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Abstract

Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction Quality before and
after a Professional Development Initiative

Norah Alshbili

The interactions children have with those around them are foundational to their learning and
development (OECD, 2021). Strong evidence has shown that teacher-child interaction quality
is more important for social-emotional and academic development than any other classroom
factor (OECD, 2021; Soliday et al., 2019; Tilbe & Gai, 2020). The Vision 2030 national
development program seeks to improve early education in Saudi Arabia, but no studies in the
country have examined this issue using professional development.

In this study, | investigated nine Saudi kindergarten teachers’ perceptions of teacher-
child interaction quality before and after a professional development initiative. An Arena
Blended Connected Learning Design (ABC LD) was used to create six workshops that
provided different types of learning. The workshops focused on five main interaction
strategies: questioning, feedback, discussion, problem-solving, and sustained shared thinking.
Participants were asked to implement these strategies in their classes. To capture any changes
in their perspectives and practices, interviews and focus groups were conducted before and
after the 14-week initiative, while participant observations were conducted throughout the
initiative.

This qualitative case study was guided by sociocultural theory as a framework. A pilot
study tested and developed the workshops and data collection tools before the main study.
The findings were generated deductively and inductively using reflexive thematic analysis
(Braun & Clarke, 2022). Under each theme, data were triangulated from the pre- and post-
initiative interviews, focus groups, and classroom observations.

Teachers’ perceptions and practices changed after the initiative. Overall, they reported
seeing greater importance in their interactions with children and agreed that preparing a rich
environment was a key factor in interaction. However, they pointed out factors preventing
them from achieving higher-quality interaction, especially the high ratio of children to
teachers and administration requirements. Based on the results, this study offers
recommendations for improving teacher-child interaction in Saudi Arabia.



Chapter 1: Introduction

Early childhood education and care (ECEC) is a vital part of society, laying the
foundation for later learning and development (Melhuish et al., 2015). As a result,
improving ECEC quality is a goal of countries around the world (Early et al., 2017;
National Child Care Information and Technical Assistance Center, 2010; Organisation for
Economic Co-Operation and Development [OECD], 2021), including Saudi Arabia (Saudi
Ministry of Education, 2022). This objective is based on the understanding that quality is
needed to maximize the benefits ECEC programs offer to children’s early development and
learning (Melhuish et al., 2015; Sylva et al., 2007; VVandenbroeck et al., 2018; Yoshikawa
et al., 2013). In light of this, teacher-child interactions have emerged as a key feature of
ECEC quality and can be defined as the “daily back-and-forth exchanges that teachers and
children have with one another throughout each day, including those that are social and
instructional in nature” (Hamre et al., 2012, p. 89). Strong evidence has shown that the
quality of the interactions children have, or “process quality,” is what counts most for their
development, learning, and overall well-being (OECD, 2021). More specifically, teacher-
child interaction quality is more important for children’s social-emotional development and
academic skills than any other aspect of classroom quality (Melhuish et al., 2015; Soliday
et al., 2019), such as materials, activities (Howes et al., 2008), class size, teacher-student
ratio, or teacher education (Mashburn et al., 2008).

The role of teacher-child interactions is reflected in the NAEYC’s (2009) position
statement that effective teaching is intentional and teachers should employ a variety of
strategies to support children’s interest and ability in each learning domain. While
curriculum is important, the teacher’s role is paramount (NAEYC, 2009). According to
Yoshikawa et al. (2013), the most valuable characteristics of quality in ECEC, especially
kindergarten, are stimulating and supportive teacher-child interactions and effective use of

curricula. Yoshikawa et al. suggested that helping teachers implement instructional



approaches through professional development could yield significant benefits. This claim
is supported by several studies showing that effective professional development included
training on specific skills using a job-embedded professional development model (e.g.,
Pacchiano et al., 2016; Sheridan et al., 2009). This type of professional development has
been shown to improve instruction and learning outcomes in developmental areas, such as
literacy (Wasik & Hindman, 2011) and mathematics (Clements et al., 2011). In a
systematic review of ECEC professional development, Rogers et al. (2020a) found the
professional development models that offered new knowledge and opportunities for
teachers to reflect on their practices represented an effective way to improve children’s
outcomes. Darling-Hammond et al. (2017) reviewed 35 methodologically rigorous studies
that also demonstrated a positive link between teacher professional development, teaching
practices, and student outcomes. That study found seven widely shared features of
effective professional development. These features consisted of focusing on teaching
strategies, incorporating active learning, support collaboration, providing models
(examples) of effective practice, providing expert support, offering feedback and
reflection, and offering adequate time to learn, implement, and practice.

In the present study, | investigate teacher-child interaction quality in a Saudi
kindergarten. A relationship was expected between teacher-child interaction quality and
the pedagogical strategies teachers used in this setting; furthermore, | expected that
professional development could develop teacher-child interaction quality. For this purpose,
the researcher designed an initiative using a professional development model focused on
improving pedagogical strategies and teacher-child interaction quality. Classroom
participant observation, teacher interviews, and a focus group were planned to determine if
there were any differences in the teachers’ perspectives and practice of teacher-child
interaction quality before and after the initiative. A pilot study was undertaken. In the rest

of this chapter, I discuss the development of ECEC in general and more specifically in



Saudi Arabia, followed by the study’s rationale and aims, the research questions, and the
significance of the study.

Development of ECEC Internationally

Caring for and educating children has always been an important role in society (Marope &
Kaga, 2015). Arrangements for accomplishing this task have changed over time, with
diverse values and norms across cultures, reflecting different family and community
structures (United Nations Educational, Scientific and Cultural Organization [UNESCO],
2006). Historically, such arrangements have largely been informal, involving the family,
the household, and community members (Marope & Kaga, 2015). Formal ECEC
arrangements emerged in the nineteenth century when several countries established
kindergartens as educational and day nurseries (Kamerman, 2006). France was one of the
earliest countries to integrate kindergarten into its education system in 1886 (Kamerman,
2006). State-led ECEC services first emerged in Russia in the early twentieth century as
part of a socialist project to foster women’s participation in production in society and to
offer education to children from the earliest possible age (Taratukhina et al., 2006).
However, the largest expansion of ECEC services came in the 1960s due to women’s
growing contribution to the labor market and changes in child and family policies in
several European countries and the U.S. (Kamerman, 2006).

The reflections of the United Nations Convention on the Rights of the Child
(UNCRC) in 1989 turned a new page in the history of ECEC in the 1990s (Marope &
Kaga, 2015). This convention formally confirmed that children have the rights to survive,
develop, be heard, and take part in decisions that affect them (with consideration of their
capacities), stating they are active and competent individuals with rights, ready to learn and
develop from birth. The UNCRC explicated children’s right to education during the early
years beginning at birth and linked this to their right to maximum development. This

recognition of ECEC as an essential component of education was part of the major



objectives at the 1990 UN World Conference for Children. Later, this vision of basic
education was confirmed in the Dakar Framework for Action (2000) on Education for All
(EFA), approved as the first of six EFA goals in the World Education Forum, improving
and expanding inclusive ECEC services, particularly for the most disadvantaged children.

Studies have shown higher-quality ECEC yields massive and multidimensional
benefits for individuals and societies (e.g., Melhuish et al., 2015; Sylva et al., 2007;
Vandenbroeck et al., 2018; Van Huizen et al., 2019; Yoshikawa et al., 2013). Therefore, a
strong case based on evidence can be made to consider high-quality ECEC an international
public issue (Marope & Kaga, 2015). Based on this evidence, individuals, governments,
and other organizations should invest in and work together to promote high-quality ECEC
services. Nevertheless, funding for ECEC fails to reflect its importance (Marope & Kaga,
2015).
ECEC in Saudi Arabia
To give an overview of early childhood education in Saudi Arabia, it is important to
mention that formal education in the country did not exist until 1925 (Wiseman et al.,
2008). Before that time, the traditional system was employed, called “khutab.” The khutab
method of teaching involved gathering a group of children at a mosque or the teacher’s
house to learn how to read and write Arabic and memorize the Quran. In addition to Arabic
and Quranic studies, children would learn religious instruction, moral habits, and
sometimes simple mathematics (Aljabreen & Lash, 2016). After 1925, the government
established the first public schools, but preschool education was not introduced until 1965,
when the first preschool was established in Jeddah by the private sector, and in 1966, the
first public preschool was established by the Ministry of Education (Al-Othman et al.,
2015).

The number of preschool centers quickly increased and more children were

enrolled. Many factors contributed to the need for expanding preschool coverage all over



the country. One of the most significant factors in the growth of preschools was women’s
growing participation in the labor market. More women in Saudi Arabia now seek to work
to support their families or for personal development (Aljabreen & Lash, 2016). Another
factor is the growing prominence of the nuclear family and the gradual reduction in
importance of the extended family (Al-Othman et al., 2015). In extended family
households, the childcare is traditionally given by several members of the family,
especially grandparents. In addition to these factors, there is an increasing awareness from
the government and the public of the positive outcomes from enrolling children in high-
quality preschools.

According to Aljabreen and Lash (2016), “Supervision and management of ECE in
Saudi Arabia today is handled by a combination of three organizations: The Ministry of
Education, the Ministry of Social Affairs, and the Private Sector,” with the Ministry of
Education performing the majority of managerial functions (p. 314). Despite the benefits
from each organization, having multiple authorities overseeing this area may be
problematic. In addition, “all preschools in Saudi Arabia are administrated, supervised, and
staffed by women” (Gahwaji, 2006, p. 34). Early childhood in Saudi Arabia is also the
only stage where girls and boys can attend the same classes.

While the number of preschools has grown in big cities, in small towns and rural
areas, preschools are either unknown or very limited. In addition to a need to increase
availability, the curriculum is another issue. According to Gahwaji (2006), “Although the
number of preschool centres has increased rapidly, there was no official and suitable
curriculum before 1994 (p. 35). In 1984 and 1986, UNESCO held two workshops to train
teachers in Saudi Arabia on how children learn. The result was recognizing the need to
develop early childhood teachers’ skills and provide them with clear guidance. Therefore,
the government committed to a comprehensive project to develop the early childhood field.

Several organizations cooperated to achieve this goal, including the General Presidency for



Girls’ Education (now defunct), the Arab Gulf Program for the United Nations
Development Organization (AGFUND), and UNESCO. The project consisted of
developing a preschool curriculum based on theories and data regarding the educational
development for young children and establishing in-service training centers in three major
cities (Algassem et al., 2016). The curriculum goals were formulated by the Ministry of
Education to go along with national education policy. These goals included exposing
children to a school atmosphere, preparing them for adult life, and forming relationships
with social peers.

“Self-learning” is the name of the public kindergarten curriculum in Saudi Arabia
that was first implemented in 1986 (Ministry of Education, 2005). However, a procedural
guide and teacher’s guide are reviewed and published yearly. This curriculum is a play-
based curriculum followed during learning corner time and outdoor play time (Ministry of
Education, 2005) and is referred to in the international literature as play-based learning
(e.g., Pyle & Danniels, 2017; Edwards, 2017). It is divided into six main units (water, sand,
food, house, hands, and my homeland). Each unit takes two to three weeks to complete. In
addition, five minor units (my friends, my health and safety, clothes, family, and my book)
take one to two weeks to finish. Activities are mainly related to each unit’s topics and are
prepared by teachers for children to do mostly on their own with minimum interference
from the teacher, which is why it is called the “self-learning” curriculum (Ministry of
Education, 2005). While this curriculum does value teacher interaction, it puts far greater
emphasis on the child’s efforts to discover and learn, especially in special learning corners
(or centers) and on the playground. In the teacher’s guide, the curriculum is described as
being based on a self-learning method that focuses on the children’s own engagement with
the experiences and activities offered so that each child interacts and deals with the
targeted educational games available in their educational environment (Ministry of

Education, 2005). This helps children discover and develop their abilities at their own



pace. In this way, children learn by themselves and are motivated by their own need to
learn (Ministry of Education, 2005).

Various factors influence Saudi children’s development and learning experiences.
This includes their family background, socio-economic status, cultural heritage, language
proficiency, and the educational environment they are exposed to. In Saudi Arabia, only
1% of 3-year-olds, 14% of 4-year-olds, and 37% of 5-year-olds are enrolled in ECEC
(OECD, 2023). One of the Ministry of Education’s (2021) “most important goals is to raise
the rate of children’s enrollment in kindergarten to 90% in 2030.” Non-Saudi children
could account for up to 15% of some public kindergartens, possibly much higher than in
private and international kindergartens (Saudi Authority for Data and Atrtificial
Intelligence, 2023). The predominant and official language of Saudi Arabia is Arabic
(Algamdi & Nooraldeen, 2002), but there has been a growing number of bilingual children
since 2005 (Alzubaidi, 2018). The state religion, Islam, is deeply embedded in the culture
and social structure influencing the education system (Algassem et al., 2016). In addition,
numerous changes have shaped the social fabric of the country. For instance, a “rise of
individual/family incomes has affected the lifestyle of many Saudi families, particularly
the middle and upper classes” (Gahwaji, 2013, p. 336). A factor influencing this trend is
more women entering the labor market. The growth in income and women working has
also changed the family dynamic, with a move from an extended family structure
cohabitating to nuclear families living together. According to Al-Sunbul et al. (2004),
families in Saudi Arabia are growing smaller and becoming more independent, distancing
themselves from their broader extended family network. Smaller families and a growing
female presence in the workplace have impacted childhood education policy and
opportunities because young children are more likely to be placed in childcare and

education programs or preschool (Gahwaji, 2013).



It is important to give a brief overview of preschool teacher preparation as part of
the comprehensive project to develop the early childhood field in Saudi Arabia. As noted
by Aljabreen and Lash (2016), 40 years ago, Saudi Arabia was not involved in training its
own preschool teachers. Instead, it was common for the country to bring teachers in from
neighboring countries, such as Syria, Egypt, Irag, and Jordan, to teach young children. This
began to change in 1983, when the Gulf Girl Association in Saudi Arabia, an organization
that provides social and cultural support for Saudi women, offered an associate degree in
early childhood education. The “programme offered 64 credits for both theory and practice
of ECE and two practicum phases, including [a] full time teacher mentor in preschool”
(Aljabreen & Lash, 2016, p. 316). In 1985, King Saud University started offering a
bachelor’s degree for early childhood teachers, consisting of 165 credit hours of study,
including a practicum. Today, many universities and colleges in Saudi Arabia offer early
childhood training programs for preschool teachers. As Algassem et al. (2016) mentioned,
17 out of 24 “public universities offer bachelor degrees in early childhood education” (p.
7), and according to a report by the Ministry of Education (2018), in 2006, 87% of
preschool teachers were Saudi citizens.

Rationale and Aims

Early childhood is a pivotal time in the development of a child and may support
achievement in formal education later in life (Melhuish et al., 2015). For example, the
positive effects of ECEC on children have been shown to last into adolescence (Sylva et
al., 2014). For this reason, ECEC quality development is an important strategy to promote
young children’s learning and development (Egert et al., 2018). Increasingly strong
evidence indicates that teacher-child interaction quality is a key factor in ECEC and is
critical for improving children’s early academic and social-emotional skills (e.g., Early et

al., 2017; Howes et al., 2008).



Although quality is a crucial part of ECEC, there is variation in ECEC program
quality in terms of teacher characteristics, interaction, the classroom and structural aspects,
and the social and cultural context (Alexandersen et al., 2021). As a result, many teachers
lack the skills and knowledge needed to support effective learning in ECEC programs
(Howes et al., 2008). Their lack of theoretical and practical knowledge about children’s
development and learning makes them unable to develop their practice to promote
children’s learning (Stephen, 2012). As a result, teacher professional development has
drawn more attention since it may enhance teachers’ instructional and interaction quality
and, by extension, improve children’s learning and development (Darling-Hammond et al.,
2017; Egert et al., 2018). Al Shanawani (2023) similarly found that Saudi ECEC program
quality varied widely due to factors such as a lack of qualified teachers. A strategy to
address these challenges is improving teacher training programs.

A variety of job-embedded professional development approaches—such as
workshops, mentoring, and professional learning communities—have been shown to
develop teaching and learning (OECD, 2016). Accordingly, this study aimed to design and
implement a professional development initiative that could effectively develop Saudi
teachers’ interaction quality by providing them with theoretical knowledge and practical
content in a collaborative learning environment that would offer chances for discussion,
feedback and reflection.

Although ECEC is a relatively new field in Saudi Arabia, the government has
considerable interest in its development for the reasons outlined above. There have been
many recent initiatives to improve and increase the number of quality nurseries and
preschool programs around the country (Saudi Ministry of Education, 2022). In Saudi
Arabia, “nursery” refers to a childcare program between birth and age 3 and focuses on the
care of the child more than early education, while “preschool” or “kindergarten” includes

care and instruction for children ages 3-5 (Aljabreen & Lash, 2016). Nursery and



kindergarten are not compulsory and are outside the formal education ladder (Al-Othman
etal., 2015).

Saudi Vision 2030 (n.d.-a) aims to leverage the country’s geographic, cultural,
social, demographic, and economic strengths to reduce the country’s dependence on oil
revenue and promote a vibrant society and thriving economy. Saudi Vision 2030 (n.d.-b)
views education as a critical factor in long-term economic growth. The main educational
goals of Vision 2030 are producing higher-education graduates with skills fitting the job
market, improving the education system, helping students make suitable career decisions,
having five Saudi universities ranked in the top 200 universities in the world by 2030, and
having student results in different stages of education exceed international averages around
the world by 2030. The plan seeks to achieve these goals by developing and implementing
modern curricula, encouraging children to develop their talents, tracking and publishing
annual education progress, collaborating with strategic investors and apprenticeship
providers, developing new skills by forming councils from different industries and private
companies, and developing a central database to track students’ development from early
childhood through university. Early childhood education is thus seen as a key stage in
developing a modern workforce and a knowledge-based economy.

According to the Ministry of Education (2022), the education system can be
improved by creating better curriculum objectives and policies and incorporating these and
related factors into the education and professional development of teachers. Another key
area is fostering a student-centered environment with an emphasis on character qualities,
important skills, learner confidence, and creativity. In addition, better education is needed
for individuals with disabilities. Finally, more opportunities are needed for kindergarten,
which should be connected to the formal education system.

High-quality ECEC services need to be available and affordable to allow women

and men with care responsibilities to contribute to the labor force; this is because women’s
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employment improves the socio-economic situation of their family as well as the economic
growth of society (Penn, 2009). This need is especially relevant in Saudi Arabia as the
country’s economy and society undergo changes to diversify the economy under the Saudi
Vision 2030 project. One of the ways the project seeks to accomplish this goal is by
empowering women, strengthening their role as leaders, increasing their participation in
the labor force, establishing promising sectors for women to work in, and reducing gender-
related challenges (Saudi Vision 2030, 2019b).

To achieve the goals of Saudi Vision 2030, the National Transformation Program
was launched in 2016 (Saudi Vision 2030, 2019a). In the beginning of 2016, this program
collaborated with the Ministry of Education to assess the challenges facing the public
education system, such as quality and performance indicators. This collaboration resulted
in the National Transformation Program’s educational realization initiative to come up
with objectives for education. Objectives related to early childhood education, according to
the Ministry of Education (2023), include offering high-quality, fair, inclusive education
for all students; offering professional development to teachers; providing an educational
environment that stimulates innovation and creativity; improving curricula, teaching
methods, and assessment; and improving students’ values and skills.

A review of research on the effects of ECEC on child development suggested that
investing in universally available high-quality ECEC can benefit governments, children,
families, and communities (Melhuish et al., 2015). According to a report by the World
Bank Group, the Inter-American Development Bank, and UNICEF (2018), “Investing in
early childhood development is widely recognized as a cost-effective strategy for fair and
sustainable development” and studies have increasingly shown “that the returns on
investment in young children are substantial, particularly when compared to investments

made at later stages in life” (p. 4).
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Numerous ECEC studies have shown that well-implemented interventions enhance
children’s development of cognitive, language, and academic skills, which play a vital role
in future educational, social, and emotional development (Melhuish et al., 2015; Wylie et
al., 2006). Research seeking to assess and improve ECEC has increasingly focused on
quality (Sheridan, 2009), and a growing number of studies have presented the benefits of
high-quality ECEC on children’s development (Slot et al., 2015). In addition, studies have
demonstrated teacher-child interaction as critical to children’s learning and development in
terms of language, literacy, cognition, socioemotional development, and self-regulation,
including the National Institute of Child Health and Human Development and the Early
Child Care Research Network (Pianta et al., 2009).

Therefore, teacher-child interaction is a key factor in classroom quality and
children’s social development and competence in school (Hamre & Pianta, 2007). In light
of this, the present study has focused on teacher-child interaction quality as a key factor in
childhood education. To achieve Saudi Vision 2030’s goals, it is vital to improve the
quality of ECEC through developing teacher-child interaction quality. The aims of the
present study were as follows:

1. Explore teachers’ perceptions of teacher-child interaction quality.

2. Design a professional development model to improve teacher-child interaction

quality in a Saudi kindergarten.

3. Explore what factors enable and constrain quality interactions.

4. Explore teachers’ perceptions of effective professional development for

developing teacher-child interaction quality.

5. Explore teacher-child interaction quality in a Saudi kindergarten.

Research Questions
To achieve the objectives outlined above, the study adopted a sociocultural lens to analyze

the data. The primary research question that guided this study asked, “How do Saudi early
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childhood education teachers perceive teacher-child interaction quality?”” This main
question was divided into five sub-questions:

1. How do teachers perceive their practices related to teacher-child interaction

quality before the professional development initiative?

2. How do teachers perceive their practices related to teacher-child interaction

quality after the professional development initiative?

3. Have any changes emerged in teachers’ pedagogical strategies as a result of the

professional development initiative?

4. What factors enable or constrain quality interactions according to teachers?

5. How do teachers perceive the professional development initiative as a tool to

improve the quality of their interactions with the children in their classes?
Significance of the Study
All education systems have standards and requirements for ECEC, and most have
professional development for ECEC teachers (National Child Care Information and
Technical Assistance Center, 2010), with Saudi Arabia being no exception (OECD,
2020b). Professional development workshops often offer a variety of topics to help ECEC
teachers fulfill education system requirements. However, a lack of understanding of ECEC
as a career requiring professional development can lead to challenges for kindergarten
teachers when participating in professional development (Peterson & Valk, 2010).

Despite its potential benefits, improving teacher-child interaction quality by
combining strategies is a new concept in Saudi Arabia in research and practice. | have
sought to address that gap by providing further evidence on the duration, frequency, and
intensity of professional development in ECEC in a Saudi context. As such, this is the first
study to examine the effect of professional development on Saudi ECEC teachers’
perceptions and practices regarding teacher-child interaction quality. The initiative was

specially designed by the researcher for this environment using the Arena Blended
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Connected Learning Design (ABC LD) through the lens of sociocultural theory. The
literature supports the value of employing this type of job-embedded professional
development guided by an academic researcher acting as a mentor/trainer (cf. Cummins,
2004; Onchwari & Keengwe, 2008; Rogers et al., 2020a, 2020b).

This initiative is a direct response to the researcher’s own “felt need” (Elliot, 1991).
My ontogenesis (Wertsch, 1988) as an educator and researcher, along with other varied
professional experiences in Saudi Arabia and the U.S. has led me to identify teacher-child
interaction quality as critical for children’s developmental and learning outcomes
(Melhuish, 2015; OECD, 2019; Soliday Hong et al., 2019). | worked as a kindergarten
teacher in Saudi Arabia before pursuing an MA in the U.S. and working with children in
American ECEC settings as a practicum student and researcher. During that time, | wrote
several papers about early childhood education. Since then, | have gained experience as a
lecturer at Princess Nourah University in Riyadh and have supervised undergraduate
students in several public and private kindergartens. Because Saudi teachers receive almost
no professional development targeting teacher-child interaction quality, | introduced an
initiative based on high-quality professional development practices as supported by the
literature.

There is growing interest around the world, including Saudi Arabia, in raising the
quality of ECEC by developing teachers’ knowledge and skills (Al Shanawani, 2023).
Rogers et al. (2020b) stressed the importance of improving the pedagogical knowledge,
understanding, and skills of ECEC teachers through accessible, effective professional
development programs. The current study aligns with this global trend in ECEC research
by offering specially designed on-site professional development.

Structure of the Study
My primary focus in this study was to explore teachers’ perceptions of teacher-child

interaction quality and investigate whether their practices underwent any changes after
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they participated in a professional development program in a Saudi kindergarten. The
entire research process was guided by Vygotsky’s sociocultural theory, which served as the
foundation upon which the data were analyzed and understood (see Osanloo & Grant,
2016).

