46
2,.90

2..86
1..84
2..47

-10.,49
6.,06
5.,17

0.,0001
0.,0001
0.,0001

Guidance Technique
Loss of special privileges
2.44
Using isolation to obtain compliance 1.64
Social reinforcement for appropriate
behavior and/or performance
4.82
;ill-Centered
Large-group, teacher-directed
instructions
Coloring and/or cutting predrawn
forms
Circling, underlining, and/or
marking on worksheets
Using flashcards with sightwords
and/or math facts
Using rote counting
Practicing handwriting on lines
lachina Strateav
Children selecting centers
Children coordinating their own
activities in centers
Participating in dramatic play
Playing with games and puzzles
Exploring animals, plants, and/or
wheels and gears
Cutting their own shapes
Creative movement
Singing and/or listening to music
Playing with manipulatives such as
pegboards, puzzles and/or legos
Drawing, painting, working with
playdough and other art media
Listening to records and/or tapes
Building with blocks
Games and activities directed
by or made by parents
Waiting for five minutes
Sitting for 15 minutes
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Table 25.

Continued

Categories

Actual
M

Desired
M

Emergent Literacy
Doing creative writing

3.64

4.42 -10.23

0.0001

Curriculum Integration
Math incorporated with other
subject areas
Specifically planned outdoor
activities
Health and safety activities

4.13

4.29

-2.75

0.001

2.31
3.61

2.94
3.82

-6.86
-5.08

0.0001
0.0001

*P<.05.
**P<.03.
***P<.01.
****P<.001.
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Table 26. Differences between HDED and FDED kindergarten teachers'
actual classroom practice
Kindergarten Teachers
HDED
FDED

Categories

F

2.58
1.20
40

3.15
1.25
57

Waiting for longer than five minutes

1.88
1.08
40

2.92
1.38
51

Listening to records and/or tapes

3.80
.80
46

4.28
.87
57

8. 74***

Games and activities directed by
or made by parents

1.82
1.00
45

1,.47
.83
55

3.,60*

Sitting for longer than 15 minutes

**P<.03.
***P<.01.
001.

1
00
o

*

*P<.05.

2.,54**

15.
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Table 27. Differences between HDED and FDED kindergarten teachers'
desired classroom practice

Categories

Kindergarten Teachers
HDED
FDED

F

Listening to records and/or tapes

4.02
.76
44

4,.51
.57
54

Waiting for longer than five minutes

1.51
1.04
37

2..11
1..21
45

5..59***

Sitting for longer than 15 minutes

2.23
1.06
43

2..67
1,.23
53

3,.50*

*P<.05.
**P<.03.
***P<.01.
****P<.001.

13.
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Table 28. Correlations between kindergarten teachers' teaching
experience and their actual and desired classroom practices
Kindergarten Teaching Experience
Actual
Practice
Skill-Centered
Coloring and/or cutting
predrawn forms

.18*

Teaching Strategy
Creative movement

.30**

Curriculum Integration
Competitive math activities

.22*

*p<.05.
**p<.01.

Desired
Practice

.22
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APPENDIX B: CORRESPONDENCE
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Iowa State Universi'tw of Science and Tecknolo

•$, Iowa 50011-1030

April 6, 1990
Dear District Superintendent;

College of Family and Consumer Sciences
Child Development Depanment
101 Child Development Building
Telephone 515-294-3040

Iowa's outstanding reputation in quality education is well known, and Dr. Joan
Herwig has been conductog research related to kindergarten and early childhood
education, adding to information about these programs. As a doctoral candidate in the
Child Development Department at Iowa State University I am interested in furthering
this research. The Department of Child Development at Iowa State University has
randomly selected your school district along with a number of other school districts to
become involved in this study. One school from each of the invited school districts is
being asked to participate in the study.
We are seeking your approval to include one kindergarten and one first grade
teacher and the elementary school principal from one school building to participate in
this study. These individuals will be randomly selected and directly contacted by us.
Their participation involves responses to two questionnaires which will take about 25
minutes total time to complete.
Information gained will be confidential i.e. the names of school district,
kindergarten and first grade teacher and school principal, will remain anonymous.
Data win be analyzed and reported in reference to the state and no reference will be
made about individuals, individual schools, or school districts. Results of the study are
expected to be presented in my dissertation and at professional meetings.
If you have any objection with us contacting these educators in your school
district to participate in this study please let us know by returning the enclosed
permission form in the stamped addressed envelope provided. Please return the
permission form by April 20,1990.
In advance, thank you for your support of this study. If you have any questions,
please contact us at (515) 294-3040 or (515) 294-6230.
Sincerely

Doctoral Candidate

Joan E. Herwig, Ph.D.
Major Professor in charge of research
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CHILD DEVELOPMENT DEPARTMENT
IOWA STATE UNIVERSITY
AMES, IOWA 50011-1030
515-294-6230
PERMISSION FOR STUDY ON EDUCATORS'
BELIEFS ABOUT KINDERGARTEN PRACTICES
The purpose and general nature of the research procedure
have been explained to me. If I participate in this study,
I understand that any questions I have will be answered. I
understand that the teachers and principals and school
districts will not be identified by name and all information
will be kept confidential. Finally, I understand that the
teachers and the principals are free to withdraw from the
study at any time and that I am free to withdraw my
permission for the school district. Return this form by
April 20. 1990.
I am not willing for my
participate in this study.