In this chapter, I introduced the context of the study, discussing the development of
ECEC in general and in Saudi Arabia. | outlined teacher-child interaction quality and a
significant gap in studies on this issue in a Saudi context, particularly regarding the
positive role of professional development. Furthermore, my personal experience led me to
examine this issue because | noticed that teachers in Saudi Arabia lacked an awareness of
how teacher-child interaction quality could shape children’s learning and development.
This lived experience of the issue is mirrored in the literature (e.g., Downer et al., 2010a;
Early et al., 2017; Hamre, 2014; Hamre & Pianta, 2007; McNally & Slutsky, 2018;
Melhuish et al., 2015; Siraj-Blatchford & Sylva, 2004; Wylie et al., 2006).

In Chapter 2, | present the literature that shaped the current study. I first analyses
the salient theories associated with teacher-child interaction quality and professional
development. ECEC quality is explored, focusing on teacher-child interaction quality and
its importance for children’s learning and development. Five interaction strategies are
likewise examined: questioning, feedback, discussion, problem-solving, and sustained
shared thinking. These are research-based teaching strategies in ECEC derived from
different cultural contexts and informed by the sociocultural theory that guided this study,
mainly the ZPD (Vygotsky, 1979) and scaffolding (Wood et al., 1976). All of these
strategies rely on social interaction and strong relationships between the teacher and child
(Siraj-Blatchford et al., 2002).

In addition, the chapter examines the literature regarding different models and
characteristics of ECEC professional development that helped the researcher design the

initiative employed in this study.
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In Chapter 3, | detail the methodology of the study, including the research
objectives, sampling procedures, and instruments. A qualitative (case study) approach to
data collection was deemed optimal for this small-scale investigation, which enabled me to
arrive at substantial conclusions in order to answer the research questions. | explain the
research design in detail, the design of the professional development initiative, and ethical
considerations. The limitations of the study are also briefly acknowledged.

In Chapter 4, | present and discuss the data under six themes, which are analyzed in
conjunction with the theoretical framework and literature evaluated in Chapter 2. Those
themes are the implementation of the self-learning curriculum, play-based learning and
intentionality, teachers’ perspectives on their role in supporting children’s learning and
development, the learning environment, factors affecting teacher-child interaction quality,
and teachers’ reflections on the initiative.

In Chapter 5, | conclude the study by synthesizing the primary findings, noting the
limitations of the study, and outlining the study’s contributions to current knowledge. This

is followed by recommendations for policy, pedagogy, and research.
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Chapter 2: Literature Review
Introduction
In this chapter, | review relevant literature and theories. | first describe the literature search
strategy, ECEC quality, and teacher-child interaction quality as a key factor of ECEC
quality. I then review two related theories with a focus on sociocultural theory, which
formed the theoretical framework of this study. After that, I explore learning environment
and its effect on the quality of teacher-child interactions. Next, | detail the five interaction
strategies of high-quality ECEC that were employed in the initiative (questioning,
feedback, discussion, problem-solving, and sustained shared thinking), as well as two
supporting practices (planning activities based on children’s interests and encouraging
children’s persistence). After that, I discuss two teaching approaches in ECEC that can
help achieve higher-quality teacher-child interaction: play-based learning and intentional
teaching. Various factors affecting teacher-child interaction quality are also discussed. This
is followed by a section on the relevant professional development literature. | conclude
with an overview of the initiative’s design, professional development, and the theoretical
framework.
Literature Search
A review of the literature began by identifying key topics in the field of study. A keyword
search was conducted using several databases: EBSCOhost (Education Research
Complete, and British Education Index), ProQuest (including 16 databases), Scopus, Sage
Journals, and Google Scholar. This initially involved searching online databases for books
and articles using key search terms, including teacher-child interaction, teacher-child
interaction quality, early childhood education quality, professional development, teacher
training, interaction methods, interaction techniques, interaction strategies, teaching
methods, teaching techniques, and teaching strategies. Books were retrieved from the

central library at Princess Nourah Bint Abdulrahman University. Additionally, the
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researcher searched extensively through the references and footnotes of identified articles
and books to locate further relevant studies.

Following an initial screening, which excluded material unrelated to the topic of
this review, a large number of studies were retained, and full-text articles were examined.
Due to the large volume of results, specific inclusion and exclusion criteria were
established to further limit the search and identify relevant studies. This review, in turn,
informed the structure of this chapter. The inclusion and exclusion criteria are presented in
Table 2.1. I independently screened the full-text documents yielded by the search against
these criteria.

Table 2.1: Inclusion and Exclusion Criteria for Literature

Attribute Inclusion Criteria Exclusion Criteria

Publication type Peer-reviewed journal Material not in a peer
reviewed journal

Language English or Arabic Not in English or Arabic

Type of study  Contains primary empirical evidence, Does not contain primary

including meta-analyses empirical data, e.g.,

literature reviews

Key Focuses on early childhood education Does not focus on any of

components of  quality, teacher-child interaction quality, or these elements

study professional development in ECEC and its

impact on teacher-child interaction quality
(when available)

ECEC Quality

In order to provide high-quality ECEC, it is necessary to define what high quality entails.
Unfortunately, there is no universally agreed standard. A major reason for this is that
quality within this context is a construct “based on values, beliefs and interests, rather than
on objective and universal reality”; therefore, different stakeholders have different
definitions for what constitutes high-quality ECEC (Pence & Moss, 1994, p. 172). As a
result, policymakers should consider the varying perspectives of stakeholders, such as
parents, teachers, children (Ceglowski & Bacigalupa, 2002; Layzer & Goodson, 2006),
researchers, and other professionals (Ceglowski & Bacigalupa, 2002). These perspectives
are discussed later.
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Importance of High-Quality ECEC

Numerous longitudinal studies have demonstrated the benefits of high-quality ECEC in the
short- and long-term (e.g., Adams et al., 2007; Camilli, 2010; Melhuish et al., 2008;
Melhuish et al., 2015; Nores & Barnett, 2010; OECD, 2021; Wylie, 2006). Internationally,
there is increasing interest in ECEC due to the expanding body of studies that show the
benefits of participation in high-quality ECEC for children and by extension society
(Melhuish et al., 2015; Vandenbroeck et al., 2018). For example, the EPPSE longitudinal
study in the UK, involving over 3,000 children, showed that any participation in ECEC,
longer duration of this participation, and better quality of ECEC settings all strengthened
children’s holistic learning, development, and well-being, beyond individual and family
background characteristics (Sylva et al., 2004). Another example is a meta-analysis by Van
Huizen and Plantenga (2018) that evaluated the effects of ECEC on children’s outcomes
from 2005 to 2017 in various countries, including Australia, Canada, France, the U.K.,
Germany, Spain, and the U.S. The findings showed that high-quality ECEC led to stronger
outcomes.

Learning is a gradual process, and a strong foundation early on in ECEC facilitates
educational success and competence in later stages (Council of the European Union, 2019).
Children who participated in ECEC for more than a year, for instance, achieved higher
scores in language and mathematics in the Progress in International Reading Literacy
Study and Program for International Student Assessment.

Furthermore, ECEC plays an important role in preparing children to live in
heterogeneous societies, as it can strengthen social unity. For example, ECEC can be a
meeting place for families from different backgrounds, and through social-emotional daily
learning, it can help children learn how to be empathic and learn about their rights and

others’ rights, such as equality, tolerance, and diversity in society (Council of the European
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Union, 2019). This role of ECEC is thus an important element of the Saudi Vision 2030
project, as one of its themes is to promote a vibrant society (Saudi Vision 2030, 2019a).

ECEC has shown the highest returns on investment out of all stages of education,
with those returns more pronounced for children from a disadvantaged background
(Council of the European Union, 2019). In their annual review of economics, Heckman
and Mosso (2014) stated that evidence from recent studies on the economics of human
development and social mobility emphasized the importance of early childhood
experiences in shaping various life skills. However, ECEC is only a good investment if
those services are of high quality (Penn, 2009). Low-quality ECEC services may harm
children’s development and later performance, especially children from disadvantaged
backgrounds.
Perspectives on Quality
Different perspectives focus on different aspects of quality, including those of parents
(Ceglowski & Bacigalupa, 2002; Ishimine & Tayler, 2014), teachers (Ishimine & Tayler,
2014; Layzer & Goodson, 2006), researchers (OECD, 2006), governments (e.g., Saudi
Vision 2030, n.d.-a), and children (Katz, 1993; Layzer & Goodson, 2006). For example,
parents’ perspectives may focus on the safety of the kindergarten, their trust in the
teachers, whether the environment meets the needs of their child, and how the kindergarten
or childcare center helps prepare the child for school. Parents may also consider the degree
to which the kindergarten or center meets their employment needs, e.g., working hours and
offering the options for full-day/half-day (Ceglowski & Bacigalupa, 2002; Ishimine &
Tayler, 2014).

ECEC teachers’ perspectives, on the other hand, may focus more on the conditions
of employment. They take into account factors such as suitable wages and benefits,

communication quality with management, hours, training and professional development,
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work environment, and teacher-child ratios (Ishimine & Tayler, 2014; Layzer & Goodson,
2006).

Children’s perspectives may focus on whether the environment is safe, secure, and
nurtures their healthy development (Layzer & Goodson, 2006). Criteria of quality from
their perspective include children’s feelings that they belong and are welcome, accepted,
understood, protected, and addressed seriously and respectfully, as well as whether
activities are engaging, challenging, meaningful, and satisfying (Katz, 1993). In recent
years, research has tended to take the child’s perspective more into account (Layzer &
Goodson, 2006).

Another perspective is that of researchers and other professionals, who tend to
focus on structural variables (e.g., facility, teacher-to-child ratios, teacher qualifications)
and process variables (e.g., the nature of interactions, pedagogy) (OECD, 2006). In
contrast, governments and policymakers often view high-quality ECEC as whatever works
best for the needs of the country (Harrist et al., 2005). The Saudi government, for instance,
views education as an investment in the future and wishes to improve ECEC, curriculum,
and educator training (Saudi Vision 2030, n.d.-a).

Based on the literature, this study defined ECEC quality as being when a program
optimizes the child’s learning and promotes development in all areas (cognitive, social,
emotional, language, and fine and gross motor skills). Such a program has certain
characteristics facilitating quality, which are explained in the next section.

Characteristics of ECEC Quality

Despite the lack of a universal definition, several organizations and studies have identified
essential elements in preschool programs that produce sustained, reliable outcomes in
children and their families (Hayakawa & Reynolds, 2014). Research and input from
educators (e.g., Hayakawa & Reynolds, 2014; Melhuish et al., 2015; National Association

for the Education of Young Children [NAEYC], 2019; Weisenfeld et al., 2018) as well as
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large-scale studies, such as the Effective Provision of Pre-School Education and
Researching Effective Pedagogy in the Early Years in Europe (Siraj-Blatchford et al.,
2002; Siraj-Blatchford & Manni, 2007; Sylva et al., 2004), have recommended basic
standards for ECEC quality related to environment, curriculum, relations with community
and families, and teachers. Below, 10 major characteristics of ECEC quality are described.

First, the programs should implement systems, procedures, and policies that
support stable staff and management to ensure all children, families, and staff have high-
quality experiences (NAEYC, 2019). Effective administration, knowledgeable leaders, and
functional policies and procedures are necessary to structure a quality ECEC program and
maintain that quality over time (Melhuish et al., 2015; NAEYC, 2019; Weisenfeld et al.,
2018). Such policies should ensure teachers are well-compensated (with pay parity at all
stages of K-12).

Second, ECEC programs should implement curriculum that helps them achieve
their goals and promote all development areas (emotional, social, physical, language, and
cognitive) (Hayakawa & Reynolds, 2014). A well-planned curriculum offers direction for
teachers and administrators, helping them cooperate and plan activities to maximize
learning (NAEYC, 2019). Programs can design their own curriculum or choose any
curriculum that meets the program goals and NAEY C standards.

Third, ECEC programs should use teaching approaches that are developmentally,
culturally, and linguistically appropriate and promote each child’s development and
learning experience in the context of the curriculum goals (Hayakawa & Reynolds, 2014;
Melhuish et al., 2015). In this sense, approaches must be age-appropriate and support
children with special needs and bilingual children (Weisenfeld et al., 2018). Each child has
different learning styles, interests, capacities, needs, and backgrounds. Teachers can help
children learn by knowing these differences and using teaching approaches suitable for

each child (NAEYC, 2019).
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Fourth, ECEC programs should use ongoing systematic informal assessment
methods to assess children’s learning and development (Hayakawa & Reynolds, 2014).
Assessment (i.e., documenting children’s learning) helps teachers plan appropriate
activities to meet all children’s strengths and needs, identify children who have disabilities,
and guarantee they receive needed services and help (NAEYC, 2019). Fifth, programs
should care about children’s nutrition and health and protect children and staff from illness
and injury (Hayakawa & Reynolds, 2014; Melhuish et al., 2015). Children need to be
healthy and safe so that they can learn and grow (NAEYC, 2019).

Sixth, to promote children’s development and support families’ interests and needs,
ECEC programs should employ and support teachers and other staff who have educational
qualifications, degrees in ECEC, and a professional commitment to the field (NAEYC,
2019). Teachers specialized in the field are more likely to encourage positive interactions
and richer language experiences. Such abilities should be maintained and enhanced by
offering ongoing assessment, professional development, and training to ensure quality
continuity, stability, and improvement (Melhuish et al., 2015).

Seventh, ECEC programs should establish collaborative relationships with all
children’s families to promote their development in all settings (Hayakawa & Reynolds,
2014). Relationships with families consider each family’s composition, language, and
culture. Programs need to create these relationships based on trust and respect and
encourage families to participate in the program’s activities (NAEYC, 2019). Eighth, on a
related note, ECEC programs should establish relationships with the children’s
communities and use available resources in those communities (Hayakawa & Reynolds,
2014). Relationships with the community help the program achieve its goals and help
families find resources to promote children’s healthy development (NAEYC, 2019).

Ninth, ECEC programs should have an indoor and outdoor physical environment

that is safe, properly equipped, and well organized and maintained (Hayakawa &
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Reynolds, 2014). This environment should contain facilities, equipment, and materials that
facilitate learning and development (NAEYC, 2019). Children’s direct experiences are a
fundamental characteristic of quality, including the ways teachers organize routines,
choose and prepare lessons and activities, and bring interesting materials to the classroom
(Hamre & Pianta, 2007).

Tenth is the promotion of positive relationships among children, teachers, and other
staff. However, the most fundamental relationship is that between teachers and children.
Teachers should nurture children’s sense of individuality, worth, belonging, and ability to
participate in the community, and teachers’ interactions with children should be
responsive, affectionate, and readily available (Melhuish et al., 2015; NAEYC, 2019). A
fundamental consideration in this regard is whether class size and teacher-child ratio allow
appropriate interaction (Melhuish et al., 2015). Classes should not exceed 22 children, with
at least two teachers in each kindergarten classroom and no fewer than one teacher per 11
children (Weisenfeld et al., 2018).

Large-scale studies (e.g., Siraj-Blatchford et al., 2002; Siraj-Blatchford & Manni,
2007; Sylva et al., 2004) have found that major ECEC quality characteristics included
strong leadership, warm interaction, open-ended questioning, formative assessment, adults
supporting children’s learning, talking through conflicts, and using appropriate content
(Siraj-Blatchford & Manni, 2007). The similarity of principles across organizations and
studies in different regions reflects general agreement among researchers, educators,
policymakers, and practitioners as to what elements are necessary for children’s
development in terms of cognitive and socio-emotional well-being (Hayakawa &
Reynolds, 2014).

Melhuish et al.’s (2015) review of a large body of international research found the
following ECEC quality characteristics crucial in fostering children’s development:

responsive, affectionate, and immediately available teacher-child interaction; well-trained
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teachers dedicated to working with children; developmentally appropriate curriculum;
teacher-child ratios and group sizes that enable teachers to interact with children
appropriately; supervision that ensures consistent high-quality ECEC; professional
development that promotes consistency, stability, and quality improvement; and accessible
facilities that are sanitary and safe.

Teacher-Child Interaction Quality as an Indicator of High-Quality ECEC

Children experience the world as an environment of relationships that influence almost all
aspects of their development (National Scientific Council on the Developing Child, 2004).
Building on the discussion above, children who experience positive relationships with
teachers are more motivated to learn, are more excited about going to school, show more
self-confidence, and learn more in the classroom, resulting in strong outcomes that
continue into adolescence (Clarke-Stewart et al., 2002). Children gain access to
educationally rich activities and materials through their teachers (Hamre, 2014; Hamre &
Pianta, 2007; McNally & Slutsky, 2018; Melhuish et al., 2015), developing through their
experiences with adults and peers (Leyva et al., 2015; Vygotsky, 1979). Numerous studies
have demonstrated teacher-child interaction as critical to development (Downer et al.,
2010b; National Institute of Child Health and Human Development and Early Child Care
Research Network, 2005; Pianta et al., 2009).

Within the global concept of ECEC quality, teacher-child interactions have arisen
as a key factor promoting early academic and social-emotional development. For example,
Howes et al. (2008) stated that sensitive teacher-child interactions centered around
instructional content within a positive setting were a bigger predictor of language and
literacy outcomes than materials or activities. Mashburn et al. (2008) viewed instructional
support—or teacher-child interaction quality specific to instruction (essential elements of
process quality)—as a stronger predictor of children’s academic outcomes than structural

features of quality.
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Based on Hamre et al. (2012) and Howes et al.’s (2008) definitions, teacher-child
interactions are sensitive daily social and instructional exchanges within a positive
environment. Siraj-Blatchford et al. (2002) referred to them as pedagogical interactions,
defined as “face to face interactions practitioners engage in with children [that] may take
the form of cognitive or social interactions” with pedagogical strategies defined as
“practices which support learning, for instance, social interactions, assessment, the
organisation of resources or management” (p. 7). These concepts are further explained
below.

Teacher-child interaction has been widely acknowledged as a key factor in
classroom quality and a main contributor to children’s social development and competence
in school (Hamre & Pianta, 2007). An increasingly common way of studying this
interaction is observation of high-quality teaching as a socially interactive process (Hoang
et al., 2018). Previous studies have shown positive outcomes associated with the quality of
such interaction in kindergarten classes (Burchinal et al., 2010). In the case of young
children, social and emotional characteristics of learning are equally valuable to
instructional learning (Denham et al., 2014). Several studies have supported this position;
for example, some found more time was spent in ECEC classrooms on non-instructional
activities, e.g., breakfast time, than instructional activities, e.g., story time (Downer et al.,
2010a). These characteristics of quality have greatly informed how the researcher in the
present study defined, understood, and approached the target characteristics of teacher-
child interaction.

Teachers’ Role in High-Quality ECEC

As noted above, early childhood teachers play a critical role in providing high-quality care
and education to young children. Early childhood programs require teachers to fulfill a
variety of roles, such as developing relationships with children, families, and communities;

implementing developmentally appropriate and culturally responsive curriculum; using
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assessment to guide instruction and monitor progress; supporting children’s social-
emotional development and well-being; and providing a safe and healthy learning
environment (AGDE, 2022; NAEYC, 2022).

Of the various roles teachers play in high-quality ECEC programs according to the
literature, the following are discussed in the present study: supervision (monitoring),
facilitating friendship among children, behavior management, and supporting language
development. Preparing the learning environment is another major role but is discussed
separately in the learning environment section.

Supervision (monitoring) children. Historically, ECEC policies have
concentrated on establishing standards to ensure the safety of children, such as the
standards and requirements for buildings, materials, or teacher-to-child ratios (OECD,
2021). Early childhood organizations agree that maintaining the safety of the child
physically and psychologically is essential in any early education setting (AGDE, 2022;
NAEYC, 2022).

Teachers’ active supervision plays a crucial role in maintaining a safe environment
and fostering learning outcomes (Australian Children’s Education and Care Quality
Authority, 2018). The implementation of efficient supervision is crucial in establishing
environments that prioritize safety and responsiveness to the diverse needs of children.

To effectively supervise groups of children, teachers must conduct risk assessments
and make professional judgments, considering the environment, children, and the context
of the activities (Australian Children’s Education and Care Quality Authority, 2018).
Observing children’s play and anticipating potential dangers allows educators to assist
them as difficulties arise and intervene when necessary.

In one study, teachers in ECEC prioritized supervision of children during outdoor
time (Coleman & Dyment, 2013). Teachers had different interpretations of their

supervision duties, including standing back, monitoring safety hazards, interacting with
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children in their play, noticing if any child needed help, making sure they were engaged in
activities, and helping excluded children find opportunities to engage in play with other
children. Due to the features of an outdoor environment, such as climbing equipment and
bikes, some teachers might perceive their main role during outdoor playtime as supervising
and ensuring the safety of children.

Active supervision includes reminding children about the rules of the kindergarten
and encouraging them to follow those rules (Beazidou et al., 2013; NAEYC, 2022). This is
essential to have a positive learning environment and to help children understand what they
can expect from themselves and other children in the class. In this context, teachers should
define appropriate behavior by setting limitations on how children behave in the
classroom.

Facilitating friendship. Peer interactions play a crucial role in children’s
development, helping them acquire and enhance social-emotional, language, and cognitive
skills (Rubin et al., 2011). Supporting young children’s peer relationships, particularly
friendships, is important because of the strong connection between social-emotional
development and other developmental domains (Denham & Brown, 2010). Lack of
friendships can lead to deficits in learning achievement, increased anxiety, depression, and
social withdrawal (Berndt, 2004).

Early childhood teachers can facilitate friendship when “they design opportunities
that promote peer engagement, help children sustain and enhance play, and help children
resolve conflict” (NAEYC, 2022, p. 11). In the same vein, Kemple (2004) and Tan and
Perren (2021) emphasized the importance of providing activities that promote positive
social interactions among young children, as well as the impact of supportive adults in
facilitating social skill development and creating a welcoming and inclusive environment

for all children.
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An early childhood teacher’s role in facilitating friendships includes creating an
encouraging classroom environment for children to play with their peers, supporting
children, helping children maintain and enhance play experiences, and helping them deal
with any conflicts that arise during social interactions (Kemple, 2004; Tan & Perren,
2021).

Behavior management. In high-quality ECEC, the teacher’s role regarding
behavior management includes solving children’s behavioral problems, working with
families to solve problems, and recognizing children’s feelings and how they express those
feelings (NAECY, 2022). Arumugam et al. (2020) warned that if behavioral issues in
children are not treated, they can lead to more serious, disruptive problems. A proven
method to help at-risk children is early identification using effective positive behavior
support. In this context, teachers should respond to challenging behaviors with calmness
and respect while ensuring the emotional and physical safety of all children and adults
present in the classroom (NAEYC, 2022). To this end, teachers should avoid using
negative responses such as “stop doing this” or “no running” when guiding children;
instead, they should focus on teaching appropriate social, communication, and emotional
regulation skills; providing support and guidance to help children develop alternative
behaviors; and setting realistic expectations appropriate for their age (NAEYC, 2022).
Non-punitive practices tend to be more effective, such as classroom rules, encouraging
children to be responsible, and encouraging them to discuss topics involving behavior,
emotions, or situations of concern (Beazidou et al., 2013).

Classroom management is a central component of teaching that involves strategies
to engage children and limit disruptive behaviors. Teachers often incorporate methods such
as cooperative group activities to facilitate class management and decrease behavioral
problems (Chen et al., 2021). Teacher-child relationships are an important factor in

classroom management. These relationships refer to the quality and experience of the
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teacher-child bond, including safety, support, and collaboration. Positive teacher-child
relationships could reduce problematic behavior and increase engagement in learning.
Teachers’ perceptions and attitudes toward children’s behavior could also influence
classroom climate. Overall, the teacher-child relationship has shown a direct influence on
children’s academic engagement, classroom behavior, and social-emotional development.

Supporting language development. Teachers play a critical role in supporting
children’s language development by providing rich opportunities for interactive and
responsive conversations. High-quality teacher-child interactions are associated with better
language development and other positive outcomes (Mashburn et al., 2008; Sylva et al.,
2008). These findings aligned with multiple studies suggesting a positive relationship
between the quality of teacher-child interactions in early childhood education and
children’s language development, such as receptive vocabulary competency (Yang et al.,
2021).

Teachers who provide frequent, varied, and responsive language interactions can
enhance children’s language development (Hamre & Pianta, 2001; Hirsh-Pasek et al.,
2009). Language skills appear to be enhanced when children engage in a wide range of
age-appropriate activities, such as reading with teachers, pretend play with peers (Sylva et
al., 2012), and singing and reciting (Dowling et al., 2020).

One activity that promotes children’s language development is show and tell, as it
gives children the chance to talk about something from their home life in front of their
classmates with the teacher’s help, after which the other children can ask questions about it
(Mortlock, 2014). Another activity is encouraging children to engage in conversations with
the teacher or with their peers. Language and academic skills are higher when teachers
encourage children to talk and participate in multi-turn conversations that elaborate on a
given topic (Justice et al., 2008; Wasik & Hindman, 2011). As another example, studies

have found strong connections between pretend play (roleplay) and language development
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because pretend play offers a rich source of language stimulation for children, providing
opportunities to develop and practice a range of language skills in a fun and exciting way
(e.g., Berk, 2009; Lillard et al., 2013; Weisberg et al., 2013).