Superintendent's signature
Date
Mayers/Herwig Research

school

district to

Name of School District
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îoWU StfltC LJniV6rSltl| of science and Technolo

April 27, 1990

Ames, lowa 5001!-1030

College of Rimily and Consumer Sciences
Child Development Depanment
101 Child Development Building
Telephone 515-294-3040

Dear Kindergarten Teacher:
I am a doctoral candidate in the Child Development Department at Iowa State
University. As part of my doctoral program, I am interested in learning about
kindergarten teachers, programs, and teaching practices as viewed by other educators.
Teachers and principals carefully and thoughtfully plan and provide for quality
kindergarten programs. I am interested in learning more about the opinions of
educators. This study will lend additional insights about kindergarten programs and
practices.
We seek your support in completing the enclosed survey and questionnaire. We
also are seeking information from a first grade teacher and the elementary principal in
your elementary school building. We have the approval of the ISU Human Subjects
Committee and your school superintendent. The information received will be
confidential. Your assistance is invaluable; your involvement with this study will
expand our knowledge about current kindergarten classroom practices in oaar nationally
recognized school system.
The survey and questionnaire will be coded so responses cannot be identified. No
individual responses will be reported. Group information will be used only for the
completion of the dissertation and in later presentations. You can be assured of
complete confidentiality.
The enclosed survey and questionnaire ask you to complete specific items about
your professional background and your views concerning kindergarten programs. You
are also asked to identify actual and desired practices, as teachers are faced with
classroom realities and do make compromises between their ideals and what they can
actually do within the classroom environments. Completion of the survey and
questionnaire will take about 25 minutes. Please use the stamped addressed envelope
to return your responses.
In advance, thank you for your support of this study. If you have any questions,
please contact us at (515) 294-3040 or (515) 294-6230. Your time and involvement with
this study is greatly appreciated.

Doctoral Candidate

Joan E. Herwig, Ph.D.
Major Professor in charge of research
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îoWCl StfltC University of science and Technology

April 27,1990

Ames, Iowa 50011-1030

College of family and Consumer Sciences
Child Development Depanmem
101 Child Development Building
Telephone 515-294-3040

Dear First Grade Teacher:
I am a doctoral candidate in the Child Development Department at Iowa State
University. As part of my doctoral program, I am interested in learning about
kindergarten teachers, programs, and teaching practices as viewed by other educators.
Teachers and principals carefully and thoughtfully plan and provide for quality
kindergarten programs. I am interested in learning more about the opinions of
educators. Tliis study will lend additional insights about kindergarten programs and
practices.
We seek your support in completing the enclosed survey and questionnaire. We
also are seeking information from a kindergarten teacher and the elementary principal
in your elementary school building. We have the approval of the ISU Human Subjects
Committee and your superintendent. The information received will be confidential
Your assistance is invaluable; your involvement with this study will expand our
knowledge about the views of first grade teachers toward current kindergarten
classroom practices in our nationally recognized school system.
The survey and questionnaire will be coded so responses cannot be identified. No
individual responses will be reported. Group information wUi be used only for the
completion of the dissertation and in later presentations. You can be assured of
complete confidentiality.
The enclosed survey and questionnaire ask you to complete specific items about
your professional background and your views concerning kindergarten programs. This
will take about 25 minutes to complete. The completed survey and questionnaire will
be returned in the enclosed stamped, addressed envelopes.
In advance, thank you for your support of this study. If you have any questions,
please contact us at (515) 294-3040 or (515) 294-6230. Your time and involvement with
this study is greatiy appreciated.

àloysis Mayejre
Doctoral Candidate

Joan E. Herwig, Ph.D.
Major Professor in charge of research
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of Science and Technolo

April 27,1990

Ames, Iowa 500II-I030

College of f^ily and Consumer Sciences
Child Development Department
101 Child Development Building
Telephone 515-294-3040

Dear Elementary School Principal:
I am a doctoral candidate in the Child Development Department at Iowa State
University. As part of my doctoral program, I am interested in learning about
kindergarten teachers, programs, and teaching practices as viewed by other educators.
Teachers and principals carefully and thoughtfully plan and provide for quality
kindergarten programs. I am interested in learning more about the opinions of
educators. This study v/ill lend additional insights about kindergarten programs and
practices.
We seek your support in completing the enclosed survey and questionnaire. We
also are seeking information from a kindergarten and the first grade teacher in your
elementary school building. We have the approval of the ISU Human Subjects
Committee and your superintendent The information received will be confidential.
Your assistance is invaluable; your involvement with this study will expand our
knowledge about the views of elementary school principals toward current
kindergarten classroom practices in our nationally recognized school system.
The survey and questionnaire wiU be coded so responses cannot be identified. No
individual responses will be reported. Group information will be used only for the
completion of tiie dissertation and in later presentations. You can be assured of
complete confidentiality.
The enclosed survey and questionnaire ask you to complete specific items about
your professional background and your views concerning kindergarten programs. This
wiH take about 25 minutes to complete. The completed survey and questionnaire will
be returned in the enclosed stamped, addressed envelopes.
In advance, thank you for your support of this study. If you have any questions,
please contact us at (515) 294-6230 or (515) 294-6230. Your time and involvement with
this study is greatly appreciated.
Sincerely,
Doctoral Candidate