The Foundation for Child Development (2020) emphasizes the importance of
teachers listening to children rather than talking to them, as research has shown that the
amount of time teachers spend listening is a stronger predictor of children’s outcomes in
both academic and social domains. Additionally, Dickinson and Porche’s (2011)
longitudinal study found that the ratio of teacher talk to child talk during free play was
related to positive outcomes for kindergarteners when there was a higher rate of child talk.

Prior research has likewise found children’s language development could be
stimulated by teachers using more vocabulary during conversations with children;
extended discourse on a single topic (rather than frequent topic switching); and a diversity
of language-related activities, including storybook reading, conversations related to
children’s experiences and interests, and pretend play (e.g., Dickinson & Porche, 2011).
Theories Underpinning Teacher-Child Interaction Quality
The quality of children’s interactions is crucial for their development, learning, and well-
being (OECD, 2021), and recent studies have emphasized the direct influence of these
interactions on development and learning (e.g., Bukhalenkova et al., 2022; Hu et al., 2019).
Some of the most basic theories in developmental psychology drive this focus on
interaction. Three of the main theories in this regard are ecological systems theory, which
focuses on the child’s interactions within their immediate environment (Bronfenbrenner,
1986); attachment theory, which focuses on the importance of children’s early social
exchanges (Bowlby, 1969); and sociocultural theory, with its emphasis on learning through
social exchanges by supportive “experts” (Fernyhough, 2008). In keeping with these
theories, a key feature of process quality is the responsiveness and warmth of interactions

between teacher and children and the extent to which interactions scaffold children’s
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development and learning (Perlman et al., 2016). | describe these three theories in the
following sections, with a focus on the third, as it guided the current study.
Ecological Systems Theory
The first theory underpinning teacher-child interaction quality is Bronfenbrenner’s (1986)
ecological systems theory, now commonly referred to as the bioecological model of
development to recognize the child’s influence on and agency within their environment
(see Hayes et al., 2017). This model sees a child’s development as a complex system of
relationships influenced by several levels of the environment, from the child’s family and
school to general cultural values, laws, and customs:
Especially in its early phases, but also throughout the life course, human
development takes place through processes of progressively more complex
reciprocal interaction between an active, evolving biopsychological human
organism and the persons, objects, and symbols in its immediate external
environment. To be effective, the interaction must occur on a fairly regular basis
over extended periods of time. Such enduring forms of interaction in the immediate
environment are referred to as proximal processes. (Bronfenbrenner & Morris,
2006, p. 797)
Therefore, to understand a child’s development, it is important to consider their immediate
environment and the wider environment. Bronfenbrenner (1986) used five systems—the
microsystem (the family, kindergarten, peer group), the mesosystem (processes and
connections between systems), the exosystem (how parents’ work practices impact family
life), the macrosystem (attitudes and ideologies of the system), and the chronosystem
(passage of time)—to categorize an individual’s environment. Of these, the microsystem
has the most influence, encompassing the child’s closest environment, including their

family and school.
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The ecological systems theory has important implications for education. Regarding
teacher-child interactions, it contends that the interactions between the systems have an
impact on how well relationships are formed (O’Connor & McCartney, 2007). For
instance, a child’s home environment can affect how they behave at school, while a
teacher’s interactions with other teachers and administrators can affect their interactions
with children.

In the microsystem, a variety of variables—such as the child’s behavior and the
classroom environment—can affect the quality of teacher-child interaction (Perlman et al.,
2016). Positive interactions with children can be encouraged and their development
supported by teachers who create a supportive environment. A child’s interaction with
peers and overall learning and development can benefit from strong teacher-child
interactions. Children who have trustworthy relationships (high-quality interaction) with
their teachers are generally more likely than their peers to ask questions, solve problems,
try new things, and express their learning (O’Connor & McCartney, 2007).

Sociocultural Theory

Another theory that conceptualizes teacher-child interaction is Vygotsky’s sociocultural
theory, which | used as a framework in the present study. This theory has been expanded
by researchers to include teachers’ professional development (Eun, 2008; Shabani, 2016;
Shabani et al., 2010). It explains the relationship between social interactions and cognitive
development, and many studies in ECEC have adopted it to understand children’s
development (Hedges & Cullen, 2012; Sanders & Welk, 2005; Veraksa et al., 2016). The
main principle of the theory is that children’s learning and development occurs in the
context of their communities (Nolan & Raban, 2015; Vygotsky, 1979) and that higher-
order functions develop through the child’s interactions with parents, caregivers, peers, and
the culture at large (Vygotsky, 1979). Rogoff (2003) likewise suggested that human

learning and development is mostly a social process.
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This theory claims that development occurs in several ways: first within the child’s
individual learning and social development, followed by internalized, ongoing thought in a
dialectical manner (Rogoff, 2003; Vygotsky, 1979). According to this model, children can
learn concepts without any direct instruction, simply by observation of or participation in
experiences with others. Vygotsky connected children’s early experiences to education by
viewing these interactions as a base they draw on interdependently to develop conceptual
knowledge in later formal education. During formal education, children reconceptualize,
develop, and build on these everyday experiences to understand scientific, academic, and
abstract concepts (Hedges & Cullen, 2012; Vygotsky, 1979). As a result, children’s
interactions in shared experiences with others play an important role in developing
thinking, reasoning, and communication skills (Dombro et al., 2011). Moreover, Vygotsky
(2012) asserted that the range of knowledge and skills children could develop through
interacting with peers or teachers was greater than what they could develop individually,
and Vygotsky (1979) distinguished learning from development:

Learning awakens a variety of internal developmental processes that are able to

operate only when the child is interacting with people in his environment and with

his peers [...] learning is not development; however, properly organized learning
results in mental development and sets in motion a variety of developmental

processes that would be impossible apart from learning. Thus learning is a

necessary and universal aspect of the process of developing culturally organized,

specifically human, psychological functions (p. 90)

For a better understanding of sociocultural theory, its main concepts and
educational implications are discussed below.

Zone of proximal development (ZPD). Vygotsky (1979) supported his
perspective on learning and development by introducing the zone of proximal development

(ZPD). The ZPD refers to when children get assistance from others who are more skilled or
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knowledgeable to perform a task they could not have perform by themselves (Rogoff et al.,
1984). Through this collaboration and complex thinking using cultural tools (e.g.,
language, signs), children eventually learn to perform the task without assistance. From
this perspective, children play an active role in acquiring skills and knowledge. Vygotsky
(1979) referred to this role as appropriation of knowledge.

Researchers of culture and cognition who believe in the collaborative nature of
cognitive development have been inspired by Vygotsky’s ZPD interaction (e.g., Rogoft et
al., 1984; Bransford et al., 2000). During this process, children learn to use the intellectual
tools of their culture and community, such as language, literacy, and number systems for
planning and remembering.

Scaffolding. The term “scaffolding” did not appear in Vygotsky’s work, but his
beliefs about learning and development provided the theoretical basis for this concept
(MacNaughton & Williams, 2008; Vygotsky, 1979). This term was introduced by Wood et
al. (1976) and originally meant the external support used when constructing a building. In
education, it refers to a type of assistance educators give to students (Carugati & Selleri,
2004). Teachers use scaffolds so that children can accomplish tasks they cannot
accomplish independently (Bransford et al., 2000).

The concept of scaffolding explains the ZPD process and answers a common
question about the ZPD: “if a child can function at a high level only with assistance, how
can this child eventually be able to function at the same level independently?” (Bodrova &
Leong, 2001, p. 11). Bringing children to their ZPD requires the appropriate level of
assistance to guide learning (Rogoff et al., 1984). Although scaffolding was presented as
independent of the ZPD, it is theoretically related to Vygotsky’s work on child
development. Bruner (1983) described scaffolding as “a process of ‘setting up’ the
situation to make the child’s entry easy and successful and then gradually pulling back and

handing the role to the child as he becomes skilled enough to manage it” (p. 60).
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Scaffolding relates also to the idea that children learn through guided participation
(Rogoff, 1990; Rogoff et al., 1984). In this sense, scaffolding is an instructional technique
in which a teacher provides individualized support by incrementally improving a learner’s
ability to build on prior knowledge. Scaffolding can be used in a variety of content areas
and across age and grade levels. Within education, the social learning theory of VVygotsky
is generally credited with providing a theoretical basis for practice. Scaffolding helps
learners move toward understanding and using new concepts, skills, or understandings.
Scaffolding involves providing temporary verbal or non-verbal guidance to children
moving from one level of learning to another (Vandermaas-Peeler et al., 2002).
Scaffolding can support all areas of development (Fair et al., 2005) and helps children
during their exploration of new knowledge, meanings, and relationships (MacNaughton &
Williams, 2008, p. 93).

In high-quality teacher-child interaction, teachers scaffold children’s learning by
continuously evaluating the children’s ability to determine when they are ready to move
from one level of competence to another and can perform a given task without assistance
(Fair et al., 2005). This observation and evaluation may require the teacher to join children
during their activities, such as roleplaying (Anghileri, 2006). In this framework, teachers
need time to give each child guidance that may include descriptions, questions, modelling,
instructions, feedback, and hints (Anghileri, 2006; Madsen & Gudmundsdottir, 2000). The
time for individual assistance is strongly connected to teacher-student ratio. For preschool
children, aged 3 to 5, this ratio ranges from 1:8 to 1:10, depending on group size, and for
kindergartens, 5 to 6 years old, the ratio is 1:10 to 1:12 (NAEYC, 2013).

Good scaffolding can be defined by inter-subjectivity, joint problem-solving,
warmth and responsiveness, keeping the child in the ZPD, and promoting self-regulation
(Berk & Winsler, 1995; Gauvain, 2005). Inter-subjectivity means trying to reach a shared

understanding between teacher and child or between children in terms of how each thinks
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or feels. This entails finding out what each other think and feel and discussing a common
understanding, which must be within the child’s ZPD (Gauvian, 2005). Keeping the child
in the ZPD is important because a child’s learning is maximized when working at the
upper level of their competence. This happens when the teacher ensures the children’s
environment challenges them to go beyond their current unassisted abilities. To do this,
teachers could encourage children to learn new skills and concepts using materials in new
ways while the teachers stay close by to give appropriate support. Furthermore, when
children self-regulate, they can better control their learning. In successful scaffolding,
teachers encourage self-regulation by allowing children to work at their own speed, having
a quiet area in the classroom, or providing pictures of people’s emotions to help children
understand different feelings (Shanker, 2013).

In scaffolding, the teacher’s role is to support and challenge without frustrating the
child by challenging them too much (Vandermaas-Peeler et al., 2002). When implemented
properly, scaffolding can be used to achieve numerous teaching goals across diverse
domains (e.g., math, reading) and skills, such as cooking, crafts, and technology
(MacNaughton & Williams, 2008).

Learning through guided participation. From Vygotsky’s point of view,
productive teacher-child interactions are oriented toward the ZPD, while other types of
instruction are more likely to set back development. As Vygotsky (1979) claimed, “The
only good learning is that which is in advance of development” (p. 89). Vygotsky believed
development happens when children acquire general concepts and principles that can be
applied to achieve tasks or solve problems. Rogoff (1990) refined this perspective with the
participation model, which sees development more as the transformation of individual
participation in a sociocultural activity. Rogoff stressed that development is
transformation—not internalization as Vygotsky believed—meaning development happens

through participating in activities. Rogoff also developed the concept of guided
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participation by building on the ZPD. Rogoff defined children’s cognitive development as
“an apprenticeship—it occurs through guided participation in social activity with
companions who support and stretch children’s understanding of and skill in using the
tools of the culture” (p. vii). In contrast to the ZPD, guided participation focuses more on
the interrelatedness of children and adult interactions. Those interactions do not have to be
face to face (Scott & Palincsar, 2013). For example, a group of children observing and
talking about a new plant the teacher brought to class is still a cultural activity “guided” by
the teacher. Rogoff (1990) emphasized adding non-verbal cues to broaden the lens of
sociocultural theory beyond language-based interactions, which Vygotsky (1979)
mentioned as a primary source of learning culture. Rogoff et al. (1984) made the following
argument:

cognitive development is fostered by the arrangements adults make for children’s

learning environment and by the learner’s guided participation in an activity. The

adult structures the activity so the overall goal is met by breaking it down into
manageable subgoals, helping the child progress toward the goal and complete the

subgoals at a level appropriate to the child’s skill. (p. 16)

Social guidance by way of these activities is usually tacit, with children not noticing the
instruction aspect underpinning the activity, even though the interaction facilitates
learning. Teacher guidance sometimes does not even include any direct teacher-child
interaction; nevertheless, teachers play an important role in choosing the type of work and
play and the settings of their participation in all activities.

Guided participation entails joint responsibility by the teacher and child for
organizing and pacing activities and instruction. During learning, the child’s participation
may change as a result of learning and becoming capable of controlling some components
of the target skill or task. Each child plays an active role in their own learning, observes

what is going on, is involved in the activity, and may affect the activity (Rogoff, 2003).
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Rogoff et al. (1984) believed that “aspects of social guidance of learning are [...]
responsible, on a day-to-day basis, for the rapid progress of children in becoming
socialized participants in the intellectual and social aspects of their society” (p. 17).
Furthermore, children in some communities may learn more through observation and
listening than from verbalization and action (Rogoff, 2003).

Sociocultural theory’s implications for education. The practical implications of
sociocultural theory in education mainly revolve around teachers—and peers and other
more knowledgeable individuals—scaffolding and transforming learning in response to
children’s previous learning (Nolan & Raban, 2015). In this way, sociocultural theory has
provided an important conceptual lens for educators and researchers to rethink practices in
ECEC. As a result, many studies draw heavily on the work of Vygotsky (1979) and more
recently Rogoff (1990) (Nolan & Raban, 2015; Sanders & Welk, 2005; Veraksa et al.,
2016).

Vygotsky (1979) offered and called for new perspectives to view childhood
development and education. He presented several ways children and teachers interact in
the ZPD to support children gaining greater competence in daily activities. As noted above,
Rogoff (1990) suggested the construct of guided participation as a framework for
understanding how children benefit from adult-child interaction in real-world activities.
She defined guided participation as a process during which the adult and child determine
and carry out the learning activity. Guided participation has five components: (1) selecting
the learning activity, (2) determining the goals of the selected activity, (3) establishing
connections between what the child already knows and what the teacher wants the child to
learn, (4) ensuring that each child achieves independent functioning, and (5) being
interactive in a number of dimensions (Seng, 1997).

Vygotsky (1979) viewed the social environment (learning with and from others) as

instrumental to a child’s learning. However, expectations of what children can do at
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different ages vary from culture to culture and community to community. Such
expectations are not universal but interwoven with the child’s social and cultural
environment. Rogoff (1990) clarified that in general, “Development involves progress
towards local goals and valued skills” (p. 57).

The sociocultural development perspective has important implications for ECEC.
The key implication is that higher-order functions develop mainly from social interaction.
This theory views teachers as agents of culture within the ECEC setting, which is informed
deeply by cultural knowledge and beliefs. Children are viewed as cultural apprentices who
look for the guidance of others who are more knowledgeable (Nolan & Raban, 2015;
Rogoff, 2003). The ZPD shows how developmental change occurs through support from
more knowledgeable individuals, followed by children’s independent achievement (Nolan
& Raban, 2015).

Sociocultural theory can be put into practice in the classroom by understanding and
using the ZPD concept. Teachers may first evaluate children’s level of learning, then offer
educational experiences that stretch each child’s capability (Sanders & Welk, 2005). In the
beginning, children may need assistance from teachers or more knowledgeable classmates,
but ultimately, their ability will expand. Teachers can promote learning expansion with
several strategies. For example, they could divide children into groups where less
knowledgeable children are paired with children who are more knowledgeable, use direct
instruction, give hints, and employ scaffolding (Sanders & Welk, 2005).

Learning Environment

Environment, including space and materials, greatly affects the quality of interactions in
early childhood (OECD, 2021), and the physical space has a powerful influence on
teachers’ interactions with children (AGDE, 2022; Touhill, 2017). A well-resourced

learning environment could keep children more engaged in meaningful and extended
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learning, which gives educators the time for supportive interactions rather than simply
policing behaviors and enforcing rules (Touhill, 2017).

For these reasons, a central component of ECEC is providing “some aspects of the
learning environment (including the concrete learning environment, and the actions of the
family and community)” (Siraj-Blatchford et al., 2002, p. 10). High-quality teacher-child
interaction requires a high-quality environment, where children feel safe and supported,
with access to stimulating and developmentally appropriate resources (AGDE, 2022;
Burchinal et al., 2015; Michigan Department of Education, 2021; NAEYC, 2022; OECD,
2021). Children who learn in such environments with high-quality teacher-child interaction
have shown long-term improvements on outcomes (Burchinal et al., 2015), including
language development, academic performance, and social and emotional skills (Howard et
al., 2018; Mashburn et al., 2008).

Studies have suggested that the physical setting is a critical factor in children’s
learning experiences and interactions (e.g., Burchinal et al., 2015; Soliday Hong et al.,
2019; Touhill, 2017), and physical rearrangement of learning areas can increase
engagement (Farquhar, 2003).

Physical characteristics of the environment (e.qg., the size of the play space) can
affect children’s cognition, emotion, and behavior (Tonge et al., 2016). One of the most
emphasized characteristics of physical environment in ECEC policies is children’s safety.
The OECD (2021), for example, stated that such “policies have [historically] focused on
setting norms to safeguard the safety of young children, such as the formulation of
standards on buildings, materials or staff-to-child group ratios” (p. 3). For example,
classroom space must be suitable for the number of children. The NAEYC (2018), for
instance, recommend having 35 square feet (about 3.25 square meters) for each child in an
indoor activity area. However, in Saudi Arabia, the General Administration of Early

Childhood Education (2009) stated that since the kindergarten’s curriculum is structured
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around learning centers, the classroom area should be sufficient for children to practice all
the required skills and activities. Each child must be allocated a minimum of 4.5 square
meters of space. For example, a classroom area of 50 square meters would be appropriate
for accommodating 10 children. Other characteristics include soft furnishings and lighting
(Touhill, 2017), air conditioning, a board, and a projector (General Administration of Early
Childhood Education, 2009).

Classroom organization is one of the key factors in ECEC interaction. The corner
strategy is a classroom organization method that promotes child-centered learning and
facilitates active participation and exploration of children’s interests in the classroom
(Conde-Vélez et al., 2023). Learning corners (or centers, among other names) are “defined
areas within a classroom that are prepared with a selection of materials that promote
learning in a specific content area, such as art or science” (NAECY, 2022, p. 109).
Traditionally, early childhood classrooms have been based around a series of such centers
that provide different experiences for children to choose from (Touhill, 2017). Hong et al.
(2019) noted that many program standards required that ECEC classrooms be designed to
promote children’s choice of learning activities through learning centers that promote
children’s ability to co-construct their learning. Hong et al. (2019) stressed the importance
of ensuring and improving the access children have to high-quality, stimulating
environments and interactions through these centers. These areas create a stimulating
learning environment that is organized in a way that is comfortable, attractive, and varied
in terms of activities and material (HighScope, 2019; Michigan Department of Education,
2021; NAEYC, 2018). The learning environment needs to be attractive in a literal sense,
i.e., attracting children and encouraging them to be actively involved. Some characteristics
of an attractive environment are lots of open-ended materials with a variety of uses
(Stonehouse, 2011) that can be used time and time again without becoming boring

(Touhill, 2017). Conde-Vélez et al. (2023) demonstrated the positive influence of corners
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as an organizational strategy, promoting interactions in different forms, such as group
work, and encouraging interrelation in the group.

Environments that provide a range of materials and resources that are accessible
directly to children reflect a view of children as active learners and decision makers
(Touhill, 2017). According to this view, being able to choose play materials encourages the
development of independence and agency and allows children to shape their own learning.

Touhill (2017) recommended creating clear pathways that allow children and
teachers to move easily between centers and allocating enough space for each center,
considering how many children can participate at a time and how the children will use the
center. Also, centers can be divided into noisy (e.g., dramatic play) and quiet (e.g., library)
centers that should be far away from each other (General Administration of Early
Childhood Education, 2009).

Most recent international standards and studies, such as the OECD (2021), NAEYC
(2022), AGDE (2022), and Michigan Department of Education (2021), stress offering a
variety of activities and materials to each center that are renewed consistently to expand
and enrich learning experiences. In practice, Sandseter et al. (2022) found that offering a
variety of materials and activities for child-guided (free) play was highly beneficial for
children. In that study, the indoor environment in participating institutions afforded
predictable play types in confined spaces designed and furnished for certain kinds of play
activities. Additionally, the indoor environment had a significant influence on children’s
play behavior, with certain environments being more conducive to specific types of play.
The authors suggested that teachers need to balance the creation of structured
environments that support predictable play with the need for children to have the freedom
to bring their own initiatives, ideas, and creativity into their play in unpredictable ways.

Although creating a high-quality learning environment that supports teacher-child

interaction is one of the main roles of the teacher, children can build a sense of shared
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responsibility by taking on roles and responsibilities in preparing and preserving that
environment, such as the responsibilities of maintaining good hygiene, watering plants, and
assisting the teacher in preparing materials for activities (Stonehouse, 2011).

Besides the physical environment, teachers in high-quality ECEC create an
environment that supports children socially and emotionally (Brock & Curby, 2014;
Denham et al., 2012). In the following sections, | address what constitutes a socially and
emotionally supportive environment and considerations for the outdoor environment.
Socially and Emotionally Supportive Learning Environments
A high-quality learning environment refers to a safe and nurturing environment that
provides developmentally appropriate opportunities for children to learn and grow
cognitively, socially, and emotionally; as such, it should be inclusive, culturally
responsive, and promote positive teacher-child interactions (AGDE, 2022; Head Start,
n.d.).

Verschueren and Koomen (2012) described teacher-child relationships (social and
emotional interactions) as having a special significance in kindergarten. In this early stage,
children view teachers as a source of security (similar to attachment) during the school
day, promoting their learning and development in all aspects. Thus, the professional
development in the current study included social and emotional interaction. The researcher
assumed that focusing on this dimension was essential to improve ECEC quality in general
and teacher-child interaction quality in particular.

A warm, positive ECEC classroom is associated with gains in social skills, whereas
the complexity of the language and cognitive stimulation in the classroom environment are
related to gains in academic and language skills (Hong et al., 2019; Wang et al., 2020).
Teachers assist children’s social and emotional development by creating an environment
that is emotionally sensitive and supportive, has mutual respect and positive

communication, and offers opportunities for autonomy (Brock & Curby, 2014; Denham et
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al., 2012). A productive environment that supports high-quality instruction should promote
children’s understanding of academic concepts through problem-solving, open-ended
questions, and real-world experiences and promote language development through
discussion, questions, and feedback (Hamre & Pianta, 2005).

Emotionally supportive teacher interactions are kind, warm, and sensitive to
children’s social and emotional needs and are thoughtful about the best way to respond to
children’s behaviors and feelings (Pianta et al., 2009). Supportive teachers gently guide
children to learning, engage in positive communication, and respect children through
respectful language, eye contact, and talking in a calm voice. Studies have shown that
warm, communicative interactions increase children’s academic performance through
increased emotional security, self-confidence, attention to learning, positive attitudes
toward learning, and engagement in classroom activities (e.g., Bakken et al., 2017; Spilt et
al., 2012).

Each classroom has a complex social network of relationships founded on a history
of interactions (Entwisle & Hayduk, 1988). During academic instruction or learning
activities, these dynamic relationships are a continuous backdrop influencing all aspects of
classroom functioning. Thus, relationships are formed through daily teacher-child
interactions, and from these patterns of mutual interactions, teacher and child can begin to
predict the other’s behavioral responses (Pianta, 1999). This ability functions as a
regulatory mechanism changing behaviors based on the range of emotional responses
within teacher-child interaction (Pianta, 1999).

Closeness is an important feature that describes the degree to which teacher and
child have a warm and supportive relationship (Pianta, 1999). Children who are close to
their teachers look to them for comfort when frustrated and explore the learning
environment confidently due to the security afforded by this close relationship (Hamre &

Pianta, 2007).
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Outdoor Learning Environment

According to Tonge et al. (2016), physical environmental factors can influence a child
emotionally, cognitively, and behaviorally. The importance of an outdoor environment in
particular was recognized by the pioneers of early childhood education, such as Rousseau,
Pestalozzi, Froebel, and Dewey, who believed that nature and outdoor activities were
essential for children’s learning and development (Wolfgang, 2004). Since then, many
studies have documented the benefits of this environment on children’s development (e.g.,
Maynard & Waters, 2007; Tonge et al., 2018; Yoong et al., 2022). Outdoor activities
provide opportunities for children to develop their creativity and imagination. They also
offer more flexibility and variety than indoor settings (Yilmaz, 2016). Studies have shown
numerous positive benefits of outdoor play for children’s physical health and motor skills
(Brussoni et al., 2015), coordination (Tandon et al., 2018), understanding and connection
to the natural environment, social interactions, and self-confidence (Alden & Pyle, 2019;
Elliott & Chancellor, 2014). Early childhood teachers play a significant role in the quality
and type of learning experiences provided to children since their beliefs and values
influence their practices (Little et al., 2011). However, few studies have examined
teachers’ beliefs about the outdoor learning environment (Howe et al., 2021). In those
studies that have been conducted, teachers tend to emphasize safety as important in
outdoor activities (e.g., Coleman & Dyment, 2013; Erdem, 2018).

Numerous educational organizations have cited certain elements as essential in any
outdoor learning environment (e.g., NAEYC, n.d.), and such features have been included
in standards for early childhood education programs around the world (e.g., Michigan
Department of Education, 2021). According to these authorities, an outdoor learning
environment should ideally include adequate space for various types of play (e.g., playing
games, exploring nature), stationary equipment (e.g., slides, swings), portable equipment

(e.g., bikes, blocks), and materials for content learning.
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According to the OECD (2021), activities and resources (including outdoors) are
important features of curriculum that enable high-quality interaction. The Australian
curriculum, for example, stresses using outdoor space to promote children’s appreciation
of nature, chances for individual investigation and play-based learning, and discussions
and cooperative learning (OECD, 2021). Teachers’ role outdoors is similar to their indoor
role, including communicating with children at their level, protecting them from harm,
providing appropriate activities, encouraging socialization, and managing them gently
(NAECY, 2022).

An outdoor environment provides opportunities for dynamic, varied, and open-
ended play, which can sometimes be risky. Risky play in this context can be defined as
play that provides opportunities for challenge, testing limits, exploring boundaries, and
learning about risk of injury (Little & Wyver, 2008), as well as thrilling and exciting forms
of play that involve a risk of physical injury (Sandseter, 2009), such as balancing,
climbing, and hanging upside down (Tovey, 2010). At the same time, risky play can
benefit children’s development (Liu & Birkeland, 2022) through rich opportunities for
problem-solving, learning, and social skills development (Greenfield, 2004). Brussoni et
al. (2015) found that the overall positive health effects of increased risky outdoor play
provided a greater benefit than the associated risks.

An example of a risky play approach is AnjiPlay, “a philosophy and approach to
early education developed...for the public early childhood programs of Anji County,
Zhejiang Province, China” (AnjiPlay Education, n.d.). It is based “on five interconnected
principles--love, risk, joy, engagement, and reflection--a fundamental belief in the ability
of the child, and a commitment to the right of every child to experience extended periods
of self-directed, uninterrupted, and unguided play.”

Sandseter and Sando (2016) examined the impact of safety concerns on play in

Norwegian early childhood education. Norwegian children have historically enjoyed a
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relatively permissive environment when it comes to play. However, recent years have seen
a shift towards a more risk-averse attitude, leading to increasing restrictions or prohibitions
on activities involving rough-and-tumble play, which were previously considered healthy.
This shift was driven in part by external pressures, such as concerns from parents and
society. However, there may be internal factors at play as well, such as concerns from
teachers about legal liability and the potential for accidents.

In a study comparing a Chinese kindergarten with a Norwegian kindergarten, Liu
and Birkeland (2022) interviewed 10 teachers to assess how they viewed risky play in
general, their role in such play, how they ensured student safety, and what prevented risky
play in school. According to the semi-structured interviews, Norwegian teachers showed
more experience (practically and in terms of theory) regarding risky play because of its
historical acceptance in Norway. At the same time, the teachers in China (specifically
Anji) had been expanding their understanding and practice of risky play. Despite having
differing viewpoints and methods, participants in both countries appeared to support risky
play among children.

While the physical and social environment defines the context in which children
learn, the interactions between teachers and children fundamentally shape what that
learning looks like, as explored in the following section.

Pedagogical Interaction in ECEC

Pedagogy is concerned with how teachers in ECEC engage with children to accomplish
developmental goals and what guides the methods teachers use (Anders, 2015). More
specifically, pedagogy refers to the teaching strategies that facilitate learning, offer
children the chance to gain “knowledge, skills, attitudes and dispositions”, and may
include student-teacher interaction and the environment where learning takes place (Siraj-

Blatchford et al., 2002, p. 28).
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Defined more broadly, pedagogy is everything a teacher does to influence learning
in children. All pedagogy definitions have at their core what teachers do and how they do it
(Child Australia, n.d.). The following definition of pedagogy was adopted in this study:

Pedagogy refers to that set of instructional techniques and strategies which enable

learning to take place and provide opportunities for the acquisition of knowledge,

skills, attitudes and dispositions within a particular social and material context. It
refers to the interactive process between teacher and learner and to the learning
environment (which includes the concrete learning environment, the family and

community). (Siraj-Blatchford et al., 2002, p. 28)

In addition, the study defined pedagogical interactions as “face to face interactions
[teachers] engage in with children [that] may take the form of cognitive or social
interactions” (Siraj-Blatchford et al., 2002, p. 7). Teacher-child interaction is especially
important in ECEC due to the critical development that occurs in early childhood, which is
heavily influenced by what and how children are taught (Anders, 2015). Pedagogy is thus
related to the “how” of teacher-child interaction. Effective pedagogies produce positive
interactions by planning activities in an environment that encourages children’s
engagement. Such interactions have a consistent, enduring effect on children’s
development cognitively, linguistically, and socially (Bowman et al., 2001; McNally &
Slutsky, 2018). Characteristics of effective pedagogy include consistent relationships and a
positive environment that stimulate development in areas such as literacy, numeracy,
science, and music (McNally & Slutsky, 2018).

Several international studies have recognized that children’s abilities and skills are
formed and influenced by the quality of early childhood experiences and interactions at
home, in the community, and in ECEC. These experiences in ECEC are defined by process

quality, as previously explained, which “refers to the nature of the pedagogical interactions

49



between ECEC staff and children, as well as interactions between peers, and with their
environment” (Wall et al., 2015, p. 4).

A related concept, quality teaching, refers to pedagogical practices that facilitate
the learning of diverse children by easing their access to knowledge and activities and
enhance skills in building on previous learning (Farquhar, 2003). Quality teaching also
includes helping children learn how to learn and providing a strong basis for advancing
learning in line with the objectives of the ECEC curriculum and the values of the culture,
community, and family.

ECEC pedagogy includes various practices based on principles developed through
training and professional experiences and individual understandings. Observable
pedagogical practices in ECEC range from direct typical teaching interactions (e.g., simple
questioning, reading to the child) to indirect teaching techniques, such as modeling,
exploration, questioning, problem-solving, and scaffolding (Stephen, 2010). Pedagogical
strategies vary across countries and within the same country across regions and settings
(Peterson et al., 2018). Research has shown that quality pedagogy is a key way to improve
children’s outcomes and that teachers can offer children a strong foundation for ongoing
learning and development at all levels (Child Australia, n.d.).

Siraj-Blatchford et al. (2002) showed that effective ECEC pedagogy involved
traditional interactions related to direct teaching and the provision of educational
environments and routines. Direct teaching included “pedagogical interactions referred to
by the Target Child Observations which include simple questioning, description of the
activity, didactic instruction, task management, reading to the target child, and organising
and allocating tasks” (p. 5). Teachers in effective ECEC services were knowledgeable
about the curriculum, understood children’s development, shared educational goals with

parents, and gave formative feedback to children during activities.
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Based on the above, high-quality teacher-child interactions that benefit children are
facilitated by three main dimensions: instructional support or pedagogical strategies and
techniques (discussed below), managing the learning environment, and social and
emotional support (discussed earlier in this chapter). Several studies have shown that
teachers focused more on emotional support than instructional support, such as promoting
critical thinking and reasoning, offering children feedback, contributing to the acquisition
of vocabulary through modeling, and discussion with children (e.g., Barandiaran et al.,
2015; Catalina-Patricia et al., 2020). Thus, the present study focused on instructional
support more through the pedagogical strategies discussed in the next section to find a
balance in teachers’ interactions with children. This follows from the call for more studies
that consider practice and training for teachers to close the gap between traditional and
recommended practices (McLeod et al., 2019).

Pedagogical Strategies in ECEC

Daily interactions in ECEC provide numerous learning opportunities (MacNaughton &
Williams, 2008). To maximize these opportunities, an effective teacher chooses a strategy
to fit a given situation. Before choosing a strategy, it is important to consider what the
children already know, what they can do, and the learning goals. It is important also to
remain flexible and observant (NAEYC, n.d., 2022). In pedagogy, strategies are “practices
which support learning, for instance, social interactions, assessment, the organization of
resources or management” (Siraj-Blatchford et al., 2002, p. 7).

Educators who purposefully use multiple instructional approaches optimize
children’s opportunities for learning (NAEYC, 2022). These approaches include strategies
that range from structured to unstructured and from adult directed to child directed.
Children bring to learning environments different backgrounds, interests, experiences,
needs, and capacities. When selecting and implementing instructional approaches,

educators’ consideration of these differences helps all children learn. Instructional
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approaches differ in their effectiveness for teaching different elements of curriculum and
learning. For a program to address the complexity inherent in any teaching/learning
situation, it must use a variety of effective instructional approaches. In classrooms and
groups that include teaching assistants or aides and specialized teaching and support staff,
the expectation is that these teaching staff members work as a team.

Teachers can use the ZPD to plan activities that include what children are capable
of doing and what they can learn to do with assistance (Topc¢iu & Myftiu, 2015).

Informed by sociocultural theory, mainly the ZPD, | selected five major research-
based teaching strategies in ECEC for its initiative: questioning, feedback, discussion,
problem-solving, and sustained shared thinking. All of them rely on social interaction and
strong relationships between the teacher and child (Siraj-Blatchford et al., 2002). The
following sections present each of these strategies.

Questioning. Questioning was one of the main interaction strategies used in this
initiative due to its prominence in the literature (e.g., Gourlay et al., 2020; MacNaughton &
Williams, 2008). Questions are used to gain or understand new information or compare
one’s understanding to that of other people (MacNaughton & Williams, 2008). Several
studies have discussed how teachers could use children’s questions and interests to extend
learning (e.g., Baram-Tsabari, 2006; Murray, 2022; Olsson, 2013). Teachers in
kindergarten use two main types of questions to gain information from children: open-
ended questions and closed-ended questions.

Closed-ended questions usually limit the child’s answer to a specific, clear answer,
such as finding out if the child knows the names of specific things (e.g., animals, tools,
colors, foods) or classroom rules, requiring children to remember what they have learned
(Buckleitner, 2007; MacNaughton & Williams, 2008). Therefore, some teachers rely on
such questions to check what children know and what they need to be taught. However,

children can find these questions boring and might ignore them.
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In contrast, open-ended questions promote learning across diverse domains of
thinking, encouraging children to explore, imagine, and create instead of merely
regurgitating knowledge (Parker & Hurry, 2007). Open-ended questions can make children
feel there are no right or wrong answers but rather many possible answers, giving many
openings for them to answer and many ways to express knowledge, thinking, feelings, and
beliefs. Such questions can be used when teachers want to find out how children are
thinking and making sense of the social and natural world. Open-ended questions require
the child to share their thoughts, understanding, and feelings with others and enhance
problem-solving, science, and mathematical skills (Buckleitner, 2007; MacNaughton &
Williams, 2008; Parker & Hurry, 2007).

Asking questions that prompt learning is a skill that takes time to hone (Dengler,
2009; Gourlay et al., 2020; Parker & Hurry, 2007). Effective questioning techniques
include only asking one short question at a time and giving children time to think and
respond (Dengler, 2009; MacNaughton & Williams, 2008; Parker & Hurry, 2007).
Teachers should review their questioning style, whether they have a balance between open-
and closed-ended questions, whether their questions encourage learning and take into
account developmental stage, and any other strengths and weaknesses (MacNaughton &
Williams, 2008; Parker & Hurry, 2007).

As part of their large-scale study, Siraj-Blatchford and Manni (2008) drew on
strong quantitative data from the Effective Provision of Pre-School Education (EPPE)
study based on 12 kindergartens categorized as more effective for enhancing children’s
learning. This study provides an extension of analysis concerned with adult questioning
carried out in the Researching Effective Pedagogy in the Early Years (REPEY) study. The
REPEY study drew on robust quantitative data provided by the Effective Provision of Pre-
School Education (EPPE) project to identify the particular pedagogical strategies being

applied by more effective pre-school settings to support the development of the skills,
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knowledge, and attitudes that enable children to make a good start at school. Siraj-
Blatchford and Manni analyzed 5,808 questions across 400 hours of observations of 28
teachers. The aim was to provide a more in-depth analysis of the questioning form applied
and explore teachers’ use of open-ended questions. They found that 94.5% of all questions
asked by ECEC teachers were close-ended, requiring a simple recall of information,
expected behavior, choosing between limited choices, or sometimes no response at all. In
contrast, only 5.5% were open-ended questions including encouragement or sustained
shared thinking, i.e., where teacher and child work together in an intellectual way to solve
a problem, clarify a concept, evaluate activities, or extend a narrative.

Siraj-Blatchford and Manni (2008) showed that kindergarten teachers’ questioning
techniques can reveal strengths and weaknesses of the pedagogical strategies they use,
which can be used to improve practices. This result also has implications for the
professional development of ECEC teachers. Based on this and other studies, the present
study included questioning as one of the pedagogical strategies in its teacher professional
development.

Feedback. Feedback is another major interaction strategy that teachers use to
promote children’s learning and development (MacNaughton & Williams, 2008;
Pushparatnam et al., 2021) in such diverse areas as science, mathematics, and literacy
(Pushparatnam et al., 2021; Shin et al., 2007). Furthermore, feedback “is the provision of
information before, during and after an experience” (MacNaughton & Williams, 2008, p.
93). Feedback can be verbal, such as a comment, or nonverbal, such as a smile expressing
appreciation of the child’s efforts. Teachers use feedback to promote children’s learning in
different ways, by giving explicit information about the work they have done, clarifying
what they are doing, and evaluating their work. Feedback can be effective when it gives
children clear, specific information about their work and helps them think for further

learning (Dunlap et al., 2007; MacNaughton & Williams, 2008). Generally, verbal
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feedback helps children gain more useful information than nonverbal feedback, since
verbal feedback is more explicit (Dunlap et al., 2007; MacNaughton & Williams, 2008).
However, feedback should be in whatever form is most appropriate to the child’s learning
style and abilities.

Verbal feedback should be given in context and explicitly describe events,
relationships, interactions, or behaviors. It should describe the child’s work rather than
judging it and be delivered as soon as possible after the action being commented upon
(Dunlap et al., 2007; Pushparatnam et al., 2021). In addition, verbal feedback promotes
self-concept development in kindergarten (Penn, 2000). Teachers can use feedback to
check if they understand the child’s feelings and intentions, which improves children’s
vocabulary and ability to describe their own mental state and that of others (Harris et al.,
2005; MacNaughton & Williams, 2008).

Children’s mathematics and reading skills can be supported by feedback, with
immediate feedback found to be more effective (Howard et al., 2018; Rimm-Kaufman et
al., 2007). Feedback also supports scientific-theory making, especially when teachers use
feedback to confirm children’s theories and enrich experimentation (McWilliams, 1999).

Children in kindergarten develop the ability to predict whether they are going to
succeed at a task. Teachers can support this development through accurate feedback (Shin
et al., 2007). Harris et al. (2005) found children trusted those who had provided accurate
information in the past and ignored those who provided unreliable information.

Feedback lets children know teachers are interested in their accomplishments and
are responsive to their attempts to learn (Shin et al., 2007). Feedback could thus be seen as
a simple strategy, but it is important for teachers to track their feedback style as well as
their strengths and weaknesses in applying this strategy intentionally to improve their

competence as a teacher (Howard et al., 2018; Shin et al., 2007).
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In the ECEC classroom, teachers engage in feedback loops that involve back and
forth exchanges with children or an individual child until they understand a target concept.
In a high-quality classroom, this involves the teachers’ use of scaffolding and follow-up
questions that lead to clarifying misunderstandings and misconceptions. This kind of
positive, targeted verbal feedback is associated with higher outcomes (Howard et al.,
2018).

Discussion. Discussion is one of the main interaction strategies in ECEC (NAEYC,
2022). Good discussion involves meaningful questions and positive feedback (Kook,
2023). Howard et al. (2018) stated that in a high-quality early childhood classroom,
teachers engage in discussions that involve positive, targeted verbal feedback and clarify
misunderstandings. Class discussions can teach children respect for others, improve
communication skills, and show how to interact with peers and adults, goals set by the
Illinois Early Learning Project (n.d.). According to Sylvia (2009), group discussion could
produce a high level of cognitive conflict, thus stimulating children’s positive thinking and
producing a high level of thinking interaction. Having discussions after a book or story, for
instance, that a teacher leads with a group of preschoolers can provide opportunities to
develop children’s thinking capacity (Kook, 2023).

The curriculum and learning environment should create opportunities for children
to have discussions with educators or with each other (NAEYC, 2022). For instance, these
can be discussions about solving interpersonal problems or solving problems related to the
physical world (e.g., how to retrieve a ball that has gone over a fence, using ramps to make
cars go faster or further, putting puzzles together). This aligns with a focus on activities
that involve discussion and reflection (OECD, 2012, 2014).

Such an approach has been adopted in various countries. Denmark’s ECEC system,
for example, emphasizes the importance of dialogue between adults and children, as well

as creative activities with discussions and reflections (OECD, 2012; OECD, 2014b).
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Questioning, feedback, and discussion are closely related strategies. For example,
Kook (2023) mentioned that an activity can have higher-level questions, but if these
questions are asked in isolation, with minimal feedback provided after children’s
responses, there could be little depth of understanding achieved. Without the scaffolding of
follow-up questions and discussion, even a very good question may fail to make any
appreciable impression on a child.

Problem-solving. Problem-solving is a foundational skill in all walks of life. In
education, it involves helping students learn how to find answers to questions and
problems in their daily world (MacNaughton & Williams, 2008). As a cognitive skill, it
supports the development of learning in areas such as literacy, technology, mathematics,
and science, and a growing body of research is based on the role problem-solving can have
in building young children’s social competence and prosocial behaviors (Gross, 2005).
This form of interpersonal and social problem-solving is used more widely with children
who struggle to build peaceable relationships with peers, and it is important for teachers to
remember that social as well as academic learning can grow through learning how to
resolve problems (MacNaughton & Williams, 2008).

Problem-solving is closely related to questioning, feedback, and discussion.
Through questions, discussion, and feedback, teachers can walk children through a thought
process, providing hints on how to solve a problem, asking children to recall what they
know to connect relevant information in their minds, and breaking the problem down into
smaller steps (Kook, 2023; MacNaughton & Williams, 2008). For this reason, problem-
solving is one of the main interaction strategies in early childhood education (OECD,
2012).

Teachers can facilitate problem-solving by valuing children’s problems and
solutions. Children need to feel it is alright if they have a problem or come up with the

wrong solution (Britz, 1993). Children’s judgements and solutions should never be
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ridiculed; instead, they should be valued like those of adults, and when wrong, they should
know they will not be punished. Teachers should focus on children’s answers and
encourage them to try or share their own solutions to create positive reinforcement (Poole
et al., 2004; Recep, 2018). In addition, teachers can promote a better climate for problem-
solving by encouraging children to listen and understand other perspectives, identify
problems, and find different solutions (Browning et al., 2000; NAEYC, 2022).

Some of the teacher’s roles in this area include giving children opportunities to
solve problems, giving them clues, and acknowledging their feelings (Kook, 2023;
MacNaughton & Williams, 2008). Children should be allowed to take their time when
thinking about how to solve a problem and test their solutions in practice, with trial and
error an important part of learning (Poole et al., 2004; Recep, 2018). Therefore, teachers
should allocate enough time for children to examine a problem and give them opportunities
to practice their problem-solving skills (Browning et al., 2000). Everyday situations can
provide material to practice problem-solving in the classroom; teachers simply need to
present a problem to children, ask for suggestions and solutions, and discuss each solution
with them (Mesrobian, 2021). The best physical materials to encourage problem-solving
are flexible and open-ended, such as water, sand, blocks, and art materials, as they create
more opportunities to solve the problem (Poole et al., 2004). With these tools, children can
explore and test out solutions more freely.

Given the chance to collaborate with peers and adults on problem-solving, children
can show deeper thinking (Touhill, 2012a). Adults can facilitate this more complex
thinking by engaging collaboratively with children as they learn. This involves “helping to
extend, support and guide children’s thinking rather than simply providing immediate
answers to children’s questions” (p. 5).

Sustained shared thinking. The term “sustained shared thinking” originated in

research considering components of excellent ECEC practices in England, specifically
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from the REPEY study (Sylva et al., 2012). In early years education, sustained shared
thinking is when individuals (i.e., children and their peers or teachers) exchange ideas and
share thoughts in a mutually respectful and collaborative way (Fisher, 2006; Siraj-
Blatchford et al., 2002; Touhill, 2012a). This process requires encouraging feedback, open-
ended questions, discussion, problem-solving, and intentionally seeking to understand the
other’s thoughts, thereby promoting the development of language, social, and critical
thinking skills (Touhill, 2012a).

Sustained shared thinking occurs when “two or more individuals ‘work together’ in
an intellectual way to solve a problem, clarify a concept, evaluate activities, extend a
narrative etc. Both parties must contribute to the thinking and it must develop and extend”
(Siraj-Blatchford et al., 2002, p. 8). This means the teacher and child have to contribute to
thinking, which develops and extends their understanding. Highly qualified teachers use
such interactions more than less qualified teachers as initiating and maintaining child-led
interaction depends on the teacher’s skills and abilities (Siraj-Blatchford et al., 2002).
Therefore, teachers should experience this type of interaction as part of comprehensive
professional development.

A study in New Zealand concluded that in high-quality interactions, teachers were
truly interested in what children were doing, were paying close attention, and were helping
extend their thinking and knowledge (Dunkin & Hanna, 2001). Wall et al. (2015) found
that in ECEC settings where sustained shared thinking was common, children showed
better developmental progress. Another key practice to enable sustained shared thinking is
play-based learning. During play, the teacher helps children by giving feedback on their
learning through scaffolding.

Touhill (2012a) compared dialogue to tossing a ball from one speaker to another,
with a richer dialogue metaphorically seen as keeping the ball in the air longer, such as

through open-ended questions. However, Touhill observed that adults often have only
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“superficial” verbal interactions with a child, such as giving orders or greetings. Limiting
adult-child interactions in that way creates few avenues to engage more deeply with how
children think and learn.

Waibel (2021) recommend that teachers and children collaborate as “equal
partners” to “generate and expand a thinking process together” (p. 60), noting that play
offered an opportunity for both teacher and child to be involved in sustained shared
thinking. Sustained shared thinking can also be implemented by asking open-ended
questions after a story and giving children time to consider, draw, discuss their ideas, and
choose interesting activities that capture their attention (Brodle, 2014; Touhill, 20123;
Waibel, 2021).

Melhuish et al. (2016) found that evidence-based professional development focused
on promoting sustained shared thinking through quality interactions could improve ECEC
and children’s outcomes. Therefore, there is a need to develop teachers’ capacity for
fostering interactions that contain sustained shared thinking through professional
development. The REPEY study (Sylva et al., 2012) mentioned pedagogical framing to set
the scene for sustained shared thinking to happen, highlighting the need for proper
planning, as discussed below.

Planning activities based on children’s interests. Children learn best when they
are interested and engaged (Touhill, 2012b). Planning activities based on children’s
interests promotes children’s engagement, motivation, and positive attitudes toward
learning by creating an environment responsive to their needs and interests (AGDE, 2022;
Copple & Bredekamp, 2009; NAEYC, 2020). This can promote a sense of belonging and
engagement among children, which is essential for their overall development and well-
being (NAEYC, 2020). When kindergarten teachers plan and record learning experiences

based on children’s interests, strengths, and needs, this emergent curriculum approach
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benefits children, teachers, parents, and partners by fostering interaction and collaboration
(Queensland Curriculum & Assessment Authority, 2014).

This type of approach has been applied successfully in a variety of cultures and
contexts. For example, the OECD (2021) noted that the curriculum in countries such as
Japan and Canada emphasized children’s interests and questions. Furthermore, addressing
children’s questions has been shown to extend their learning (Baram-Tsabari, 2006;
Murray, 2022; Olsson, 2013).

Birbili (2019) recommended valuing and incorporating children’s interests in early
years education and provided guidance for teachers on how to do so effectively. Birbili
also mentioned challenges, such as time constraints, curriculum requirements, and
differing interests among children. Similarly, Lewis et al. (2019) found it was challenging
to teach intentionally in a child-centered program based on children’s interests.

While considering children’s interests is important, not everything teachers do must
be based on their interests because children are only interested in what they already know
about. If teachers focus only on what children are already interested in, they will have
limited ideas and interests to draw on (Touhill, 2012b). A balanced approach to planning
enables teachers to incorporate children’s ideas and interests with their own teacher-led
focus for learning activities (Queensland Curriculum & Assessment Authority, 2014).