Joan E. Herwig, Ph.D.
Major Professor in charge of research

179

n
I&

We seek your support in completing the enclosed survey and questionnaire. We
also are seeking information from a first grade teacher and the elementary principal in
your elementary school building. We have the approval of the ISU Human Subjects
Committee and your school superintendent. The information received will be
confidential. Your assistance is invaluable; your involvement with this study will '
expand our knowledge about current kindergarten classroom practices in our nationally
recognized school system.
The survey and questionnaire will be coded so responses cannot be identified. No
individual responses will be reported. Group information will be used only for the
completion of the dissertation and in later presentations. You can be assured of
complete confidentiality.
The enclosed survey and questionnaire ask you to complete specific items about
your professional background and your views concerning kindergarten programs. You
are al^ asked to identify actual and desired practices, as teachers are faced with
classroom realities and do make compromises between their ideals and what they can
actually do within the classroom environments. Completion of the survey and
questionnaire will take about 25 minutes. Please use the stamped addressed envelope
to return your responses.
In advance, thank you for your support of this study. If you have any questions,
please contact us at (515) 294-3040 or (515) 294-6230. Your time and involvement with
this study is greatly appreciated.

Doctoral Candidate

Joan E. Herwig, Ph-D.
Major Professor in charge of research
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Imx State Universi't

of Science and Technology

Ames, Iowa 5001I-I030

âi et
^SCollege of ftmily and Consumer Sciences
Child Development Department
101 Child Development Building
Telephone 515-294-3040

-^2Z-

April 27,1990
Dear First Grade Teacher:
I am a doctoral candidate in the Child Development Department at Iowa State
University. As part of my doctoral program, I am interested in learning about
kindergarten teachers, programs, and teaching practices as viewed by other educators.
Teachers and principals carefully and thoughtfully plan and provide for quality
kindergarten programs. I am interested in learning more about the opinions of
educators. This study will lend additional insights about kindergarten programs and
practices.
We seek your support in completing the enclosed survey and questionnaire. We
also are seeking information from a kindergarten teacher and the elementary principal
in your elementary school building. We have the approval of the ÏSU Human Subjects
Committee and your superintendent. The information received will be confidential
Your assistance is invaluable; your involvement with this study will expand our
knowledge about the views of first grade teachers toward current kindergarten
classroom practices in our nationally recognized school system.
The survey and questionnaire will be coded so responses cannot be identified. No
individual responses will be reported. Group information will be used only for the
completion of the dissertation and in later presentations. You can be assured of
complete confidentiality.
The enclosed survey and questionnaire ask you to complete specific items about
your professional background and your views concerning kindergarten programs. This
will take about 25 minutes to complete. The completed survey and questionnaire will
be returned in the enclosed stamped, addressed envelopes.
In advance, thank you for your support of this study. If you have any questions,
please contact us at (515) 294-3040 or (515) 294-6230. Your time and involvement with
this study is greatly appreciated.
Sincerely,
Doctoral Candidate

Joan E. Herwig, Ph.D.
Major Professor in charge of research

Ames, io\va 50011-1030

April 27,1990

/

/

Dear Elementary School Principal:
I am a doctoral candidate in the Child Development Department at Iowa State
University. As part of my doctoral program, I am interested in learning about
kindergarten teachers, progrems, and teaching practices as viewed by other educators.
Teachers and principals carefully and thoughtfully plan and provide for quality
kindergarten programs. I am interested in learning more about the opinions of
educators. This study will lend additional insights about kindergarten programs and
practices.
We seek your support in completing the enclosed survey and questionnaire. We
also are seeking information from a kindergarten and the first grade teacher in your
elementary school building. We have the approval of the ISU Human Subjects
Committee and your superintendent. The information received will be confidential.
Your assistance is invaluable; your involvement with this study will expand our
knowledge about the views of elementary school principals toward current
kindergarten classroom practices in our nationally recognized school system.
The survey and questionnaire will be coded so responses cannot be identified. No
individual responses wiU be reported. Group information wUl be used only for the
completion of the dissertation and in later presentations. You can be assured of
complete confidentiality.
The enclosed survey and questionnaire ask you to complete specific items about
your professional background and your views concerning kindergarten programs. This
will take about 25 minutes to complete. The completed survey and questionnaire wUl
be returned in the enclosed stamped, addressed envelopes.
In advance, thank you for your support of this study. If you have any questions,
please contact us at (515) 294-6230 or (515) 294-6230. Your time and involvement with
this study is greatly appreciated.
Sincerely,
Doctoral Candidate

Joan E. Herwig, Ph.D.
Major Professor in charge of research
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APPENDIX C: THE TEACHER INFORMATION SURVEY

TEACHER INFORMATION SURVEY
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1 . Current

Position

2 . Which t y p e
a.
b.
c.
d.

3.

of kindergarten schedule best describes your 1989-1990 program?
half-day ( 2 semesters)
full-day alternate day ( 2 semesters)
full-day everyday ( 2 semesters)
o t h e r : Explain

H o w m a n y c h i l d r e n a r e p r e s e n t l y e n r o l l e d in

Session o n e

your classroom?'

Session two (if appropriate)

4 . Do you have a teacher aide?
week?