Encouraging children to complete their work (persistence). Encouraging
children to complete their work and fostering persistence helps them develop a sense of
accomplishment and self-esteem, which can improve their overall well-being, confidence,
and resilience in the face of future challenges (Leonard & Garcia, 2020). McClelland et al.
(2011) highlighted the importance of self-regulation skills, including persistence and
attention, for academic achievement in early childhood education; children who are able to

regulate their behavior and persist through challenges are better able to engage with
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academic material and achieve success in school. Similar statements have been echoed by
other studies (e.g., Duckworth & Seligman, 2005; Eskreis-Winkler et al., 2014).

Dweck (2010) offered various strategies for encouraging children to complete their
work, such as providing clear instructions, breaking down tasks into manageable steps,
providing positive feedback, and setting achievable goals. Teachers can also model
perseverance and persistence themselves by demonstrating a positive attitude towards
challenges and setbacks and by providing opportunities for children to practice these skills
in a supportive environment. In line with that assessment, Leonard et al. (2020) found in a
study of preschool children “that children can learn the value of effort from adult models”
(p. 32). Interaction strategies supported by the literature, such as feedback, questions, and
modeling (e.g., Hamre, 2014; Mashburn et al., 2008), can encourage perseverance and
persistence as well. Another way to encourage persistence is to praise children for the
effort they put forth instead of focusing only on their accomplishments (Mueller & Dweck,
1998). The above strategies are especially powerful when applied early on in a child’s life
(Mokrova et al., 2013).

Teaching Approaches in High-Quality ECEC

Play-based learning is a cornerstone of ECEC around the world (Edwards, 2017). Although
the definition of play is debated in the literature, it is widely agreed that play offers both a
context and process for learning and teaching (DeLuca et al., 2020). Children can
experiment with materials, express new understandings, and explore ideas through play
(Edwards, 2017). Increasingly, the notion of quality in play-based pedagogy encourages
teachers to integrate traditional beliefs about play with new insights into the role of social
interactions, modeling, and relationships in children’s learning. Internationally, the trend
toward high-quality play-based pedagogy reflects discussions and initiatives related to the
idea of intentional teaching. Intentional teaching arguably engages educators and children

in shared thinking and problem-solving to build the learning outcomes of young children.
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However, the pedagogical relationship between play-based learning and intentional
teaching remains difficult to conceptualize, as explored below.

Play-Based Learning

As mentioned in Chapter 1, the Saudi self-learning curriculum is a play-based curriculum
employed in learning corners and outdoor play time (Ministry of Education, 2005) and is
referred to in the international literature as play-based learning (e.g., Edwards, 2017; Pyle
& Danniels, 2017). Play-based learning is a teaching approach that involves playful, child-
directed elements along with some degree of adult guidance and scaffolded learning
objectives (Weisberg et al., 2013). Play-based learning is a somewhat broad term that can
be broken down into subtypes, which fall along a continuum based on how much agency
children have and what role their teachers play (Pyle & Danniels, 2017). On one end of the
spectrum, when children have greater agency and are the main ones directing activities,
this is referred to as free play. On the other end, when teachers are the ones mainly
directing activities, this is called learning through play. Teacher-guided play occupies the
middle of the continuum, where both teacher and child share in directing activities. This
continuum is illustrated in Figure 2.1.

Figure 2.1: Continuum of Play-Based Learning (Adapted from Pyle & Danniels, 2017)

‘ Child-directed ‘ Teacher-guided ‘ Teacher-directed ‘

Learning through
play

Free play Collaborative play

Although studies have shown the benefits of child-directed pretend play on
socioemotional development (e.g., Ashiabi, 2007; Berk & Meyers, 2013; Bodrova et al.,
2013), teacher-directed play is more beneficial for developing children’s academic skills
(Tsao, 2008). In one study, Goble and Pianta (2017) found differing benefits of free time

and teacher-directed activities in preschool. Free time predicted higher inhibitory control,
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while teacher-directed time showed higher development of literary and language ability.
On the other hand, when effective teacher-child interaction was observed during free time,
this predicted higher literary and language ability as well.

Research has shown that children benefit in different ways from all forms of play
across the continuum, but guided play leads to the most significant learning and
developmental outcomes (Pyle & Danniels, 2017). For example, combining play and
literacy in kindergarten has been associated with students being more interested in learning
about and practicing their literacy skills, while teachers can boost that interest as well by
being more involved in those activities (Tsao, 2008).

Free-play is a pedagogical approach in which children freely choose play activities
(Pyle & Danniels, 2017). This has also been referred to as “pure play” by Wood (2010),
while Bakar et al. (2015) framed it as child-initiated activities, when children freely choose
the activities, the teacher is the co-player, but the children largely do the negotiation and
set their own goals. In other words, the children in such a setting exercise choice,
imagination, and control. In their study, Pyle and Danniels (2017) found free play was the
dominant type of play. In 15 classes observed, 60% were free play; children directed their
play narratives and chose the resources they wanted to use. There was little to no teacher
interaction in the structure of the children’s play.

Teachers could introduce more collaborative or teacher-guided activities that either
the teacher or child can initiate, although the child would still have a more central role
(Weisberg et al., 2013). Under this framework, children direct their learning through
activities that incorporate well-planned material; teachers enrich this experience by
commenting on, playing along in, asking questions about, or demonstrating activities
(Fisher et al., 2013; Tsao, 2008).

Some have presented play as an activity that teachers should not interfere with, in

which the teacher’s responsibility is “to support, not to disturb” (Pramling Samuelsson &
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Johansson, 2006, p. 48) and to avoid contriving or “hijacking” the play (Goouch, 2008, p.
95). However, an effective program combines both child-guided and teacher-guided
educational experiences (Epstein, 2007). According to Epstein (2007), “child-guided” and
“adult-guided” here are not opposite ends of a spectrum in that an adult-guided experience
does not mean an adult controls everything. Instead, children can play active parts in the
context of an adult-guided experience, while an adult can take intentional actions within a
child-guided experience, and each type of experience can employ planned and unplanned
opportunities to grow and learn. Resources cannot replace sensitive and engaged educators.
As with the other elements of a well-designed environment, resources can support what
teachers are able to do (Touhill, 2017). When analyzed in the context of interacting to
enhance children’s learning and development, focusing on learning resources might not be
successful; the teacher’s ideal role is to engage children in deep learning (Hoang et al.,
2018).

Play offers an opportunity for children to explore and understand academic
concepts, in which teacher involvement is a chance to expand and encourage learning (Pyle
& Bigelow, 2014; Weisberg et al., 2013). Play-based learning, specifically guided play,
preserves unstructured play while allowing children to relate to material in a real way.
Children co-construct learning with teachers and peers, making meaningful discoveries and
working towards learning goals. Guided play is pleasurable, self-selected, process-focused,
child-directed, and teacher-facilitated, with teachers actively participating as planners,
observers, and guides (Weisberg et al., 2013).

Play-Based Learning and Intentionality

Intentional teaching means teachers interact with children with specific goals in mind,
requiring wide-ranging knowledge about children’s learning and development (Epstein,
2007). This process involves the combination of child-guided and teacher-guided

educational experiences and understanding how teachers interact with children. Intentional
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teaching considers the role of adult engagement in children’s play. Being an intentional
teacher is a continuous process that starts when teachers give serious consideration to how
they assist children’s learning and consider the impact they have on children’s lives
(Barnes, 2012). It includes “modelling and demonstrating, open questioning, speculating,
explaining, engaging in shared thinking and problem solving to extend children’s thinking
and learning” (DEEWR, 2009, p. 5).

The Early Years Learning Framework first promoted intentional teaching as a core
recommended practice in 2009 (DEEWR, 2009). This framework was changed in 2022,
replacing intentional teaching with the more general conception of intentionality, including
students as well as teachers’ intentional actions, and combining that concept with learning
through play under the umbrella practice of “play-based learning and intentionality”
(AGDE, 2022). Play-based learning in this framework should involve teachers working
with intentionality in their teaching practices while still giving children a degree of agency
and freedom (Leggett, 2023). Thus, this framework recognizes that teachers as well as
young children can act intentionally in the learning process (AGDE, 2022).

The practice of teaching to support children’s learning has often been seen as
conflicting with the nature of play-based learning (McArdle & McWilliams, 2005; Siraj-
Blatchford, 2009; Thomas et al., 2011). The dominant view in ECEC has been to see play
as the primary context for learning (Bruce, 2001; Wood, 2009). However, recent
curriculum documents have focused on synergizing these seeming opposites (DEEWR,
2009; Grieshaber, 2008; Queensland Studies Authority, 2010; Siraj-Blatchford, 2009). For
instance, through observations of and interviews with two teachers, Thomas et al. (2011)
found that intentional teaching and play-based learning each had a positive impact and
appeared to be important components of learning.

Despite some progress, it remains unclear how intentional teaching is related to

play-based learning. The reason for this uncertainty is that intentional teaching seeks to
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help children acquire knowledge, which could appear to conflict with the more
spontaneous exploration associated with play-based learning (Edwards, 2017).
Furthermore, balancing play-based learning with regular teaching can be difficult,
especially when there is pressure from above for teachers to improve children’s outcomes
while still adhering to child-led practices (Grieshaber et al., 2021; Hedges & Cooper,
2018). With that in mind, various factors affecting the quality of teacher-child interaction
are explored below.

Factors Affecting Teacher-Child Interaction Quality

There are several factors that affect teacher-child interaction quality. One example would
be ECEC teachers’ educational specialization and degree; according to the NAEYC’s
(2022) statement, “Ideally teachers can have a minimum of a higher education degree
(bachelor’s degree or associate degree) with a major in early childhood education, child
development, elementary education, or early childhood special education” (p. 64). Another
example is the learning environment (AGDE, 2022). A high-quality learning environment
positively affects teacher-child interaction quality (OECD, 2021), while a poor
environment can constrain it (Touhill, 2017), as discussed in the section on the learning
environment. My study addresses the factors affecting teacher-child interaction quality
which are discussed below: professional development, working conditions, communication
and cooperation with parents, teacher-child ratio, and supportive and cooperative
administration.

Professional Development

The importance of ongoing professional development in making sure that teachers stay up-
to-date with evidence-based practices (e.g., conferences, workshops, coaching, mentoring)
has been noted in several studies (e.g., Early, 2017; Egert, 2020; OECD, 2018). Thus,
significant public investment in professional development for early childhood teachers is

being made all over the world to improve ECEC quality and children’s development
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(Oberhuemer, 2013; OECD, 2012). Moreover, the OECD (2020a) noted that professional
development could lead to better health, education, and social outcomes for children.
Furthermore, several studies have found that professional development could improve
teacher-child interaction quality in early childhood education (e.g., Early, 2017; Early et
al., 2017), as discussed in more detail later in this chapter in the section on professional
development and teacher-child interaction quality.

Working Conditions

Working conditions can have a profound impact on teachers’ job satisfaction; capacity to
carry out their tasks; and potential to positively interact with children, give them enough
attention, and foster their development (OECD, 2011). Studies have shown that teacher-
child interaction quality is influenced not only by the teachers’ level of education and
professional development but also by external factors, such as their work environment,
salary, and work benefits (Markowitz & Seyarto, 2023). Compensation is one important
factor in facilitating good working conditions, with financial and non-financial incentives
an effective way to increase job satisfaction and encourage well-trained teachers (OECD,
2011).

The OECD (2020a) noted how several challenges faced by teachers, such as a lack
of support and professional development, can lead to high levels of stress and burnout.
Work environments can thus have a significant impact on the quality of childcare. A
positive and stimulating work environment is therefore essential for early childhood
teachers to provide high-quality care (Cumming et al., 2021). For this reason, the NAEYC
(2022) tied one standard of quality to the policies and procedures that support teachers’
well-being, empowerment, and overall quality of work life. A report from the OECD
(2020a) recommended providing early childhood teachers with adequate resources and
support for professional development. By doing so, countries can help ensure high-quality

early education and care for young children and improve outcomes for their development
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later in life. Based on the above literature, schools should seek to improve the working
conditions of teachers to facilitate better teacher-child interaction.

Communication and Cooperation with Parents

Cooperation and communication with parents is critical for multiple reasons. Involving
parents in their child’s early learning and development can lead to more positive outcomes
for children (Halgunseth, 2009; LaRocque et al., 2011). It can help build a supportive and
cooperative learning environment and help teachers gain valuable insights into a child’s
background and experiences, allowing them to tailor their teaching strategies to better
match the child’s needs and strengths. Establishing strong relationships with families and
involving them in the education process is thus a key component of high-quality early
childhood programs (AGDE, 2022; Halgunseth, 2009; NAECY, 2022). For this reason, the
NAEYC (2022) recommended cultivating and maintaining positive relationships between
teachers and families, stressing the need for ongoing communication. Communicating
effectively with parents to know each child’s background, circumstances, and capabilities
can help teachers interact with children more easily and effectively (Hilado et al., 2013).
The NAEYC (2022) recommended that programs provide regular opportunities for parent-
teacher communication, involve parents in program decision-making, and create a
welcoming and supportive environment for families.

According to Finnish teachers in Chappell and Szente (2019), communicating with
families about their child’s main goals and plans for learning was a sign of ECEC quality.
Teachers stated that they valued the parents’ input about their children’s needs, but Some
mentioned that parents were sometimes not interested or too busy to learn about their
children’s day-to-day learning activities and goals. Finally, family engagement and support
are important for the continued development of ECEC programs (Al Shanawani, 2023).
With the above literature in mind, actively communicating and working with parents could

contribute to better teacher-child interactions.
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Teacher-Child Ratio

A developmentally appropriate teacher-child ratio in the classroom enables teachers to
focus on the individual needs of the children and engage them in meaningful interactions
(OECD, 2011). Studies have shown that lower class sizes and smaller teacher-child ratios
improve child outcomes, reduce behavioral problems among children, lower teacher stress,
improve the teacher’s experience, and lower rates of special education (e.g., Ackerman &
Barnett, 2006; Pianta et al., 2005; Schachner et al., 2016). On the other hand, a lower ratio
does not automatically translate into higher-quality learning, as teachers need to adapt their
pedagogy to take advantage of the lower ratio.

International standards such as the NAEYC (2022) and studies such as Hong et al.
(2019) and Maier et al. (2020) have recommended various ideal ratios. For example, the
NAEYC (2021) has recommended a teacher-child ratio of 1:12 as developmentally
appropriate in kindergarten classrooms and indoor settings. The National Institute for Early
Education Research, on the other hand, recommended a teacher-child ratio of 1:10 or less
in preschool with a maximum class size of 20 (Friedman-Krauss et al., 2022). According to
the OECD (2020b), in Saudi Arabia, the teacher-child ratio in preschool (KG1-KG3)
increased by five children between 2013 and 2018 but the ratio in 2018 remained
comparable to the OECD average (1:12).

The recommendations above suggest that smaller classes and fewer children per
teacher should allow teachers to offer each child more individualized attention, work with
smaller groups, and interact with each child more frequently, resulting in better outcomes
(Friedman-Krauss et al., 2022). A staff-child ratio of 1:10 is lower than in programs found
to have the largest persistent effects, but it is generally accepted by professional opinion.
One meta-analysis suggested an even lower threshold, below 1:7.5 with a maximum class
size of 15, would be better, a finding consistent with experimental evidence from

kindergartens (Bowne et al., 2017). However, one program produced large short-term
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gains with a maximum class size of 22 and a 1:11 teacher-child ratio, just outside the
benchmarks (Weiland et al., 2013).

Hong et al. (2019) stated that larger child-adult ratios were negatively related to
social skills in four basic areas (language, pre-literacy, social skills, and math). Certain
indicators were related to improvements in some areas but not others. These indicators
included the educational background of the teachers and administrator, the curriculum
employed, interactions between the children, and teacher quality. Other indicators,
including group size and global quality, did not show such a relationship. Based on these
findings, Hong et al. recommended higher levels of training and preparation requirements
for teachers to manage slightly larger group sizes and high teacher-child ratios.

Teachers have identified ECEC supervision policies and high teacher-child ratios as
limiting their ability to better engage children in physical activity outdoors (Coleman &
Dyment, 2013; Temple & O’Connor, 2004). For instance, one teacher mentioned that a 1:7
ratio would be better (Temple & O’Connor, 2004). Based on the literature, ECEC
administrators should seek to reduce the teacher-child ratio as one way to facilitate more
meaningful interaction between teachers and children.

Administration Requirements

Since a kindergarten’s policies establish the climate of an ECEC organization, choose the
curriculum, and shape supervising choices, these policies and those who create and enforce
them represent major determinants of ECEC quality (Hong, 2019). Public kindergarten
administrators in Saudi Arabia typically include a principal, vice-principal, and
administrative staff (Ministry of Education, 2021). Competent and supportive
administration can improve ECEC quality by creating an environment that promotes
productivity and supports ongoing professional development (OECD, 2011). Although part
of working conditions is related to regulation (Ministry of Education, 2021), another part is

kindergarten-specific and varies from one kindergarten to another (OECD, 2011).
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Supportive ECEC organizations that provide better working conditions and
ongoing professional development tend to provide better education and care for children
(Diamond & Powell, 2011). In contrast, ECEC teachers who experience little professional
support from administration have lower job satisfaction and perform their teaching and
caregiving tasks less competently than teachers who are professionally supported; in this
context, professional support usually means that the administration supports, stimulates,
and subsidizes professional development (Ackerman, 2006).

In addition to good working conditions, as discussed previously, providing non-
financial support and incentives for teachers is also likely to improve their well-being and
encourage ongoing professional development (OECD, 2011). The flexibility of an ECEC
administration’s requirements can also promote teacher-child interaction quality, especially
in terms of planning activities and daily schedule (Gadikowski, 2013). However,
administrations vary in how much power they give teachers to make activities, deviate
from the curriculum, or change the daily schedule (OECD, 2021). The NAEYC (2022)
asserted that the daily schedule should be predictable yet responsive to individual needs.
Giving teachers the ability to plan activities based on children’s interests is another
facilitator of high-quality teacher interaction that cannot happen effectively if the
administration fails to empower teachers and give them some freedom and flexibility
(Biermeier, 2015). This is explored in the section “Planning Activities Based on Children’s
Interests.”

Teacher-Child Interaction Quality and Professional Development

Among all the factors that influence the success of ECEC programs, the most important is
the quality of the teaching workforce. The design and delivery of effective approaches to
professional development are central to the support of ECEC teachers (Hamre, 2017).
Despite the growing demands for professional development that helps teachers support

children’s development and learning, research on ECEC professional development remains
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underdeveloped, with little determined about what would constitute the most effective
models to follow (Han, 2012). As shown by Zaslow et al.’s (2010a, 2010b) literature
review, most ECEC professional development has focused on developing children’s
academic skills, mainly literacy, even though many studies have demonstrated the
importance of teacher-child interaction (e.g., Downer et al., 2010a; Early et al., 2017;
Hamre, 2014; Hamre & Pianta, 2007; McNally & Slutsky, 2018; Melhuish et al., 2015;
Siraj-Blatchford & Sylva, 2004; Wylie et al., 2006). In addition, no Saudi studies have
focused on improving teacher-child interaction quality through a professional development
model. In fact, professional development for Saudi teachers in general, and ECEC teachers
in particular, is very limited and relies heavily on workshops that last for only one or two
days. To address this gap, | designed a professional development initiative to improve
teacher-child interaction quality in a public Saudi kindergarten.

The subsections below review the literature that informed the design of this
initiative. They define professional development, discuss its role in improving teacher-
child interaction quality, examine professional development from a sociocultural
perspective, explain the key characteristics of effective professional development, illustrate
relevant models, and describe the current study’s design.

Defining Professional Development

Effective teaching can be learned over time through practice and professional development
(DeMonte, 2013). Professional development in this context can be defined as an
opportunity for teachers to “review, renew and extend” their knowledge about teaching and
to gain and expand new knowledge and skills (Day, 1999, p. 4). Professional development
is a career-long need as teaching practices continually evolve (Musset, 2010). Snyder et al.
(2012) viewed professional development as a way to facilitate teaching and learning by
enhancing teachers’ skills, knowledge, capacity, and disposition to provide children with

high-quality learning experiences.
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Teacher education progresses along a continuum, consisting of “the formal and
informal educational and developmental activities in which teachers engage, as life-long
learners, during their teaching career. It encompasses initial teacher education, induction,
early and continuing professional development and, indeed, late career support” (Teaching
Council of Ireland, 2011, p. 5). However, teachers, policymakers, and teacher educators
often do not consider these three stages as a continuum, and there are frequently missing
links between stages (Musset, 2010). This incomplete view reduces professional
development’s effectiveness. For teachers to continuously perform at their best, it is
important for these stages to be perceived as forming a continuum within the teaching
community.

Role of Professional Development in Improving Teacher-Child Interaction Quality

A growing body of research has shown the critical role of the educator and professional
development in improving ECEC quality (e.g., Cordingley et al., 2015; Egert et al., 2018;
Jensen & lannone, 2018; Markowitz & Seyarto, 2023; Zaslow et al., 2010a). Teachers are
tasked with providing the responsive and sensitive interactions children need for positive
development (Hamre, 2014). The preparation of teachers, however, varies considerably,
with many not having enough training to engage in high-quality interactions (Phillips et al.,
2016). This has resulted in inconsistent quality in ECEC; in the U.S., for example, while
teachers’ interactions are often high in emotional support, the quality of their interactions
in instructional support and scaffolding remains low on average (Bassok et al., 2016). This
is because ECEC teachers have a wide variety of qualifications, and best practices are
rapidly changing in the field (Siraj et al., 2019). Initial preparation alone does not ensure
new teachers have the skills and knowledge to improve children’s outcomes and
development socially, emotionally, and cognitively (Egert et al., 2018; Pianta et al., 2009;
Siraj & Kingston, 2015). When professional development is well designed and delivered, it

can fill gaps in teachers’ knowledge and skills from their initial education and keep them
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up to date with research on best practices (Egert et al., 2018; Markussen-Brown et al.,
2017; Schachter, 2015). However, the effectiveness of professional development has not
been widely evaluated in the domain of ECEC (Egert et al., 2018). Thus, while there is
general agreement among studies that professional development has the potential to
enhance teaching practices, its actual effectiveness at improving learner outcomes is
uncertain (OECD, 2012).

Effective teachers engage with children in high-quality purposeful interactions,
have adequate knowledge of the curriculum, know how children learn and develop,
provide individual care and instruction, and are responsive and reflective (Egert et al.,
2018; Siraj et al., 2019). Nevertheless, there is relatively little evidence showing how
ECEC environments and pedagogy can be enhanced to produce adequate developmental
outcomes (Zaslow et al., 2010a, 2010b). Furthermore, professional development studies
have been inconsistent on which approaches are most effective—such as coaching or
group-based learning, online or face-to-face training, and continuous programs or one-off
delivery—and how they are related to different types of outcomes, such as teacher-child
relationships and self-regulation (Egert et al., 2018; Schachter, 2015). Professional
development that helps teachers learn high-quality interaction strategies has been shown to
be particularly successful (Brunsek et al., 2020).

Siraj et al. (2023) evaluated an evidence-based in-service professional development
program, Leadership for Learning. The program was developed with close reference to two
recognized quality rating scales: the Early Childhood Environmental Rating Scale—
Extension (ECERS-E) and the Sustained Shared Thinking and Emotional Wellbeing
(SSTEW). They used a cluster-randomized controlled trial with 83 ECEC centers and
1,346 children in kindergarten. The results showed significant improvements in teaching
quality (interaction and instruction) and in language, numeracy, and social-emotional child

development.
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Most of the studies that have examined the impact of professional development
programs on teacher-child interaction quality have intentionally been aligned with
observational measures of teacher-child interaction quality (e.g., CLASS, ECERS-E, and
SSTEW). Furthermore, there is a lack of research on teacher-child interaction quality and
teacher professional development in the Saudi context. The validity and reliability of
CLASS and SSTEW have not been established in the Saudi context. While ECERS-E has
been tested and modified for Saudi Arabia by Gahwaji (2006), i.e., in the form of ECERS-
SA, this remains a general measure of ECEC quality with only one section on teacher-child
interaction quality. In contrast, I sought to focus on teachers’ perspectives. As a result, |
designed a unique initiative based on the literature.

Characteristics of Effective Professional Development

A single perfect model for teacher professional development does not exist (Smith, 2012).
Therefore, rather than being limited to choosing an existing model, effective professional
development characteristics should be used to design a unique model that fits teachers’
needs and sociocultural context (Guskey, 2003; Kennedy, 2014; Smith, 2012). The
characteristics that have been shown to greatly enhance the quality and success of
professional development are outlined below.

First and foremost, professional development should be embedded in the job
(Guskey, 2003; Kennedy, 2014; Smith, 2012). According to the National Council on
Teacher Quality (2012), professional development is job-embedded when it is strongly
related to day-to-day teaching practices, is designed to enhance pedagogy, is part of a
continuous improvement cycle incorporated into the workday, aims to improve children’s
learning, and is connected directly to daily learning. Examples of job-embedded
professional learning include a teacher working with a teaching coach to plan a lesson or a
group of teachers meeting to investigate children’s outcomes and discuss pedagogical

strategies (Croft et al., 2010). To support these goals, professional development should
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enhance teachers’ knowledge about children’s development and inspire teachers to reflect
on their teaching (Guskey, 2003; Kennedy, 2014; Smith, 2012). In addition, it should
emphasize core content and modeling of pedagogical strategies and offer teachers
opportunities to actively learn new strategies (DeMonte, 2013).

One of the challenges teachers face is the lack of opportunities to learn from
colleagues in a supportive, collegial setting structured for showcasing excellent practices.
Many professional development designs that show improvement in teaching and learning
contain some kind of collaboration among teachers in a school (DeMonte, 2013; Guskey,
2003; Kennedy, 2014; Smith, 2012). On a related note, trainers who conduct the workshop
could return for feedback or follow-up (Hill, 2009).

Similarly, Smith (2012) recommended giving feedback to teachers on their
practices and using an evaluation system for professional development. Such
characteristics increase the chances of a deeper understanding that helps teachers improve
(Stewart, 2014). Motivation to engage in professional development is another important
factor that increases its benefits. Teacher motivation can be based on internal (personal) or
extrinsic (external) factors, such as job requirements (Almutlaq et al., 2017).

In terms of technology, videos are best leveraged as part of professional
development that contains other features as well (DeMonte, 2013). This strategy could
include using remote professional development to link teachers to collaborators who are in
different places. However, video analysis would not be workable in Saudi schools,
especially for female teachers (men, including fathers, are not allowed in kindergartens in
Saudi Arabia). Instead of recording and analyzing teacher interactions, in this study, |
presented videos of other teachers in high-quality ECEC settings around the world.

Regardless of how well structured a model is, professional development can still be
ineffective (Kennedy & Shiel, 2010), as characteristics of effective professional

development can differ depending on context and teacher needs (Smith, 2012). The most
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effective professional development focuses on subject-matter content, pedagogical
strategies, and classroom management methods and offers opportunities for teachers to
observe, experience, and try new methods and ideas (DeMonte, 2013; OECD, 2005). It
should also serve school goals and district standards (DeMonte, 2013).

Finally, professional development should be ongoing and sustained (Guskey, 2003;
Kennedy, 2014; Smith, 2012). Studies have found that when professional development
programs consisting of a single event (i.e., traditional programs) are replaced by longer-
term designs, teachers will more likely improve their practices (Jerald, 2012). For example,
in Yoon et al. (2007), teachers participated in such an activity for about 60 hours over the
span of six months, resulting in an increase in student achievement. Egert et al. (2018)
mentioned that professional development of 45 to 60 hours was more effective than other
periods of training.

One or more of the above features are almost always part of high-quality
continuing professional development, regardless of subject, grade, location, school, or
background of the teacher or students (Jerald, 2012). However, school context should still
be a key concern, as these characteristics show that professional development is connected
to the work of teaching, although the exact structure of professional development could
vary depending on the needs of different teachers, schools, and areas (DeMonte, 2013).
Although some studies on professional development have identified activities that can
influence teaching practices and child learning, these features do not guarantee teachers
will develop their teaching. The next section presents various models for professional
development that informed the present study.

Professional Development Models
Shabani (2016) noted that the seven most influential models of professional development
in the literature (mentoring, observation, scaffolding, inquiry, individually guided

activities, study groups, and involvement in a development process) were grounded in
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Vygotsky’s developmental theories. I followed Shabani’s recommendations for designing
and implementing the initiative adopted in the present study by linking its developmental
aspects with social mediation (learning that occurs in a social context), a core tenet of
Vygotsky’s theories.

Professional development traditionally consists of one-off events, such as
conferences and workshops (DeMonte, 2013). As a result, teachers are given little time or
incentive to incorporate new practices into their classrooms (Malone & Smith, 2010). The
main flaws of traditional models include the event being located away from the teacher’s
school and context and the same content being delivered to all teachers regardless of their
individual needs and school context (Malone & Smith, 2010). This is an ineffective way to
improve teacher practices and learning outcomes (Guskey, 2000; Malone & Smith, 2010;
Smith, 2015). Even so, it remains the most popular model in education (Smith, 2015).

An emerging type of professional development that meets individual teachers’
needs is the job-embedded model. The present study employed this model, along with
other features found to be effective, such as observing and discussing classroom practices,
collaboration among colleagues, feedback, and giving teachers sufficient time to learn and
improve (DeMonte, 2013; Desimone et al., 2002). Zan and Donegan-Ritter (2014)
confirmed the benefits of combining several features of professional development through
an eight-month course that included workshops, video-based teacher self-reflection, peer
coaching, and mentoring. The results showed improvement in teacher-child interactions
regardless of whether teachers had a degree.

A variety of job-embedded professional development approaches (see Daniel et al.,
2013) have been found to improve teaching and learning (OECD, 2016). A job-embedded
model employs multiple strategies to engage teachers in learning, such as workshops,
mentoring, collaborative feedback, reflection (Darling-Hammond et al., 2017; Pacchiano et

al., 2016), videos (Major & Watson, 2017), social media such as WhatsApp (Cronje &
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Izak, 2022), and professional learning communities (OECD, 2016). Furthermore, as noted
above, professional development models that offered new knowledge and opportunities for
teachers to reflect on their practices were effective at improving children’s outcomes
(Rogers et al., 2020a). Rogers et al.’s (2020a) review found that duration, frequency, and
intensity of professional development were important factors in its effectiveness, although
the evidence was inconclusive, requiring further research. Dunst (2015) concluded that
there was a need for more studies about early childhood in-service (job-embedded)
professional development to identify which key features in which combinations and under
which conditions were most effective. Key features they listed included offering
opportunities for teachers to reflect on their understanding of their practices, coaching,
mentoring, feedback during in-service sessions, follow-up support to reinforce learning, in-
service training, and follow-up to produce sustainable change.

As shown above, traditional models do not adequately address the needs and
challenges of teachers seeking to help achieve Saudi Vision 2030 goals. Therefore, I
employed a job-embedded model to design the initiative in the present study, including
important features such as workshops, videos of high-quality interactions in kindergartens
around the world, a learning community via WhatsApp, and opportunities for feedback and
reflection.

Design of the Professional Development Initiative

The initiative was designed based on a sociocultural framework. According to Shabani et
al. (2010) and Eun (2008), what Vygotsky claimed about students’ learning in a school
setting (the ZPD) is applicable to teachers, and the developmental theories of VVygotsky,
resting on the notions of the social origin of mental functions, are relevant to teachers’
professional development. An effective way to deliver such an initiative is a job-embedded
program guided by an academic researcher acting as a mentor/trainer (Cummins, 2004;

Onchwari & Keengwe, 2008; Rogers et al., 2020a, 2020b). Guided by the literature, the
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researcher documented the primary objectives of the professional development program.
This ensured the establishment of a model that would meet the individual needs of the
participating teachers. Subsequently, the researcher established a scaffolded model that
incorporated effective factors of professional development along with VVygotskian concepts
explained earlier in this chapter.

Job-Embedded Model

As mentioned earlier, a job-embedded model employs multiple strategies, including
mentoring (Darling-Hammond et al., 2017; Pacchiano et al., 2016). While ECEC faces
numerous challenges in ensuring the quality of teaching practices, investing in professional
development mentoring models can help address some of these issues (Onchwari &
Keengwe, 2008). Mentoring is “a caring and supportive interpersonal relationship between:
an experienced, more knowledgeable practitioner (mentor); and a less experienced, less
knowledgeable individual (protégé or mentee); in which the protégé receives career-related
and personal benefits” (Henry et al., 1994, p. 38).

According to Weaver (2004), mentoring can be an effective way to train teachers to
adopt new practices, the main goal of the present study. Barth (2001) stated that changes in
practices do not arise suddenly from one-time training sessions; instead, mentoring
provides ongoing on-site support. Cummins (2004) claimed strong professional
development programs depended on personal, ongoing relationships through mentoring
approaches.

According to Onchwari and Keengwe (2008), understanding teachers’ feelings
about changing their pedagogy is important because change usually leads to resistance, but
mentoring can show teachers the need to adopt practices introduced by the mentor.
Mentoring also tends to get to the fundamental issues since the mentor is usually a
colleague who understands the teachers’ experiences and challenges. A collegial mentoring

relationship and closeness lead to better understanding the teacher’s concerns and
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problems. This caring, supportive relationship can shift teachers’ attitudes and eventually
practices (Onchwari & Keengwe, 2008).

Workshops

One of the most prevalent modes of professional development delivery is the workshop
(Brunsek et al., 2020). Workshops on their own fall under traditional professional
development, as discussed earlier; however, several programs targeting teachers’
knowledge about children’s development and teacher-child interaction have used
workshops in combination with other approaches with positive results (e.g., Egert et al.,
2020; Siraj et al., 2023).

Combining workshops with on-site support may improve professional growth, as
workshops provide teachers with the knowledge and content of the initiative (Buysse et al.,
2009). The content of the workshops can be supported through handouts that outline,
organize, support, expand on, offer resources for, or provide follow-up to the main training
(Sakraida et al., 2005). Incorporating icebreakers can lead to a more positive and inclusive
environment, improved learning outcomes, and a more meaningful workshop experience
(Chlup & Collins, 2010). More information about the workshops in this study is given in
Chapter 3.

Workshops can be presented in different modalities to improve teacher-child
interaction quality (Pianta et al., 2008). Delifino and Persico (2007) found that some
teachers—when given the chance to choose between modalities—such as face-to-face,
online, and blended workshops—rpreferred face-to-face workshops. However, Fishman et
al. (2013) found that teachers and students exhibited significant gains in both online and
face-to-face modalities, with no significant difference between them.

Video Clips
Video discussion utilizes tenets of high-quality professional development (such as

modeling, scaffolding, and situated learning) and are also related to desired outcomes, such
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as applying new ideas to teaching practices (Arya et al., 2015; Christ et al., 2014; Van Es
& Sherin, 2010). According to Rubio-Alcala et al. (2020), discussion and videos are
effective components of teacher training.

Videos have gained popularity in professional development around the world
because they can give teachers a shared focal point to interpret and reflect on teaching
methods, children’s learning, and subject matter (Borko et al., 2011). According to a
scoping review by Major et al. (2017) that analyzed 82 studies, video technology was an
effective tool for teachers’ professional development. Its affordability and usability have
contributed to its growing adoption. Such technology has the potential to enhance teacher
learning by capturing the intricate details of teaching, allowing for a thoughtful
examination of classroom practices, providing greater access to classroom events than
traditional observation, and stimulating cognitive, emotional, and motivational processes
(Major et al., 2017). The shift from analog to digital technology and the availability of
video-equipped mobile devices have made video-capable technologies more accessible and
user-friendly. Studies reveal that the use of video technology elevates teacher motivation,
optimizes cognition, and improves classroom practice (Seidel et al., 2011).

Moreover, incorporating videos can support professional development by making it
easier for teachers to understand new strategies; by watching videos of effective teaching
in action, teachers can visualize how to implement these strategies in their own classrooms
(Darling-Hammond et al., 2017). Promoting reflection and discussion about real classroom
situations can also expose teachers to diverse perspectives (Marsh & Mitchell, 2014).
Videos allow teachers to reflect on their own interaction strategies by comparing them to
what they see in the videos. After watching a video, teachers can engage in meaningful
discussions with their peers, sharing insights and personal experiences.

Videos can be easily accessed and shared, making them a convenient tool for

professional development, whether through online platforms or showing them during
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workshops (Groschner et al., 2014). In addition, online videos can be accessed at any time
for individual learning or group workshops.

Video-based professional development helps teachers improve their classroom
practices by providing them with concrete examples of effective teaching strategies; videos
can promote a shared understanding of effective teaching practices among teachers, as they
can watch and discuss videos together and learn from each other’s perspectives (Sherin &
Han, 2004). Major and Watson (2018) also noted that video can be a valuable tool for in-
service teacher professional development. Clear learning objectives, opportunities for
collaborative learning and discussion, follow-up support, and resources are all
characteristics of good continuing professional development (Darling-Hammond, 2017;
Garet et al., 2001).

Feedback and Reflection

High-quality professional development frequently provides built-in time for teachers to
think about, receive input on, and make changes to their practice by facilitating reflection
and soliciting feedback (Darling-Hammond et al., 2017). Teachers’ expertise can also be
developed through feedback and reflection within a professional learning environment
(Daniel, et al, 2013) aligning with the sociocultural theory approaches to learning
(Vygotsky, 1979) that teachers use with their own learners. Feedback and reflection both
help teachers thoughtfully move toward the expert’s visions of ideal practice. According to
Boud et al. (2013), reflection turns experience into learning. For these reasons, reflection
was a key element in the present study.

Learning Community

High-quality professional development offers a place in which teachers can discuss their
thoughts and work together (i.e., a learning community), frequently employing a job-
embedded model; this helps them shape aspects of learning beyond individual classrooms,

affecting whole school districts, institutions, and departments or grades thereof (Darling-
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Hammond et al., 2017). WhatsApp can offer an online professional learning community
for this purpose (Cansoy, 2017). Learning in a community can foster efficacy and
confidence in teachers adopting and implementing new practices (Darling-Hammond et al.,
2017). WhatsApp makes it easier to have conversations, communicate instantly, share
resources (videos and articles), and engage in informal learning with the researcher and
other participants. The use of WhatsApp promotes community building and a sense of
connectivity. Given that WhatsApp is used by learners as an informal learning
environment, the research emphasizes the importance of social media platforms in online
learning experiences. In the context of online learning, creating a sense of connection is
essential in teachers’ professional development (Cansoy, 2017; Moodley, 2019). It should
be noted that the workshops in this study were designed to be implemented online, face to
face, or in blended learning.
Summary of Professional Development

Based on the literature, | sought to incorporate the best characteristics in a job-
embedded professional development model (see Egert et al., 2020) that could be
implemented in the Saudi context. These characteristics included workshops that could be
delivered face to face or online, i.e., blended learning (Egert et al., 2020); videos
(DeMonte, 2013; Major & Watson, 2017) representing high-quality interaction from
various countries; a learning community to discuss and learn collaboratively (Darling-
Hammond et al., 2017; OECD, 2016) using WhatsApp (Cronje & lzak, 2022); an emphasis
on implementing interaction strategies (Darling-Hammond et al., 2017; Guskey, 2000;
Malone & Smith, 2010; Smith, 2015) in class after workshops; available on-site support;
feedback; and encouraging teachers to reflect on their practices (Darling-Hammond et al.,

2017).
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Theoretical Framework

Based on the literature explored in this chapter, a Vygotskian sociocultural framework was
deemed appropriate for the present study. This framework for child development, which
has been extended by other researchers to include teacher-child interaction (e.g., Bodrova
& Leong, 2005; Bukhalenkova et al., 2022; Fernyhough, 2008), was particularly useful to
understand teacher-child interaction quality, establish the professional development model
of the study, and collect and analyze the data. The study therefore employed Vygotskian
concepts, such as the ZPD and scaffolding, to analyze teachers’ interactions.

Based on a Vygotskian sociocultural framework, the researcher expects more
positive, productive experiences for children will come from an environment where their
development, skills, and knowledge are actively and socially constructed through
interaction with others. This environment is expected to offer productive, secure, high-
quality child-teacher interaction, allowing children to take safe risks in social and academic
experiences. The researcher used sociocultural theory to design an initiative based on the
vital role interactions play in ECEC.

Vygotsky’s emphasis on development occurring initially within a child’s social
plane and the extension of this theory to include teachers’ professional development
provided the researcher with a fruitful lens to examine teacher-child interaction quality in
the Saudi context and then design the professional development utilized in the study. Thus,
given the sociocultural framework of the study, the researcher considered the ZPD when
designing the professional development model to scaffold teachers’ professional
development. This theoretical stance further enabled the researcher to observe the teachers’
interaction quality in the Saudi context as they interacted with children and implemented

the interaction strategies that the professional development targeted.
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Chapter Summary

ECEC is a good investment to improve children’s development and success only if it is of
high quality (Penn, 2009). Numerous longitudinal studies have demonstrated the benefits
of high-quality ECEC in the short- and long-term (OECD, 2021). These studies have
shown that well-implemented ECEC enhanced children’s development of cognitive,
language, and academic skills, which play a vital role in adulthood, and that educational
success was followed by success at work and a lower likelihood of criminal behavior (e.g.,
Adams et al., 2007; Camilli, 2010; Melhuish et al., 2008; Melhuish et al., 2015; Nores &
Barnett, 2010; Wylie, 2006).

In this context, teacher-child interaction has been widely acknowledged as a key
factor in classroom quality and a main contributor to children’s social development and
competence in school (Hamre & Pianta, 2007). Previous studies have shown positive
outcomes associated with the quality of such interaction in kindergarten classes, for
example (Burchinal et al., 2010). High-quality teacher-child interactions that benefit
children are facilitated by three main dimensions: instructional support or pedagogical
strategies and techniques, the learning environment, and social and emotional support
(Hamre et al., 2012).

Based on the literature, and with sociocultural theory as a framework, this study
incorporated five main interaction strategies into a professional development initiative:
questioning, feedback, discussion, problem-solving, and sustained shared thinking. Two
teaching approaches were also discussed: play-based learning and intentional teaching.
Furthermore, studies have recently claimed teaching intentionally in play-based learning is
a more effective pedagogical approach (AGDE, 2022; Leggett, 2023). Two supporting
strategies that facilitate this approach are planning activities based on children’s interests
(AGDE, 2022; Birbili, 2019) and encouraging perseverance among children (Leonard &

Garcia, 2020).
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Various factors that have been found to impact teacher-child interaction quality
also informed the study, including teachers’ professional development and working
conditions, communication and cooperation of parents, teacher-child ratio, and the role and
requirements of administration. The study in particular acknowledges the role of
professional development in teacher-child interaction quality (cf. Brunsek et al., 2020;
Markowitz & Seyarto, 2023).

The initiative was conducted in Saudi Arabia given the lack of studies on effective
ECEC professional development in that context. The relevant literature was explored to
establish an effective model that could improve teacher-child interaction quality in this

study. In the next chapter, | present the methods employed to carry out the study.
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Chapter 3: Methodology
Introduction
In this chapter, | explain the methodology of the study, including the research questions,
paradigm, research design, sampling and participants, data collection, design and
implementation of the professional development initiative, data analysis, reliability and
validity, ethical protocol, and limitations. It should be noted that while the term
“trustworthiness” is often associated with ensuring the rigor and credibility of qualitative
studies, in this context, I have used the terms “reliability and validity” to emphasize the
robustness and rigor of the qualitative aspects of this study.
Research Questions
| used the Ice Cream Cone Model (ICCM) to illustrate the process of arriving at the
research questions. The ICCM, presented by Brownhill et al. (2017), was based on
Maslow’s (1954) hierarchy of needs and designed to meet teacher trainers’ professional
needs. The application of the ICCM helped investigate teachers’ perspectives and whether
their practices changed after the initiative. Figure 3.2 shows the ICCM, highlighting
aspects considered in this study (adapted from Brownhill et al., 2017, p. 4). The top of the
figure shows the starting point of the study. The other five parts illustrate characteristics of
good research questions (Davies, 2011).

Research questions were refined through a thorough examination of the context and
literature. | delved into the study context by gathering information about relevant factors
(Simons, 2014) such as, the extent of professional development in teacher-child interaction
quality. By conducting a comprehensive literature review, | identified the gaps, limitations,
and unanswered questions in previous studies (Hatch, 2023). This allowed me to formulate
research questions that built upon existing knowledge and addressed areas requiring further

investigation. | found no studies examining teachers’ perceptions of teacher-child
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interaction quality, their perceptions of professional development as a tool to develop this
interaction, or other factors affecting this interaction in a Saudi context.

Figure 3.2: The Study Explored within the ICCM
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Based on the ICCM and the literature, | address a gap in knowledge about teacher-
child interaction quality in Saudi Arabia by exploring the following primary research
question: “How do Saudi early childhood education teachers perceive teacher-child
interaction quality?” This main question is divided into five sub-questions:

1. How do teachers perceive their practices related to teacher-child interaction

quality before the professional development initiative?

2. How do teachers perceive their practices related to teacher-child interaction

quality after the professional development initiative?

3. Have any changes emerged in teachers’ pedagogical strategies as a result of the

professional development initiative?

4. What factors enable or constrain quality interactions according to teachers?

5. How do teachers perceive the professional development initiative as a tool to

develop the quality of their interactions with the children in their classes?
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Paradigm
A pragmatic paradigm was adopted to address a practical problem (see Creswell, 2007),
i.e., adapt previous professional development solutions to a Saudi context while
collaborating with teachers to assess the potential benefits of this solution. According to
Creswell (2007), the pragmatic paradigm enables the researcher to focus on the research
problem at hand, allowing one to use “all approaches available to understand the problem”
rather than relying rigidly on specific methods (p. 231). Pragmatic researchers in education
focus on identifying practical problems and finding innovative solutions (Kivunja &
Kuyini, 2017). They prioritize real-world challenges faced by educators, students, or
educational institutions. By adopting a problem-solving orientation, pragmatic researchers
can develop creative approaches to improve teaching methods, enhance learning outcomes,
or address educational inequalities. Pragmatic researchers are open to adapting their
research approaches based on the specific needs and contexts of the education system.
They recognize that different settings may require tailored solutions. By being flexible and
adaptive, pragmatic researchers can creatively implement innovative strategies that are
relevant and effective in diverse environments. Pragmatic research in education often
involves collaboration between researchers, educators, policymakers, and other
stakeholders. This collaborative approach fosters creativity and innovation by bringing
together diverse perspectives and expertise. By engaging in interdisciplinary
collaborations, pragmatic researchers can generate innovative ideas and co-create practical
solutions that address complex educational challenges (Curren, 2009).

However, this paradigm is often criticized for neglecting philosophical
assumptions, such as ontology and epistemology (Mertens, 2015). Therefore, prior to
adopting this paradigm, | thoroughly assessed the four key components of a paradigm,

namely ontology, epistemology, methodology, and axiology (Lincoln & Guba, 2000).
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Ontology is concerned with the assumptions people make to believe something is
real or makes sense, or the very nature or essence of the social phenomenon under
investigation (Scotland, 2012). Researchers vary in their views of the social world, as some
believe it follows patterns that result in specific predictable outcomes, while others believe
human interactions are constantly contributing to the structure of the social world (Hesse-
Biber & Leavy, 2011). The adoption of different ontological perspectives can result in
varying understandings of social phenomena and consequently influence the chosen
research methodologies. For instance, embracing a positivist ontological perspective
entails believing in an objective reality where social phenomena can be scrutinized using
scientific methods to uncover universal laws and anticipate outcomes. Conversely, a
constructivist ontological perspective involves perceiving social phenomena as being
shaped through human interactions, where reality is subjective and contingent upon context
(Scotland, 2012). The latter was more suitable for this study since it aligned with
sociocultural theory.

Epistemology is the study of the nature of knowledge and justification (Schwandt,
1997). In considering the epistemology of a study, researchers should ask themselves
whether knowledge is something that can be acquired or has to be personally experienced.
What is the nature of knowledge? What is the relationship between the researcher and
knowledge? Such questions help researchers position themselves in the study context.
According to Kivunja and Kuyini (2017), in trying to answer the above questions, if
researchers “rely on data gathered from people in the know, books, leaders in
organizations” (p. 27), the epistemology is grounded in authoritative knowledge, which
aligned with the current study as it relied on data gathered from teachers. Epistemology is
important because it helps researchers establish the reliability that they put in their data and
influences how they go about uncovering knowledge in the social context they investigate.

Given my background as an ECEC educator, I was not positioned as a “distanced
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observer” in this study (Mertens, 2015, p. 38); rather, [ was studying what interested me
(Tashakkori & Teddlie, 2003, p. 30), which included my own felt need to develop teacher-
child interaction quality as an educator-researcher.

Methodology refers to the research design, methods, approaches, and procedures
used in a study to find out something (Keeves, 1997). The “methodology articulates the
logic and flow of the systematic processes followed in conducting a research project. It
includes assumptions made, limitations encountered” (Kivunja & Kuyini, 2017, p. 28). In
considering the methodology for a research project, two important questions should be
asked: “How can the researcher obtain the desired knowledge and understandings?”’
(Mertens, 2015, p. 10) and “How shall the researcher go about obtaining the desired data,
...that will enable me to answer my research question and thus make a contribution to
knowledge?” (Kivunja & Kuyini, 2017, p. 28).