H o w many hours per

5 . Does your district provide a kindergarten guide? Circle one;

Yes No

S . How often d o e s your elementary principal monitor implementation of
the curriculum guide? Check one:
weekly
monthly
less than monthly
7, Dees
your school district require a specific amount of time for specific
subject areas?
Circle one: Yes No
If yes explain.
3 . Years
a.
b.
c.
d.
e.

of prekindergarten-grade 2 teaching experience including this year.
o n e year
2-5 years
6 - 1 0 years
11-20 years
20 + years

T h e following items refer to information about you. Make a check (
in front of the most appropriate response for each item.
9 . Highest level of education
completed
a.
3.À./3.S.
b.
3.A./3.S. +
C.
M.A./M.S.
d.
M.A/M.S.
e.
other

)

1 0 . Teaching certification is:

credits.
credits

1 1 . Years of teaching experience including
experience this year.
a.
o n e year
b.
2-5 year
c.
6-10 years
d.
11-20 years
e.
20+ years

a.
b.
c.
d.

fflO elementary ( K - 6 )
S53 prekindergarten
/kindergarten ( ? K - S )
Both #10 and *53
other

1 2 . Years of kindergarten
including this year.
a.
one year
b.
2-5 years
c.
6-10 years
d.
11-20 years
e.
20+ years

13. Indicate the appropriate number of
workshops, seminars, and conferences
concerning prekindergarten-second grade attended since fall 1987.
a.
b.
c.

workshops/seminars such as AEA, school district inservice
college courses
conferences
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TEACHER INFORMATION SURVEY

1. Current

Position

2 . Which type of kindergarten schedule best describes your 1989-1990 program?
a.
half-day ( 2 semesters)
b.
full-day alternate d a y ( 2 semesters)
c.
full-day everyday ( 2 semesters)
d.
other; Explain
3 . H o w many children are presently enrolled in your classroom?
Session one
Session t w o (if appropriate)
4 . D o you have a teacher aide?
week?

H o w many hours per

5 . Does your district provide a kindergarten guide? Circle o n e :

Yes No

6 . H o w often d o e s your elementary principal monitor implementation of
the curriculum guide? Check o n e :
weekly
monthly
less than monthly
7 . Does
your school district require a specific amount of time for specific
subject areas? Circle one: Y e s N o
If yes explain.
8 . Years
a.
b.
c.
d.
e.

of prekindergarten-grade 2 teaching experience including this year.
one year
2-5 years
6-10 years
11-20 years
20 + years

T h e following items refer to information about you. M a k e a check ( )
in front of the most appropriate response for each item.
9 . Highest level of education
completed
a.
B.A./B.S.
b.
B.A./B.S. + _ _ _ _ _ _ credits.
c.
M.A./M.S.
d.
M.A/M.S. +
credits
e.
other
1 1 . Years of teaching experience including
experience this year.
a.
o n e year
b.
2-5 year
c. •
6-10 years
d.
11-20 years
e.
20+ years

10. Teaching certification is:
a.
b.
c.
d.

#10 elementary ( K - 6 )
#53 prekindergarten
/kindergarten ( P K - 6 )
Both #10 and #53
other

12. Years of kindergarten
including this year.
a.
o n e year
b.
2-5 years
" c.
6-10 years
d.
11-20 years
e.
20+ years
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13. Indicate the appropriate number of workshops, seminars, and cohferenc
concerning prekindergarten-second grade attended since fall 1987.
a.
b.
c.

workshops/seminars s u c h as AEA, school district inservice
college courses
conferences

1 4 . Rate the following according t o the amount of influence o n your
kindergarten planning and teaching.
1
Not influential
at all
a.
b.
c.
d.
e.
f.
g.
h.

2
Not very
influential

3
Fairly
influential

4
Very
influential

Parents
School district policy
Principal
Teacher (kindergarten)
Iowa department of education regulations
Teacher (first grade)
Kindergarten curriculum guide
Other

5
Extremely
influential
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APPENDIX D: THE TEACHER QUESTIONNAIRE

PLEASE NOTE

Copyrighted materials in this document have
not been filmed at the request of the author.
They are available for consultation, however,
in the author's university library.
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Coding Map (Version A)
Educator's Beliefs About Kindergarten Practices
Variable Label

Value Label

Column

If missing data, then code = blank
8, 88 or 888 = not applicable
ID
Card

1-3
Code 1 = Card 1

4

Information Survey
VlaQlGroup

1 = Kdg. Tch. (K)
2 = 1st. Grade (F)
3 = Principal (P)
4 = Other

VlbQlGroupO

If other then
1 = Administrative Assistant
2 = Director of Education

VlQ2Schedule

1 = Half-day
2 = Full-day alternate
3 = Full-day everyday
4 = Other
Reminder: If other, then 'no'
for aU categories above

V2Q2ScheduO

If other, then
1 = Full day every day (1st semester)
2 = Half day every day (1st semester)

V3Q3Enrol 1

9-10

V4Q3Enrol 2

11-12

V5Q4TchAid

Code Yes or No
1 = Yes
2 = No

V6Q4Hrs.

If over 30 minutes, then code to nearest hour

13

14-16
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Variable Label

Value Label

Column

VZQSGuide

1 = Yes
2 = No

17

V8Q6Monitor

1 = Weekly
2 = Monthly
3 = Less than Monthly
4 = Bimonthly
5 = Unknown/uncertain
6 = Ongoing

18

V9Q7TLimit

1 = Yes
2 - No

19

VI0Q7E xplainT

If yes, then
1 = Set by Superintendent
2 = Time sheet/audit
3 = Teacher / children's needs
4 = State guidelines
5 = Curriculum committee
6 = Assigned time for reading, math, etc.
7 = Curriculum guide
9 = Close contact daily in building

20

VllQSExpPkZ

1 = 1 year
2 = 2 to 5 years
3 = 6 to 10 years
4 = 11 to 20 years
5 = 20 plus years
1 = BA/BS
2 = MA/MS

21

V12Q9Degree

22

V13Q9DegreeO

If other, then what other
1 = BS, CD, BS Elementary
2 = Education specialist

V14Q9DegBA+

Number of credits earned

24-25

V15Q9DegMA+

Number of credits earned

26-27

VlôQlOCert

1 = #10 elementary (K-6)
2 = #53 prekindergarten/Kindergarten (PK-K)
3 = Both #10 and #53
4 = Other
Reminder: If other, then 'no' for all

23

28

199
Value Label

Variable Label

Column

other categories
VlZQlOCertO

If other, then
1 = Superintendent
2 = Music
3 = Athletic Coach
4 = Journalism
5 = PE, #10
6 = American history
7 = Guidance
9 = #10, Admin/supervision
10 = Science/biology
11 = High school
12 = #09,10, 53
13 = #53, 09
14 = #10, 53, 91
15 = #10, 09
16 = #10, Reading
17 = #10, Reading, PE
18 = #10, #53, Admin.
19 = K-9 Elem
20 = Coach
21 = Remedial Rd.
22 = Biology, Ph Ed, Chapter I Reading
23 = Reading Endorsement
24 = #20, #22, #61
25 = Admin.
26 = #11, #60, #72, #77
27 = #11, #61
28 = Secondary
29 = #11
30 = Journalism
31 = Reading Administration

29-30

VlSQllExpAll

1 = 1 yr
2 = 2 to 5 yrs
3 = 6 to 10 yrs
4 = 11 to 20 yrs
5 = 20 plus years

31

V19Q12Expk

1=0

32

2 = 1 yn
3 = 2 to 5 yrs.
4 = 6 to 10 yrs
5 = 11 to 20 yrs
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Variable Label

Value Label

Column

6 = 20 plus yrs
V20Q13Seminar

Number or Workshops/Seminars
99 = number not stated

33-34

V21Q13Course

Number of College Courses
99 = number not listed

35-36

V22Q13Conf

Number of Conferences
99 = number not listed

37-38

V23Q14InfPar

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 = Extremely influential

39

Educators Belief Questionnaire
ID

1-3

Card

Card=2

V31QlGrTests

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

5-6

V32Q2InfDifAc

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

7-8

V33Q3RdStories

1 = Not important at ail
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

9-10

V34Q4SepSub

1 = Not important at all
2 = Not very important

11-12

4
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Variable Label

V35Q5SlfEst

Value Label

3 = Fairly important
4 = Very important
5 = Extremely important
1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

Column

13-14

V36Q6PurushT

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

15-16

V37Q7SelAct

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

17-18

V38Q8InterO

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

19-20

V39Q9DictStor

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

21-22

V40Q10ChPlan

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

23-24

V41QllAlone

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

25-26
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Variable Label

Value Label

V42Ql2Drama

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

27-28

V43Q13TrMove

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

29-30

V44Ql4ActExpi

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

31-32

V45Ql5TrAuth

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

33-34

V46Q16IndDiff

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

35-36

V47Ql7Wbk.

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

37-38

V48Q18WShtPerf

1 = Not important at ail
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

39-40

V49Q19EnvPrint

1 = Not important at aU
2 = Not very important
3 = Fairly important

41^2

Column

203
Variable Label

Value Label

Column

4 = Very important
5 = Extremely important
V50Q20WholeGr

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

43-44

V51Q21IsolLett

1 = Not important at ail
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

45-46

V52Q22TrObs

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

47-i8

V53Q23ColLine

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

49-50

V54Q24TkInfor

1=
2=
3=
4=
5=

Not important at all
Not very important
Fairly important
Very important
Extremely important

51-52

V55Q250wnSpI

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

53-54

V56Q26SocSk

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

55-56
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Variable Label

Value Label

Column

V57Q27LearnRd

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

57-58

V58Q28MtIntg

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

59-60

V59Q29HltSaf

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

61-62

V60Q30FlCards

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

63-64

V61Q3lCNoSex

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

V62Q32CorrLett

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

67-68

V63Q33PlanOutdoor

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

69-70

V64Q34Pa rInp ut

1 = Not important at all
2 = Not very important
3 = Fairly important

71-72
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Variable Label

Value Label

Column

4 = Very important
5 = Extremely important
V65Q35BasalRd

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

73-74

V66Q36ChidRul

1 = Not important at all
2 = Not very important
3 = Fairly important
4 - Very important
5 = Extremely important

75-76

Instructional Activities Questionnaire (Desired Practice)
1-3

ID
Card

Card = 3

V67QlBlocks

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/ wk)
5 = Very often (daily)

5-6

VôSQZClkbrd

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

7-8

V69Q3SelCent

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)
1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

V70Q4TrDir

4

9-10
11-12

206

Variable Label

Value Label

Column

V71Q50wnAct

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

lj-i4

V72Q6Wait5

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

15-16

V73Q7Drama

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

17-18

V74Q8 Tapes

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

19-20

V75Q9CrtivWri

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

21-22

V76Q10GamesPuz

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

23-24

V77QllExpior

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

25-26

V78Q12CutShape

1 = Almost never (less than monthly)
2 = Rarely (monthly)