Axiology refers to the ethical issues that need to be considered in research. This
includes defining, evaluating, and understanding right and wrong behavior relating to the
study. It considers the value the researcher will attribute to the different aspects of the
research, such as participants, data, audience, and methods. To avoid ethical concerns and
ensure the study was appropriate and beneficial, | submitted detailed forms to the ethics
committees at Dublin City University and Princess Nourah University. After receiving
ethical approval from them, I applied for and received the Saudi Ministry of Education’s
approval before implementing the study.

In essence, the current study offers a practical applied research philosophy
(Tashakkori & Teddlie, 2003), which provides a sound rationale for the adoption of a
pragmatic paradigm. This pragmatic stance influenced the choice of methods to study

teacher-child interaction quality from teachers’ perspectives.
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Research Design

I employed a qualitative research design. According to Creswell and Poth (2016),
qualitative research usually uses an emerging approach to investigate and collect data in a
natural setting, sensitive to the people, places, and context under study. Qualitative data
analysis operates through an inductive lens, aiming to uncover and establish emerging
themes or patterns. The core purpose of qualitative research revolves around delving
deeper into various facets of the social realm (Rossman & Rallis, 2012). Within this
approach, the researcher’s reflexivity is a key element (Creswell & Poth, 2016),
positioning them as a pivotal conduit for conducting the research itself (Rossman & Rallis,
2012). By integrating participants’ perspectives, this type of methodology offers a nuanced
description and interpretation of intricate issues or phenomena. Furthermore, it contributes
to the expansion of the existing body of knowledge or prompts calls for further actionable
steps (Creswell & Poth, 2016). This research framework becomes especially fitting when
the clear demarcation between the phenomenon and its contextual surroundings is not
immediately evident (Yin, 2009).

Furthermore, | employed a bottom-up approach, which is an inductive qualitative
data analysis (Soiferman, 2010). It starts with the raw data and progressively generates
themes or insights from the data itself. This process avoids preconceived notions and
allows patterns to naturally emerge. The researcher remains open to the unexpected and
ensures that the findings are grounded in the data. The rationale for adopting an inductive
approach lies in its ability to capture the complexity and richness of the researched
phenomenon, as well as its potential to reveal novel insights that might be missed with a
deductive approach.

The themes prioritized in the initiative were informed by sociocultural theory and
major research-based teaching strategies highlighted in the literature: questioning (Siraj-

Blatchford & Manni, 2008), feedback (Pushparatnam et al., 2021), discussion (Sylvia,
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2009), problem-solving (Gross, 2005), and sustained shared thinking (Wall et al., 2015).
All rely on social interaction and strong relationships between the teacher and child (Siraj-
Blatchford et al., 2002). Additionally, my personal experience as a Saudi kindergarten
teacher and then as a lecturer and supervisor of practicum students for several years in
different public and private kindergartens, as well as the pilot study findings, also helped
select and prioritize the initiative themes.

Based on the goals of the study, | employed a case-study approach. According to
Creswell (2017), a case study is a qualitative methodology where a researcher attempts to
understand in detail a real, life-bounded system called a case. Yin (2009) agreed that case-
study research deals with real-life contexts and settings and provides a holistic
understanding of a phenomenon. While this helps researchers understand a small number
of cases with a much deeper degree of understanding, it does not allow researchers to make
generalizations about how other related or similar cases may behave. As such, this
approach matches the pragmatic paradigm under which I sought to explore ECEC teachers’
perspectives on teacher-child interaction quality before and after a professional
development initiative. To develop and implement the appropriate methodology, |
followed the research strategy presented in Figure 3.1, taken from Saunders et al. (2015, p.
128).

This design was chosen for several reasons. First, the limited research on teacher-
child interaction quality and teachers’ professional development in a Saudi context makes a
qualitative study more appropriate for exploring and understanding these aspects in Saudi
Arabia. According to Merriam (1998), research in education should aim more to discover
and build knowledge about phenomena rather than confirm or evaluate the current
situation. Second, I aimed to provide deep and rich understandings of teachers’

perspectives on teacher-child interaction quality in a Saudi kindergarten before and after a
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professional development initiative, which aligns with one of the main features of
qualitative research (Creswell, 2007; Merriam, 1998).

Figure 3.1: Research Strategy
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Third, the choice of data collection and analysis methods in a qualitative study is
flexible, which provides rich information in a specific context (Merriam, 1998), thus
helping the researcher better analyze the teachers’ perspectives quality before and after the
initiative. In addition, this flexibility gave me the chance to not only be a trainer delivering
information to teachers like the traditional “sit and get” professional development model
(Matherson & Windel, 2017) but also act as a teacher implementing the strategies of the
initiative and examining its effects to develop teachers’ practices and understanding.
Individual interactions and discussions with and among the teachers during the initiative
gave me the chance to understand the teachers’ perspectives, the aims behind their
practices, their understanding of the workshop content, and help them (if asked) to
implement the target interaction strategies in their classes.

Furthermore, | selected a qualitative methodology over a mixed-methods or

quantitative approach due to the small sample size (only nine teachers). Such a small
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sample would have made quantitative methods less effective, limiting or negating the
ability to statistically analyze variables in a precise, reliable, and meaningful way
(Mertens, 2023). Furthermore, a small sample would limit how many variables could have
been used, making it harder to accurately represent multidimensional data. I did not survey
teachers in advance to establish a baseline understanding of their knowledge of the subject
prior to creating the professional learning initiative. This was because a survey for a large
sample would need to go through the Ministry of Education, and then the time needed for
collecting and analyzing that data would have been less practical for the scope of this
study. In addition, the limited research on teacher-child interaction quality and teachers’
professional development in a Saudi context meant it would have been difficult to compare
the findings of this study to prior work. Thus, a qualitative study was more appropriate for
exploring these topics.

To ensure the initiative and data collection methods were well-designed and
implemented, a pilot study was conducted in 2022 for six weeks prior to the main study. In
this way, the pilot study helped increase the validity and reliability of the data. It was
conducted in a different public kindergarten in Riyadh in five classrooms with nine
teachers (and 25 children in each class). Teachers’ participation was completely voluntary.
After obtaining approval from the Ministry of Education (Appendix A), the school
principal was contacted by phone to obtain the initial agreement for participation. A letter
explaining the initiative and participants’ role in it (Appendix B-1) was attached with an
information sheet (Appendix C) and sent to the principal electronically. The principal
welcomed the initiative and established a WhatsApp group with the teachers who had
already agreed to participate (i.e., all the teachers in the school except one, who was on
sick leave). A plain-language statement (Appendix B-2) and the consent form (Appendix
B-3) were sent through the WhatsApp group to the teachers, and all nine participants filled

out the consent form electronically as a Google form.
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A specific consent form provided by the Ministry of Education (Appendix D) was
required to be sent to the parents in addition to the plain-language statement (Appendix B-
4) and study consent form for parents (Appendix B-5). All the parents in the five
participating classes agreed to their children’s participation in the study.

The pilot included a trial of the initiative | designed (Appendix B-6), helping refine
its components (workshops, interviews, and focus groups) (see Roulston, 2010). All data
collection methods (participant observation, pre-/post-initiative interviews, and pre-/post-
initiative focus group) were included in the pilot study. It consisted of four professional
development sessions (two hours for each session, totaling eight hours), in addition to short
discussions, feedback, and reflection (about 15-20 minutes) after each of the five
observations, for a total of about 10 hours of professional development for each teacher
(see Table 3.1).

Table 3.1: Overview of the Professional Development Initiative (Pilot Study)

Week 1 Pre-initiative interviews 1-3 January 2022
Pre-initiative focus group 4 January 2022
Workshop 1: Introduction to the initiative
Weeks 2-6 Participant observation 9 January 2022 to
10 February 2022
Week 3 Workshop 2: Learning environment 19 January 2022
Week 4 Workshop 3: General introduction to 26 January 2022
pedagogical (interaction) strategies in high-
quality ECEC
Week 5 Workshop 4: Questioning interaction strategy 31 January 2022
Week 6 Post-initiative interviews 6-8 February 2022
Post-initiative focus group 9 February 2022

The pilot findings—based on the interviews, focus groups, responses to Vevox
feedback questions after each workshop, and my reflections (Gamlem, 2015)—were
discussed with my supervisors to inform the main study. As a result, some questions were
added, clarified, or changed.

Sampling and Participants
A sampling method allows a researcher to give a systematic, transparent approach for

selecting who will be requested to contribute data, as collecting data from the entire
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population may not be practical (Mertens & Wilson, 2012). For the current investigation, a
purposive sample was used since it allowed the researcher to choose a sample that met the
unique research inquiry criteria (Cohen et al., 2017). The main purpose of sampling for a
qualitative researcher is to gather detailed data that can explain and deepen the
understanding of a phenomenon (Ishak et al., 2014). For the current study, | chose a public
kindergarten in Riyadh for several reasons. In general, teachers’ employment in public
schools is more stable, making it more likely they will complete the professional
development, while in private schools, there is no guarantee a teacher will stay in the same
school and complete the professional development. In addition, the chosen kindergarten’s
classes, playground, and all other facilities met standards for ECEC quality according to
The General administration of Early Childhood Education (2009).

To clarify the context of the participants, | provide a portrait of the kindergarten below,
highlighting important factors that may have influenced the implementation and findings
of the initiative.

Portrait of the Kindergarten

The kindergarten consisted of nine classes, six of which participated in the study. Each
class had two main teachers, with a total of 18 main teachers working in the school in
addition to one substitute teacher. A high-quality learning environment with appropriate
safety standards was ensured by adhering to the guide for physical environment prepared
by the General Administration of Early Childhood Education (2009). The learning
environment included a variety of materials and tools that were continuously updated. All
classrooms were spacious, clean, and tidy, with good lighting and large windows covering
almost an entire wall. Each class observed in this study was identical in terms of the
number of main learning corners. There were 10 main corners: art, sound and movement,
relaxing, puzzles and manipulatives, exploring (science), dramatic play, blocks, library,

literacy (reading and writing), and cooking. Furthermore, there were temporary corners,
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such as a fashion corner associated with the study of clothes (according to the curriculum
in use). The sand and water corner was considered temporary in some classes and
permanent in others.

The corners were divided appropriately. That is, the noisy ones were close to each
other, and the quiet ones were close to each other. Each corner had enough space and clear
boundaries. The furniture was in excellent condition, suitable for the size of children and
the number allowed in each corner. In the art corner, there was a suitable chair for the
teacher, as well as in the circle. There were shelves outside the classroom, and each child
had their own shelf with their name and photo on it.

The kindergarten followed the self-learning curriculum, underpinned by play-based
learning (Ministry of Education, 2005). The teacher-child ratio was similar in most classes,
around 28-30 children and two teachers in most periods, except for mealtime (breakfast)
and outdoor playground time (recess), in which only one teacher was present. The teachers
usually started the school day by welcoming the children and asking a closed question that
children answered with a yes or a no (the question of the day). The teachers then proceeded
to circle time, outdoor playground time, mealtime, free play in the corners, and the last
meeting.

All teachers were specialized in early childhood education. Three held a post-high-
school diploma and six had a bachelor’s degree. Six had more than 20 years of experience
in early childhood education, two had 5-10 years of experience, and one had 11-20 (see
Table 3.2). It should be noted that teacher professional development in Saudi Arabia
normally takes place in independent training centers affiliated with the Ministry of
Education or certain Saudi universities (Al-Jadidi, 2012). The duration of training usually

ranges from one to several days (Bin Mubrad, 2021).
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Table 3.2: Teacher Demographics

Teacher  Children Qualifications Specialized Years of experience
inclass  BA Post-high-school in early 5-10 11-20 >20
diploma (2+ years) child care

Nawal 30 * * *

Hessah 28 * * *
Moneerah 30 * * *

Layla 30 * * *
Rana 28 * * *
Reema 28 * * *
Fatmah 28 * * *
Hanan 28 * * *

* *

Maryam Substitute *

Participant Invitation and Consent

Teachers’ participation was completely voluntary. After obtaining the approval of the
Ministry of Education (Appendix A), | contacted the school principal by phone to obtain
initial agreement to participate. A letter explaining the initiative and the teachers’ role
(Appendix E) and an information sheet (Appendix C) were sent to the principal. At the
request of the principal, I met with all 19 teachers at the school and explained the goals of
the initiative and their role. At the end of the meeting, nine teachers volunteered,
representing six out of nine classes (see Table 3.3).

Table 3.3: Participants and Their Associated Class (Anonymized)

Teacher Class

Nawal Sunshine

Hessah Rainbow

Moneerah Colors

Layla Flowers

Rana, Reema Bees

Fatmah, Hanan Birds

Maryam No class (substitute teacher)

A specific consent form provided by the Ministry of Education (Appendix D) was
required for parents in addition to the plain-language statement (Appendix F) and the main
parental consent form (Appendix G). Parents were contacted by the kindergarten

administration, based on the instructions of the Ministry of Education. The parents of all
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children in the six participating classes gave consent for their children to participate in the
study.

| created a WhatsApp group to facilitate communicating with the participating
teachers. The plain-language statement (Appendix H) and the consent form as a Google
form (Appendix I) were sent through this group, and all nine teachers filled it out.
Data Collection Methods
According to Moser and Korstjens (2018), the most common data collection methods in
qualitative research are participant observation, interviews, and focus group discussions.
Thus, I incorporated those methods into this study, as discussed below (see Table 3.4).

Table 3.4: Methods Timeline

Methods Week Time
Individual pre-initiative interviews  Week 1 9 x 1 hours
Pre-initiative focus group Week 1 1 x 2 hours

Classroom participant observation Weeks 2-13 9 Observations x 6 classes x 2
hours for each observation

Individual post-initiative interviews  Week 13 9 x 1 hours

Post-initiative focus group Week 14 1 x 1.5 hours

Participant Observation
Observation, as explained by Robson (2002), is a meticulous process of watching and
documenting individuals’ actions within a specific context. This involves using tools such
as note-taking, checklists, and audio or video recordings to vividly describe unfolding
events, analyze recurring patterns or trends, and interpret the underlying motivations or
significance of observed behavior. Cohen et al. (2017) framed observation as a formidable
instrument for attaining profound insights into the dynamics of everyday social scenarios.
Consequently, this method aligned with the sociocultural framework adopted in the present
study.

Robson (2011) saw observation as a method that supports findings gathered from
other methods. In this study, observation supported teacher interviews and focus groups.

Observation can be done in two ways: 1) when the observer is not a participant and 2)
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when the observer is a participant who “immerses himself/herself in a group for an
extended period of time, observing behavior, listening to what is said in conversations both
between others and with the field worker asking questions” (Bryman, 2004, p. 392).
Participant observation thus involves being immersed in a social setting or group and
observing day-to-day activities and interactions (Dewalt & Dewalt, 2010; Kawulich, 2005;
Mulhall, 2003). This method assumes that researchers can learn from observation while
being actively engaged in participants’ day-to-day experiences to understand their behavior
and points of view (Dewalt & Dewalt, 2010).

For the reasons outlined above, | used participant observation, a method with roots
in ethnographic research, which aims to help the researcher understand the perspectives of
study participants (Mack, 2005). This aim aligns with the research question investigating
whether changes emerged in teachers’ pedagogical strategies as a result of the professional
development. With this method, I aimed to understand each teacher’s perspective
holistically and examine how professional development could develop teachers’
perspectives and practices related to teacher-child interaction quality. Qualitative
researchers assume there are multiple perceptions within any phenomenon in a community
and try to understand those perceptions through observation or by observing and
participating in the daily activities of the community (Mack, 2005). In this study, | engaged
as a participant observer to learn what teacher-child interaction quality looks like in the
natural setting of a kindergarten while recording careful, objective notes about what | saw
in a field notebook (Mack, 2005). See Appendix J for examples.

In this study, | chose to be a participant observer and be introduced to children in
each class | observed as a frequent visiting (or assistant) teacher. This choice was made so
I could be closer to teachers and children and practice the interaction strategies introduced

in the initiative.
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| observed the classes for about two hours per visit, with a total of nine visits for
each of the six classes (see the implementation plan in Appendix K). In each observation, |
participated as a visiting teacher, interacting with children and helping teachers if needed. I
wrote about almost all interactions briefly while in the class and completed the notes
immediately after each observation. In addition to general notes, | focused on specific
objectives in each visit based on the five interaction strategies of the initiative (questioning,
feedback, discussion, problem-solving, and sustained shared thinking). During and after
each observation, | had short discussions with teachers, reflecting on or clarifying their
point of view or the goals of their interactions with children. These discussions were also
written in the notes. The observations were documented through written field notes only.

Several considerations made participant observation an appropriate method for this
study. At the beginning, it enables the development of positive relationships between the
researcher and teachers, whose assistance and consent are crucial (Mack, 2005).
Observation can also enhance other methods (Mack, 2005; Robson, 2011). For instance,
the cultural understanding obtained through observation helps researchers ask appropriate
follow-up questions during interviews (Mack, 2005). Participant observation can be done
before, after, and during data collection and analysis (Mack, 2005).

Observations were documented through field notes recorded in field notebook
(Mack, 2005). Field notes included teacher-child interactions during daily activities in the
classroom and on the playground. I wrote brief field notes discreetly during participant
observation in a small notebook or soon afterward (Mack, 2005), depending on the
situation. Following the suggestions of Mack (2005), as soon as possible after collecting
observation data, | expanded my notes into as descriptive and detailed a narrative as

possible and then put the notes into an encrypted computer file.
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Keeping a notebook helped me reflect on the observations and document my
thinking and changing practices during the initiative. It is also important to write
reflections about the research in general and participant practices.

Interviews

Shirley (2015) maintained that one of the most important tools for educational change
today is to listen to the teacher’s voice. Thus, I conducted pre- and post-initiative
interviews to explore teachers’ perspectives. In this type of research, the interviewer asks
one or more interviewees generally open-ended questions and records or writes the
answers (Creswell, 2016). Since | did not receive permission from the Ministry of
Education to audio record the interviews, | made written notes of teachers’ responses.
Interviews in qualitative research can be used for different purposes (Kvale, 2008), such as
in this study to understand teachers’ perceptions of teacher-child interaction quality, to
deepen the understanding of it in Saudi kindergartens, to collect rich descriptive data, and
to examine whether professional development can develop this interaction.

| used semi-structured interviews, as they allow the interviewer to have a set of
planned questions that can be changed during the interview by adding follow-up questions,
changing the order of questions, and omitting questions (Kvale, 2008). However, the
interview questions were loose enough so that the interviewee could mention some
important points that might be outside the list of questions developed by the researcher
(Cohen et al., 2017) (see Appendices L and M).

In designing the interview, I was guided by Bryman’s (2016 pp. 251-256) rules of
thumb to increase validity and reliability. The questions asked in the pre-initiative
interviews were the same as those in the pilot study. The questions were based on the
literature review in addition to my experience with ECEC quality in Saudi Arabia. The
questions were inclusive enough to capture a general and holistic perspective about ECEC

quality, including teacher-child interaction. The questions were also reviewed and honed in
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light of feedback from supervisors before and after the pilot study. The questions asked in
the post-initiative interviews were a revised version of the ones in the pilot study.

Each interview began in a conversational style, asking general questions about
teachers’ perceptions of ECEC quality before moving to teacher-child interaction quality,
the professional development they had experienced, and their perceptions of how
professional development can help them develop their interaction quality. The questions
were tailored to reflect more specific interaction strategies as the interviews developed.

The first set of interviews were held in Week 1. | interviewed each teacher
individually by phone at a time convenient to them. Each interview took about one hour,
depending on how the dialogue developed and how focused the teachers were in their
responses. Teachers were informed that the interviews would be noted and stored on the
researcher’s encrypted computer, that no one would read the interviews except the
researcher and her supervisors (supervisors read an example of a translated version of the
interviews since they were in Arabic), that all data collected would be presented
anonymously, and that they could withdraw from the interview at any time and could
choose not to answer any question. This ethical concern was mentioned by Mertens (2015)
as “turning over control” to the participant (p. 386). All these matters were articulated
upfront as ethical concerns when seeking approval from Dublin City University and
Princess Nourah University.

The first set of interviews was mainly related to the first research question,
investigating teachers’ perceptions of teacher-child interaction quality. The second set
investigated the second, third, and fourth research questions regarding how teachers
perceived their practices related to teacher-child interaction quality and if any changes

emerged in teachers’ pedagogical strategies as a result of the professional development.
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| found that data saturation was achieved with a sample of seven interviews. This
aligned with a study conducted by Guest et al. (2006) on data saturation and variability in
qualitative research.

Focus Group Interviews

Focus groups are a data collection method where participants are encouraged to co-
construct meaning of a given phenomenon within a group (Bryman, 2016). In the current
study, this method was used with all participating teachers. According to Tang and Davis
(1995), the size of a focus group should be based on the aims of the study. Since | sought
to investigate teachers’ perspectives of teacher-child interaction quality in depth, a small
number of participants should be sufficient to reach this goal. Other factors in determining
focus group size are the number of questions to be asked, the time given for each question,
the format of the focus group session (discussion group), and the duration of the session
(90-120 minutes). In Peek and Fothergill (2009), focus groups, which included three to
five participants, “ran more smoothly than the larger group interviews” they conducted (p.
37). However, several studies that investigated teachers’ perceptions found that focus
groups of 10 or fewer teachers were still effective (e.g., Gehris et al., 2015; Rosen et al.,
2017; Zinsser et al., 2015). Therefore, | decided that nine teachers would be suitable for the
study.

Two focus groups were conducted, one before the initiative and another after
(Appendices N and O). The pre-initiative focus group focused on capturing teachers’
perspectives about teacher-child interaction quality and professional development in
general. The questions that led the group discussion were similar to the individual
interview questions, starting with open-ended questions followed by the teachers’ opinions
of the initiative and how their practices had changed (Sideras, 2017). The focus group
questions from the pilot phase were reviewed and further developed for the main study.

The pre-initiative focus group was held in the kindergarten during work hours and took

107



about two hours, while the post-initiative focus group was held online via Microsoft Teams
after work hours, at the request of the teachers, and took about 90 minutes.

| was aware that the focus group data might not provide clear and direct
information as participants sometimes filter information while in a group and can fail to
say things directly (Creswell, 2007). Therefore, the pilot study and data triangulation were
essential to ensure the validity and reliability of the findings.
Designing the Professional Development Initiative
To design the initiative, | used Arena Blended Connected Learning Design (ABC LD).
This is a collaborative program and designing module method created at University
College London in 2015 that takes the form of a storyboard that visually maps out the
intended learning experience of a module in a simple document format (Young & Perovi¢,
2016). ABC LD is used widely across education to develop new programs or review
existing ones and is particularly useful for online or blended learning programs. Before
selecting this model, I examined other models, such as ADDIE (Dousay & Logan, 2011),
ASSURE, and Design Layers (Chen, 2011). However, ABC LD appeared more
appropriate to this study because of its flexibility, integration of new technology, emphasis
on collaboration and social learning, and learner-centered design. It offers a framework
that allows for personalized learning pathways, active participation, and the integration of
digital tools and resources. All of these characteristics aligned with the objectives of the
study. Thus, ABC LD informed the design of the professional development initiative,
which included blended learning. The initiative was designed based on the ECEC literature
on teacher-child interaction quality and professional development and aimed to develop the
teachers’ understanding and practices.

ABC LD enabled me as a researcher to develop a storyboard visualizing the learner
journey based on their activities throughout the study, build from the participants’ existing

practice, and identify opportunities for blended learning, review assessment, and feedback
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(Young & Perovi¢, 2016). In this process, teaching practice is discussed and opportunities
to enhance the learner’s journey may be identified and agreed upon (Young & Perovi¢,
2016). ABC LD gave me the opportunity to plan for blended learning (face-to-face and
online workshops), using social media (YouTube) and online learning sources (reading
articles) (see Appendix P). According to Gormley et al. (2022), the strongest selling point
of ABC LD is the clarity of structure it provides that allows the team to discuss and agree
on a range of potential learning activities, technologies, and assessments. Those points
encouraged me to use ABC LD to ensure the professional development plan’s clarity for
the supervisors and get effective feedback about each element in the plan.

I revised each learning activity and clarified how I assigned the content to the
learning types to ensure effective delivery. This process involved several steps (see Young
& Perovi¢, 2016). I analyzed the content and identified the learning objectives, considered
the desired outcomes to determine the most suitable learning type for each piece of
content, evaluated the objectives associated with each storyboard, assessed whether the
objectives aligned with the intended learning outcomes, and determined whether they
could be effectively achieved through the chosen learning type. I reflected on each element
in the storyboard in terms of delivery effectiveness. | assessed how well the chosen
learning type supported the content and whether it facilitated learner engagement and
comprehension.