27-28
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Variable Label

Value Label

Column

3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)
V79Ql3Reward

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

29-30

V80Q14CrtMove

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

31-32

V81Q15LosPriv

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

33-34

V82Q16SocReinf

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 - Regularly (2 - 4/wk)
5 = Very often (daily)

35-36

V83Q17PDForm

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

37-38

V84Q18Music

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

39-40

V85Q19RdGr

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

41-42
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Variable Label

Value Label

Column

V86Q20Manipu

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

43-44

V87Q21Isolate

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Ver}' often (daily)

45-46

V88Q22ParGames

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

47-48

V89Q23Waitl5

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

49-50

V90Q240utPlan

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

51-52

V91Q25WkSheet

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/ wk)
5 = Very often (daily)

53-54

V92Q26FlCard

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/ wk)
5 = Very often (daily)

55-56

V93Q27CNoSex

1 = Almost never (less than monthly)
2 = Rarely (monthly)

57-58
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Variable Label

Value Label

Column

3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)
V94Q28CompMath

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

59-60

V95Q29HltSaf

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

61-62

V96Q30RCount

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

63-64

V97Q31ArtMedia

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

65-66

V98Q32LmeW

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

67-68

V99Q33RecAlph

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

69-70

V100Q34MtIncorp

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

71-72
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Coding Map (Version B)
Educator's Beliefs About Kindergarten Practices
Vâiiabie Label

value Laoei

Column

If missing data, then code = blank
8, 88 or 888 = not applicable
ID
Card

1-3
Code 1 = Card 1

4

Information Survey
VlaQlGroup

1 = Kdg. Tch. (K)
2 = 1st. Grade (F)
3 = Principal (P)
4 = Other

VlbQlGroupO

If other then
1 = Administrative Assistant
2 = Director of Education

VlQ2Schedule

1 = Half-day
2 = Full-day alternate
3 = Full-day everyday
4 = Other
Reminder; If other, then 'no'
for all categories above

V2Q2ScheduO

If other, then
1 = Full day every day (1st semester)
2 = Half day every day (1st semester)

V3Q3Enrol 1

9-10

V4Q3Enrol 2

11-12

V5Q4TchAid

Code Yes or No
1 = Yes
2 = No

V6Q4Hrs.

If over 30 minutes, then code to nearest hour

V7Q5Guide

1 = Yes
2 = No

13

14-16
17

Variable Label
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Value Label

Column

V8Q6Monitor

1 = Weekly
2 = Monthly
3 = Less than Monthly
4 = Bimonthly
5 = Unknown/uncertain
6 = Ongoing

18

V9Q7TLimit

1 = Yes
2 = No

19

VlOQTExplainT

If yes, then
1 = Set by Superintendent
2 = Time sheet/audit
3 = Teacher / children's needs
4 = State guidelines
5 = Curriculum committee
6 = Assigned time for reading, math, etc.
7 = Curriculum guide
9 = Close contact daily in building

20

VllQ8ExpPk2

1 = 1 year
2 = 2 to 5 years
3 = 6 to 10 years
4 = 11 to 20 years
5 = 20 plus years

21

V12Q9Degree

1 = BA/BS
2 = MA/MS

22

V13Q9DegreeO

If other, then what other
1 = BS, CD, BS Elementary
2 = Education specialist

23

V14Q9DegBA+

Number of credits earned

24-25

V15Q9DegMA+

Number of credits earned

26-27

VléQlOCert

1 = #10 elementary (K-6)
2 = #53 prekindergarten/Kindergarten (PK-K)
3 = Both #10 and #53
4 = Other
Reminder: If other, then 'no' for all
other categories

V17Q10CertO

If other, then
1 = Superintendent
2 = Music
3 = Athletic Coach

28

29-30

Variable Label
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Value Label

Column

4 = Journalism
5 = PE, #10
6 = American history
7 = Guidance
9 = #10, Admin/supervision
10 = Science/biology
11 = High sdiool
12 = #09,10, 53
13 = #53,09
14 = #10,53, 91
15 = #10, 09
16 = #10, Reading
17 = #10, Reading, PE
18 = #10, #53, Admin.
19 = K-9 Elem
20 = Coach
21 = Remedial Rd.
22 = Biology, Ph Ed, Chapter I Reading
23 = Reading Endorsement
24 = #20, #22, #61
25 = Admin.
26 = #11, #60, #72, #77
27 = #11, #61
28 = Secondary
29 = #11
30 = Journalism
31 = Reading Administration
VlSQllExpAll

1 =1 yr
2 = 2 to 5 yrs
3 = 6 to 10 yrs
4 = 11 to 20 yrs
5 = 20 plus years

31

V19Q12Expk

1=0
2 = 1 yr.
3 = 2 to 5 yrs.
4 = 6 to 10 yrs
5 = 11 to 20 yrs
6 = 20 plus yrs

32

V20Q1SSeminar

Number or Workshops/Seminars
99 = number not stated

33-34

V21Q13Course

Number of College Courses
99 = number not listed

35-36

V22Q13Conf

Number of Conferences
99 = number not listed

37-38

Variable Label
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Value Label

Column

V23Q14InfPar

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 = Extremely influential

39

V24Ql4InfSch

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 = Extremely influential

40

V25Q14InfPrin

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 = Extremely influential

41

V26Q14InfK

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 = Extremely influential

42

V27Ql4InfDept

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 = Extremely influential

43

V28Q14InfF

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 = Extremely influential

44

V29Q14InfGuide

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 ~ Extremely influential

45

V29HQ14InfOth

1 = Not influential
2 = Not very influential
3 = Fairly influential
4 = Very influential
5 = Extremely influential

46
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Variable Label

V30Q14WhatO

Value Label

If other then what other
1 = Experience/student ability
2 = Research/Readings
3 = Workshop, seminar, classes
4 = Reading series
5 = Community resources
6 = Other Kdg. Trs.
7 = No developmental program implemented
9 = NDEYC guidelines

Column

47-48

Educators Belief Questionnaire
ID

1-3

Card

Card=2

VSlQlGrTests

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

5-6

V32Q2InfDifAc

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

7-8

V33Q3RdStories

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

9-10

V34Q4SepSub

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

11-12

V35Q5SlfEst

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

13-14

4
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Variable Label

Value Label

V36Q6PunishT

1 = Not important at ail
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

15-16

V37Q7SelAct

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

17-18

V38Q8InterO

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

19-20

V39Q9DictStor

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

21-22

V40Q10ChPlan

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

23-24

V41QllAlone

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

25-

V42Q12Drama

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

27-28

V43Q13TrMove

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

29-30

Column
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Variable Label

Value Label

Column

V44Q14ActExpl

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

31-32

V45Q15TrAuth

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

33-34

V46Q16IndDiff

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

35-36

V47Q17Wbk

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

37-38

V48Q18WShtPerf

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

39-40

V49Q19EnvPrint

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

41-42

V50Q20WholeGr

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

43-44

V51Q21IsolLett

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

45-46
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Variable Label

Value Label

V52Q22TrObs

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

47-48

V53Q23ColLine

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

49-50

V54Q24TkInfor

1 = Not important at aH
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

51-52

V55Q250wnSpl

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

53-54

V56Q26SocSk

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

55-56

V57Q27LeamRd

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

57-58

V58Q28MtIntg

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

59-60

V59Q29HltSaf

1 = Not important at aU
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

61-62

Column

Variable Label
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Value Label

Column

V60Q30FlCards

1 = Net important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

63-64

V61Q31CNoSex

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

65-66

V62Q32CorrLett

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

67-68

V63Q33PlanOutdoor

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

69-70

V64Q34ParInput

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

71-72

V65Q35BasalRd

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

73-74

V66Q36ChldRul

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

75-76

Instructional Activities Questionnaire (Desired Practice)
ID

1-3
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Value Label

Column

Card

Card = 3

V67QlABlocksA

1 = Not important at all
2 = Not very important
3 = Fairly important
4 = Very important
5 = Extremely important

5-6

V67QlBlocks

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

7-8

V68Q2AClkBrdA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily

9-10

V68Q2ClkBrd

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

11-12

V69Q3ASelCentA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

13-14

V69Q3SelCent

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

15-16

V70Q4ATrDirA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

17-18

V70Q4TrDir

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

19-20

4
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Variable Label

Value Label

Column

V71Q5AOwnActA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

21-22

V71QSOwnAct

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

23-24

V72Q6AWait5A

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

25-26

V72Q6Wait5

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

27-28

V73Q7ADramaA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

29-30

V73Q7Drama

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

31-32

V74Q8ATapesA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

33-34

V74Q8 Tapes

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

35-36

Variable Label
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Value Label

Column

V75Q9ACrtivWrA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

37-38

V75Q9CrtivWri

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

39-40

V76Q10AGamesPuA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

41-42

V76Q10GamesPuz

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

43-44

V77QllAExplorA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

45-46

V77QllExplor

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

47-48

V78Q12ACutShapA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

49-50

V78Q12CutShape

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

51-52

Variable Label
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Value Label

Column

V79Q13ARewardA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

53-54

V79Q13Rewarcl

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

55-56

V80Q14ACrtMoveA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

57-58

V80Q14CrtMove

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/ wk)
5 = Very often (daily)

59-60

V81Q15ALosPrivA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

61-62

VBlQlSLosPriv

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

63-64

V82Q16ASocReinA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

65-66

V82Q16SocReinf

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

67-68

Variable Label
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Value Label

Column

V83Q17APDFormA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 - Very often (daily)

69-70

V83Q17PDForm

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

71-72

V84Q18AMusicA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

73-74

V84Q18Music

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

75-76

V85Q19ARdGrA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

77-78

V85Q19RdGr

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

79-80

ID

1-3

Card 4

Card = 4

V86Q20AManipuA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

4
5-6

Variable Label
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Value Label

Column

V86Q20Manipu

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

7-8

V87Q21IsolateA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

9-10

V87Q21Isolate

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

11-12

V88Q22AParGameA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

13-14

V88Q22ParGames

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/ wk)
5 = Very often (daily)

15-15

V89Q23AWaitl5A

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

17-18

V89Q23Waitl5

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

19-20

V90Q24AOutPianA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2-4/wk)
5 = Very often (daily)

21-22
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Variable Label

Value Label

Column

V90Q240utPlan

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

23-24

V91Q25AWkSheetA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

25-26

V9lQ25WkSheet

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/v/k)
5 = Very often (daily)

27-28

V92Q26AFlCardA

1 = Almoat never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

29-30

V92Q26FlCard

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

31-32

V93Q27ACNoSexA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

33-34

V93Q27CNoSex

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/ wk)
5 = Very often (daily)

35-36

V94Q28ACompMatA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

37-38
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Variable Label

Value Label

Column

V94Q28CompMath

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

39-40

V95Q29AHltSafA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

41-42

V95Q29HltSaf

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

43-44

V96Q30ARCountA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

45-46

V96Q30RCo\mt

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

47-48

V97Q31ArtMediA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

49-50

V97Q31ArtMedia

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

51-52

V98Q32ALineWA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

53-54

Variable Label
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Value Label

Column

V98Q32LineW

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

55-56

V99Q33ARecAlphA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

57-58

V99Q33RecAlph

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

59-60

V100Q34AMtIncorA

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

61-62

V100Q34MtIncorp

1 = Almost never (less than monthly)
2 = Rarely (monthly)
3 = Sometimes (weekly)
4 = Regularly (2 - 4/wk)
5 = Very often (daily)

63-64
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APPENDIX G: QUESTIONNAIRE ITEMS
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Categories of Items for the
Educator Beliefs Subscale
Social Competence
1) How important is it for kindergartners to learn through interaction
with other children?
2) How important is it for children to talk informally with adults?
3) How important is it to provide many opportunities to develop social
skills with peers in the classroom?
Guidance Technique
1) How important is it for teachers to use their authority through
punishment and/or reprimands to encourage appropriate behavior?
2) How important is it for teachers to use their authority through
treats, stickers, and/or stars to encourage appropriate behavior?
3) How important is it for children to be involved in establishing
rules for the classroom?
Skill Centered
1) How important is it for standardized group tests to be used in
kindergarten programs as an evaluative technique?
2) How important is it that each curriculum area be taught as separate
subjects at separate times?
3) How important are workbooks and/or ditto sheets to the kindergarten
program?
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4) As an evaluation technique in the kindergarten program, how
important is performance on worksheets and workbooks?
5) In terms of effectiveness, how important is it for the teacher to
talk to the whole group and make sure everyone participates in the
same activity?
6) How important is it for children to be instructed in recognizing the
single letters of the alphabet, isolated from words?
7) How important is it for children to color within predefined lines?
8) How important is it for kindergartners to learn to read?
9) How important are flashcards (numbers, letter,s and/or words) to the
kindergarten program for instructional purposes?
10) How important is it for children in kindergarten to form letters
correctly on a printed line?
11) How important is the basal reader to the kindergarten reading
program?
Teaching Strategy
1) How important is it for children to be allowed to select many of
their own activities from a variety of learning areas that the
teacher has prepared?
2) How important is it for children to be allowed to cut their own
shapes, perform their own steps in an experiment, and plan their own
creative drama, art and writing activities?
3) How important is it for children to participate in dramatic play?
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4) In terms of effectiveness, how important is it for the teacher to
move among groups and individuals, offering suggestions, asking
questions, and facilitating children's involvement with materials
and activities?
5) As an evaluative technique in the kindergarten program, how
important is teacher observation?
6) How important is input from parents?
Emergent Literacy
1) How important is it for children to have stories read to them
individually and/or on a group basis?
2) How important is it for children to dictate stories to the teacher?
3) How important is it for kindergarten activities to be responsive to
individual difference sin development?
4) How important is it for children to see and use functional print and
environmental print in the kindergarten classroom?
5) How important is it for kindergarten activities to be responsive to
individual differences?
6) How important is it for children to experiment with writing by
inventing their own spelling?
Curriculum Integration
1) How important is it for teacher-pupil interactions in kindergarten
to help develop children's self-esteem and positive feelings towards
learning?
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2) How important is it for kindergartners to learn through active
exploration?
3) In the kindergarten program, how important is it that math be
integrated with all other curriculum areas?
4) In teaching health and safety, how important is it to include a
variety of activities throughout the year?
5) In the classroom setting, how important is it for the child to be
exposed to multicultural and nonsexist activities?
6) How important is it that outdoor time have planned activities?
Categories of Items for the
Instructional Activities Subscale
Guidance Technique

'

1) Losing special privileges (trips, recess, free time, parties, etc.)
for misbehavior.
2) Using isolation (standing in the corner or outside of the room) to
obtain child compliance.
3) Tangible rewards for appropriate behavior and/or performance.
4) Social reinforcement (verbal praise, approval, attention, etc.) for
appropriate behavior and/or performance.
Skill Centered
1) Copying from the chalkboard.
2) Large-group, teacher-directed instruction.
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4) Circling, underlining and/or marking on items on worksheets.
5) Using flashcards with sight words and/or math facts.
6) Competitive math activities to learn math facts.
7) Rote counting.
8) Practicing handwriting on lines.
9) Reciting the alphabet.
Teaching Strategy
1) Children reading in ability groups.
2) Children selecting centers (home, book, math, science, writing,
etc.).
3) Children coordinating their own activities in centers.
4) Participating in dramatic play.
5) Playing with games and puzzles.
6) Exploring animals, plants and/or wheels and gears.
7) Cutting their own shapes from paper.
8) Creative movement.
9) Singing and/or listening to music.
10) Playing with manipulatives such as pegboards, puzzles and/or legos.
11) Drawing, painting, working with playdough and other art media.
12) Listening to records and/or tapes.
13) Building with blocks.
14) Waiting for longer than five minutes.
15) Sitting for longer than 15 minutes.
16) Games/activities directed by or made by parents.
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Emergent Literacy
1) Doing creative writing (combining symbols/invented spelling and
drawing).
Curriculum Integration
1) Math incorporated with other subject areas.
2) Specifically planned outdoor activities.
3) Multicultural and nonsexist activities.
4) Health and safety activities.