ABC LD is based on Laurillard’s (2012) Conversational Framework to encourage
the use of several learning activities across six identified learning types: acquisition,
discussion, collaboration, investigation, practice, and production. Acquisition refers to
learning through reading, watching, or listening (e.g., during the professional development,
the teachers were asked to read articles prior to the workshops, watch videos before and
during the workshops, and listen to the presentation). Investigation involves exploring a

topic in more depth (e.g., the teachers learned in depth about teacher-child interaction
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quality, detention, components, and strategies). Practice involves applying knowledge and
skills in practical situations (in this case, the teachers were asked to implement what they
had learned in their classes). Discussion refers to the exchange of ideas and perspectives
among learners (e.g., discussion during the workshops, with the researcher during or after
the observation, and in the WhatsApp group). Collaboration refers to working together
with others to achieve a common goal (e.g., collaboration among teachers to plan activities
that involved the interaction strategies represented during the workshops). Production
involves creating something new based on the knowledge and skills gained through other
types of learning (e.g., finding solutions to certain hindering factors, such as the teacher-
child ratio, based on the workshop content and discussions). These six types of learning
offered several opportunities for the teachers to engage with the professional development
content. This is in line with Kennedy’s (2016) claim that it is important to intellectually
engage teachers with professional development content rather than simply presenting
information to teachers.

Since discussion was an essential component of this professional development
program, the initiative relied mainly on discussion to get participants engaged in the
workshops in collaborative learning. Discussion has been cited as an effective professional
development strategy in several studies, such as Bin Mubrad (2021) and Darling-
Hammond et al. (2017). The initiative offered several chances for teachers to discuss their
perceptions and practices regarding teacher-child interaction quality during the workshops,
the focus groups, after the observations (with the researcher), and in the WhatsApp group
with the researcher and other teachers.

Another important component is the practical content of the workshops that is
applicable in the classes. Interaction strategies were the focus of the initiative, with
examples from videos (international exemplars of high-quality interactions in ECEC) and

the researcher and teachers’ experiences. The teachers were asked to focus on
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implementing one strategy after each workshop and share their reflection on it with the
researcher and other teachers.

Watching video clips of high-quality teacher-child interactions from different
countries around the world—such as the U.S., the U.K., Australia, and China—was an
essential component of the workshops. Since all videos were in English, | had to translate
them for the teachers. Using videos in teachers’ professional development is an effective
way to create discussions among participants (Major & Watson, 2017). All of these
components were considered when | used ABC LD to design the initiative, the different
types of learning (acquisition, investigation, collaboration, discussion, practice,
production), prepare teachers before sessions, encourage them to participate in the sessions
actively, and reflect on each session. The objectives of the initiative were as follows:

e Developing teachers’ content and pedagogical knowledge about teacher-child

interaction quality.

e Providing teachers with materials that help them develop their teacher-child
interaction quality, such as short articles to read before the workshops
(translated articles since related Arabic articles were limited), short videos of
international high-quality interactions, and the PowerPoint slides used in the
workshops.

e Encouraging the teachers to be more reflective about their practices by
encouraging them to write out their reflections and talk about their practices
during the workshops or individually with the researcher after the observations.

e Encouraging the teachers to implement high-quality interaction strategies in
their classes.

e Highlighting the Ministry of Education’s goals and education’s role in Vision

2030 with a focus on ECEC teacher-child interaction quality.
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As mentioned above, ABC LD offers different types of learning that enabled the
researcher to design a unique learning experience for the participants based on social
interaction with the researcher and the other participants. The initiative offered participants
opportunities to socially interact with the researcher and other participants in various ways,
as described above, and solve problems as a group. As an example, the teachers were asked
to read translated articles before the workshops, discuss them as a group in the WhatsApp
group and in the workshops, and connect what they read to their reality. As another
example, the teachers during and after the observations asked the researcher questions
about the implementation of interaction strategies and how they could develop their
practices and plan activities. These opportunities for learning aligned with Shabani’s
(2016) claim that Vygotsky’s ZPD was applicable to teachers (see the theoretical
framework in Chapter 2).

By aligning the delivery methods with the literature and considering the context,
the initiative aimed to optimize participant learning experiences, foster meaningful content
engagement, and support the transfer of knowledge into classroom practice. The readings
(Wongkietkachorn et al., 2014), videos (Groschner et al., 2014), and presentations (Borko,
et al., 2011) in the initiative were thus justified based on the ABC LD model and literature.
The specific context of the initiative further guided the selection of these delivery methods
to cater to participant preferences, needs, and technological capabilities.

Workshop Components

The professional development included six workshops. The first was an introduction to the
initiative. The second was about the learning environment. The third was about
pedagogical interaction strategies in high-quality ECEC. The last three workshops were
about specific interaction strategies: questioning, feedback, discussion, problem-solving,

and sustained shared thinking. The first three workshops were face to face and the last
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three were online (for more details, see the implementation section). Each workshop had
specific learning objectives.

The ABC LD included several components to support the teachers’ learning
through the six learning types that ABC LD relies on. The researcher employed a variety of
methods to engage teachers and create an interactive and collaborative learning
environment. The researcher leveraged extensive experience using PowerPoint as a
powerful tool to enhance the learning experience. By incorporating dynamic slides,
engaging graphics, and multimedia elements, the researcher effectively communicated
complex concepts and facilitated active participation from teachers. Those supporting
methods included workshop handouts, icebreaking activities, reflection notes, short videos,
feedback and reflection questions, and communication and discussions via WhatsApp. The
following subsections briefly explain why and how those elements were used.

Workshop Handouts

A handout is any learning material given to learners as an advanced organizer to provide
technical terminology and basic information that learners should read either at or prior to
the beginning of the lecture (MacLean, 1991). Handouts have been a primary tool to help
learners understand lectures (Wongkietkachorn et al., 2014). Having access to handouts
during lectures is associated with several benefits. It allows for less notetaking; therefore,
learners have more time to listen and think during a lecture (Wood, 2003). A handout
outlines, organizes, supports, expands on, providing learners with resources, or provides
follow-up to training. It is important for participants to receive handouts, as they provide
reinforcement and facilitate long-term retention of information. Handouts can be used to
remember, extend knowledge, form a basis for work, and prepare for future lectures
(Sakraida et al., 2005). In Wongkietkachorn et al. (2014), 83.6% of learners reported lower

concentration in lectures without handouts. Wongkietkachorn et al. concluded that
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handouts were essential in lectures to increase learner concentration and understanding and
improve the quality of the lectures.

To benefit from these advantages, | designed a handout for each workshop that
clarified the learning objectives, gave important definitions, and highlighted the main
components of the presentation. Attached to this handout was a short Arabic translation of
an article related to the workshop topic or any other materials | thought would help the
teachers understand or implement the workshop content (for example, see Appendix Q).
Icebreaking Activities
An icebreaking activity can create a more comfortable teaching and learning environment
(Kasimova, 2022). Such activities are a way of improving motivation and learning and can
take various forms, such as physical games or sharing exercises, which encourage
engagement, connection, and cooperation. By fostering relationships and trust, icebreakers
can create a more meaningful workshop experience. Additionally, they can set the stage for
future interaction, as participants are more inclined to continue engaging with each other
during and after the workshop, creating a supportive learning network (Chlup & Collins,
2010).

For these reasons, all workshops started with icebreaking activities (see Appendix
P). For example, the first involved finding commonalities between attendees, including the
researcher. A list of 20 things on Vevox was used to find and show these on the screen.
Short Videos
One of the main aspects of the initiative that aligned with sociocultural theory was its
collaborative nature. Collaborative engagement is a crucial element of teacher professional
development (Borko et al., 2011; Darling-Hammond et al., 2017; Marsh & Mitchell, 2014).
When teachers participate collaboratively, they are able to interact with a community of
learners, openly communicate ideas, work together to solve problems, and share

techniques, information, and expertise (Cordingley et al., 2015), and videos can facilitate
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this atmosphere (Grdschner et al., 2014). In this collaborative atmosphere, a trainer
connects agreements and disagreements to the professional development topic (such as
interaction strategies), and concentrates on the program’s structure (van Es, 2012). The
link is particularly strong in professional development that includes video material.

Each workshop was supported by a number of videos (see Appendix P under the
Links column). The videos were used to explain the workshops’ content with real
examples from high-quality kindergartens around the world. They enabled the teachers to
view real classroom situations demonstrating excellent examples of interaction strategies.
Following this, I helped them engage in collaborative reflection, where they learned from
each other and gained new perspectives (Grdoschner et al., 2014). These videos showed the
teachers how to handle different scenarios effectively, such as choosing effective
interaction strategies, classroom management, and children’s engagement. Teachers gained
insights into various teaching strategies and discussed how to adapt them to suit their own
classes (cf. Borko et al., 2011). Through videos, teachers were exposed to diverse
perspectives, allowing them to see and understand a range of interaction strategies. This
encourages teachers to be open-minded and adaptable, as they choose strategies that align
with their own classes (Borko et al., 2011).

The videos were mainly from YouTube educational channels or from the SIREN
Films (n.d.) website. All videos were in English since | could not find Arabic videos that
would serve the learning objectives. I translated the videos for participants orally during
the presentation or presented a written translation during the presentation or via WhatsApp.
| also gave a tutorial about how to do auto translate from English to Arabic in YouTube,
noting that this feature was not available for all videos and was not always correct or easy
to understand.

As an example of using videos to support the workshop’s content, in Workshop 5

(problem-solving), five videos were listed in the ABC LD storyboard (see Appendix P);
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the first video was planned to be discussed on WhatsApp, made possible by sending a link
(with a written translation) a day before the workshop and asking the teachers to discuss
the video with the group. The purpose was to give teachers an idea about the upcoming
workshop’s topic, let them discuss it, and give me a starting point to lead the discussion
during the workshop.

Feedback and Reflection

Aligning with Darling-Hammond et al. (2017), | factored in time for teachers to think
about, receive input on, and make changes to their practices by facilitating reflection and
soliciting feedback. I also encouraged them to share their notes with me individually or
with the group to get feedback. Other opportunities for feedback and reflection were when
I visited the classes and had short discussions during or after the observation and in the
WhatsApp group. Based on the Bournemouth University (n.d.), | designed forms for
reflection notes in the workshops and classes and gave several copies to the teachers at the
beginning of the initiative, as well as an electronic copy via WhatsApp. Teachers had the
opportunity to give feedback on each workshop via Vevox. They were asked to rate the
workshop, point out advantages and disadvantages, offer suggestions for the next
workshops, and offer suggestions to improve the initiative if it were presented in the future
to another group.

Communication and Discussion via WhatsApp

Web 2.0 technology has made web platforms more dynamic and fueled the expansion of
virtual communities of practice (Moodley, 2019). Due to its accessibility and simplicity of
communication, WhatsApp has grown to be a popular tool for teachers’ professional
development (Cansoy, 2017; Moodley, 2019). This platform offers a collaborative
environment where learners can share resources, ask questions, get feedback from their
colleagues (Cansoy, 2017), and discuss and reflect on what they learn (Moodley, 2019).

Instant chatting and information sharing are made possible through real-time
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communication, which promotes a sense of support and community (Moodley, 2019).
Furthermore, teachers can upload and exchange files, links, and multimedia content
(Muhammad, 2022).

Implementing the Professional Development Initiative

The professional development and data collection methods were implemented as outlined
in Table 3.5. However, the original implementation plan was adjusted based on the
teachers’ requests, and Table 3.5 displays the final implementation plan. Prior to the
initiative, during a meeting, the teachers made it clear that they would not submit anything
in writing to me but were willing to share their personal notes and participate in workshop
discussions. Nevertheless, copies of the forms (two reflection note forms for workshops
and in class) were provided to them for their reference. The teachers had previous
experience with research that had placed high demands on them.

Table 3.5: Overview of Professional Development Initiative Implementation

Week Initiative Content Date
1 Pre-initiative interviews 13-14 March 2022
Pre-initiative focus group 15 March 2022

Workshop 1: Introduction to initiative (2 hours face-to-face) 16 March 2022
Workshop 2: Learning environment (2 hours face-to-face) 17 March 2022

Workshop 3: General introduction to pedagogical 17 March 2022
(interaction) strategies in high-quality ECEC (2 hours face-
to-face)

2-13 Participant observation 20 March 2022 to
9 observations x 6 classes x 2 hours for each observation 19 June 2022

3 Workshop 4: Questioning, feedback, and discussion 31 March 2022
strategies (2.5 hours online)

5 Workshop 5: Problem-solving (2 hours online) 13 April 2022

8 Workshop 6: Sustained shared thinking (2 hours online) 18 May 2022

13 Post-initiative interviews 20-23 June 2022

14 Post-initiative focus group 26 June 2022

Another change made to the original plan was the timing of the workshops.
Initially, there was one week between the first three workshops and two weeks between the
last three workshops. However, the teachers requested to have the first three workshops
condensed into two days during the children’s vacation week to take advantage of that
time.
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The workshops were designed to be delivered online, face-to-face, or through
blended learning. The teachers were given the opportunity to choose the format that suited
them best. They decided to have the first three workshops in a face-to-face setting and the
final three online using Microsoft Teams. They planned to agree on suitable dates and
times for the online workshops through the WhatsApp group. Due to their busy schedules
during the day, they opted to have the last three workshops in the evening after school.

In the original plan, there were supposed to be biweekly mentoring sessions with
each teacher, which was considered an important part of the initiative based on the
literature (e.g., Darling-Hammond et al., 2017; Pacchiano et al., 2016). However, the
teachers informed me that they would not have time for these sessions. Instead, they
suggested having short conversations during and after observations to receive feedback on
their practices or to share their reflections.

The initiative began in Week 1 with pre-initiative individual interviews conducted
over the phone with all nine participants, followed by face-to-face focus group sessions in
the kindergarten building. The first three workshops were conducted in the last two days of
Week 1. A day or two before each workshop, | sent the workshop handout via WhatsApp,
which included the workshop objectives, main components, a summary of an English
article related to the workshop content translated into Arabic, and reflection note forms.
Additionally, one or two video clips related to the workshop content were shared. The
teachers were encouraged to read the handout and the article before the workshop and to
watch the videos and share their reflections in the WhatsApp group. These resources
served as an introduction to prepare the teachers for the workshops.

Each workshop started with an icebreaking activity, followed by a review of the
previous workshop (except for the first workshop). The teachers discussed their
implementation of the interaction strategies, specifically in Workshops 5 and 6. The

workshop objectives and outlines were presented, and the group engaged in discussions
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about the articles they had read. The teachers’ discussions about the videos and articles
helped me identify their existing knowledge and needs, allowing for a focused presentation
and discussion during the workshops. This approach aligned with sociocultural theory,
particularly the ZPD and scaffolding.

Although the workshops included a presentation, the emphasis was on discussion
and collaborative learning. The videos provided in each workshop enabled opportunities
for group discussions and collaborative learning. The group watched the videos together
and discussed the teachers’ interactions in the videos, as well as how to implement these
interaction strategies in the Saudi context, specifically in their kindergarten. In addition,
the teachers were encouraged to share examples from their own experiences during these
discussions, and | also shared relevant examples from my experience in Saudi and U.S.
kindergartens when appropriate.

At the end of each workshop, after reviewing the learning objectives and ensuring
they were achieved, | asked the teachers to implement what they had learned. They were
informed that | would support them as needed, including helping with planning, providing
feedback for further development, and facilitating reflection on their practices. The
professional development was tailored to each teacher’s needs, and I worked with them
based on the ZPD and scaffolding (Eun, 2008; Shabani et al., 2010; Vygotsky, 1979). As a
participant observer, | was present before and after observations to assist the teachers with
their implementation, if needed. | also acted as an assistant (visiting) teacher during
observations, modeling the interaction strategies emphasized in the professional
development, while observing the teachers’ interactions and implementation of the
strategies discussed. Usually, after the observation or during the observation, | gave the
teachers feedback and helped them reflect on their interaction by asking questions that
helped them think more deeply about what they were doing, the strategies that they used,

and how they thought they could develop their interaction in the future. Some examples
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would be “What interaction strategy did you use in this activity?” and “What interaction
strategy would you use if you repeat this activity in the future?”” Discussions after or during
the observations were usually short, and the chance for real mentoring was not offered,
which is why | made amendments to the original design of the initiative. While mentoring
was part of the plan, | found there were only chances for quick discussions and feedback.

After each workshop, | used WhatsApp to send a summary of the key points
discussed, including the videos presented. The teachers were encouraged to ask questions
and share examples from their implementation in the group. However, the teachers were
not always active participants in the WhatsApp discussions, with only a few conversations
related to the interaction strategies taking place during the initiative. Nevertheless, during
the workshops, the teachers would mention and reflect on the learning resources,
particularly the videos, that were shared via WhatsApp, indicating that they benefited from
these resources even if they did not actively participate in discussions.

The participant observations began in Week 2 and lasted until Week 13 of the
initiative, with nine observations conducted for each of the six classes, totaling about two
hours per observation. These observations focused on learning corner time and outdoor
activities. In Week 13, post-initiative interviews were conducted over the phone with the
nine participants, followed by a face-to-face post-initiative focus group held in Week 14 at
the kindergarten. For more details about the initiative implementation, see Table 3.5.

Data Analysis

Data analysis in qualitative research is an iterative process (Yin, 2009). This is essential
because, according to Robson (2011), data in their “raw form do not speak for themselves.
The messages stay hidden and need careful teasing out” (p. 408). In qualitative research,
data collection and analysis are not separate stages but are rather interwoven (Merriam,
1998). In this study, participant observations were analyzed daily and weekly during

implementation. The preliminary analysis started with the first participant observation,
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while the secondary analysis was done after finishing all participant observations,
interviews, focus groups, and professional development workshops.

The findings were generated deductively and inductively through this framework
using reflexive thematic analysis (Braun & Clarke, 2022), which involved a recursive
engagement with the data to produce a robust analysis. | followed the six recommended
phases of thematic analysis: familiarization with the data; coding; generating initial
themes; developing and reviewing themes; refining, defining, and naming themes; and
writing up (see Table 3.6, based on Braun & Clarke, 2022).

Lincoln and Guba (1985) described member checks as “the most crucial technique
for establishing credibility” (p. 314). At all analysis stages in the study, I discussed
interpretations of the findings with the teachers during the second focus group and second
set of individual interviews to confirm the credibility of the data. Eight themes and various
subthemes were generated from the data. For more on the themes, see Chapter 4.

Table 3.6: Summary of the Phases of Thematic Analysis

Phase Description of the Process

1. Familiarizing Reading and rereading the data in Arabic and English, becoming
yourself with immersed and intimately familiar with its content, making notes on

your data initial analytic observations and insights for each individual data item
and the entire dataset.
2. Coding Generating codes that capture and evoke important features of the data

that might be relevant to the research questions. This involves coding
the entire dataset, with two rounds of coding and then collating all
codes and relevant data extracts together for later stages of analysis.

3. Generating  Examining the codes and collated data, developing significant broader

initial themes  patterns of meaning (potential themes), collating data relevant to each
candidate theme, making it possible to work with the data and review
the viability of each candidate theme.

4. Developing  Checking candidate themes against the coded data and the entire
and reviewing  dataset to see if they tell a convincing story of the data that addresses

themes the research questions and further developing themes by splitting,
combining, or discarding them.
5. Refining, Developing a detailed analysis of each theme, working out the focus of

defining, and each theme, determining the story of each, and deciding on an
naming themes informative name for each theme.

6. Writingup/  Weaving together the analytic narrative and data extracts and
reporting contextualizing the analysis in relation to existing literature.
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Reliability and Validity

Reliability and validity were crucial to ensuring the trustworthiness of this study’s results
(Robson, 2011). Reliability is the extent to which an assessment tool obtains consistent and
stable results. Merriam (1998) maintained that “the human instrument can become more
reliable through training and practice” (p. 206). Thus, I conducted a pilot study to try out
the professional development and all data collection methods. | sought to increase the
study’s dependability by following three techniques. One was reporting my position, i.e.,
my perceptions and experiences regarding teacher-child interaction quality, in addition to
my theoretical stance, i.e., sociocultural theory (Zohrabi, 2013). Another was triangulation,
a way of ensuring study validity by using more than one method to collect data (Flick,
2018). Thus, findings were obtained through a variety of qualitative methods (observation,
individual interviews, and focus groups) and retrieved from different sources (teachers and
the researcher). Triangulation can also represent different dimensions of a phenomenon:

Triangulation is the process of corroborating evidence from different individuals,

types of data, or methods of data collection [...] This ensures that the study will be

accurate because the information is not drawn from a single source, individual, or

process of data collection. In this way, it encourages the researcher to develop a

report that is both accurate and credible. (Creswell 2007, p. 280)

In taking researcher bias into consideration, | created an audit trail, reporting data
collection and analysis in detail to give readers the chance to examine my methods and
interpretations (Zohrabi, 2013).

Validity generally refers to the credibility of a study but also means the findings
accurately represent the target phenomenon (Mertens, 2015). There are two main types of
validity: internal and external. Internal validity is the knowledge or changes perceived
during the initiative. Creswell (2007) gave suggestions to maintain internal validity in

qualitative research, such as triangulating data and repeated observations. As noted above,
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five classes in the pilot study were observed one day per week for five weeks. In the main
study, | made nine observations of each of the six classes during the 14 weeks of the
initiative. The first and last weeks did not include observations, since the children were on
vacation. For clarification of researcher bias, subjectivity was minimized by collecting data
from different sources through different methods.

External validity is the degree to which a study can be applied to another situation
and how well results can be generalized to different contextual groups or larger groups
(Gall et al., 2007). Due to the purposive sampling of this study, generalizability was not
possible. However, the initiative was designed so that it could be implemented in any
Saudi kindergarten. In addition, all teachers received the same professional development
input and their implementation of the initiative was guided by specific requested tasks at
the end of the workshops. | monitored adherence to the professional development plan and
all initiative resources, data collection, and documentation. A pilot study also helped
increase the validity and reliability of the data.

Ethical Protocol

An ethics form was completed in English and Arabic and submitted to the ethics
committees of Dublin City University and Princess Nourah University, which both gave
their approval to conduct the research (see Appendices R and S). | also got approval from
the Ministry of Education in Saudi Arabia (see Appendix A). As mentioned earlier, the
Ministry required a specific form for the parents (see Appendix D).

| ensured that all steps taken during the study were in accordance with the relevant
ethical guidelines. Teachers were asked to sign informed consent forms after reading the
plain-language statement and information sheet prior to the professional development (see
Appendices C, H, G, B-2, and B-3). Participants’ identities were kept anonymous. All data
and materials—including teacher interviews, observation notes, photos, and video clips—

were stored on the researcher’s encrypted computer. Only I had access to the full dataset,
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while my supervisors had access to the translated version. In accordance with ethical
considerations and data protection guidelines, all data collected were handled and stored
securely. As per the Record Retention Schedule and Data Protection Guidelines of Dublin
City University, | will retain all data for a period of five years. This ensures compliance
with data retention requirements and allows for any potential future reference or
verification of findings. All electronic data will be securely stored during this period, and
after five years, | will securely delete all electronic data. Furthermore, any hard copies of
data will be appropriately disposed of through shredding to maintain confidentiality and
privacy.

Limitations of the Study

Several limitations affected the interpretation of the findings. Only one school and nine
teachers participated in the pilot and main study. As a result, the findings could not be
generalized to other Saudi kindergartens. However, as this was the first study on teacher-
child interaction quality implementing professional development in this context, | was not
concerned with generalization but rather gathering data to understand the perspectives of
the teachers, including theoretical and practical information that could inform practitioners,
policymakers, and future studies. As | was working alone, the volume of data I could
process was also limited.

To minimize limitations, | made every effort to maintain initiative fidelity
throughout the study. First, each teacher participant received the same professional
development and support. Second, teachers received the same handouts | designed,
including translated articles and video links, to ensure consistency of interactions across
classrooms. Third, | participated in class observations as a teacher to monitor
implementation fidelity and try the interaction strategies, which was challenging and time
consuming but necessary for more reliable, valid results. The limitations are further

discussed in Chapter 5.
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Chapter Summary

Above, | provided a comprehensive overview of the methods employed in this study. Prior
to the main study, a pilot study was conducted to refine the research approach and ensure
its effectiveness. The data collected were subjected to rigorous analysis, utilizing
appropriate qualitative techniques. The findings derived from this analysis have significant
implications for educational policies, teacher-child interaction quality, and future research

in the field.
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Chapter 4: Findings and Discussion
Introduction
The findings generated to answer the research questions are presented and analyzed in this
chapter. Table 4.1 summarizes the data sources and timeline.

Following the workshops, teachers were asked to implement the target strategies in
their classes. | frequently visited the classes to observe and talk with the teachers about
their implementation of the strategies. During the visits, | acted as a participant observer,
interacting with children and implementing the target strategies as an assistant teacher.

Table 4.1: Sources of Data and Initiative Timeline

Data Source Weeks Time

Individual pre-initiative interviews 1 9 x 1 hours

Pre-initiative focus group 1 1 x 2 hours

Workshops 1-3,6,8,10 6x2hours

Classroom participant observation ~ 2-13 9 observations x 6 classes x 2 hours

for each observation
Individual post-initiative interviews 12 9 x 1 hours
Post-initiative focus group 13 1 X 2 hours

After each observation and at the end of most of the observations, when | had the
opportunity, I had quick discussions with the teachers to help them reflect on their teaching
and give them feedback. Usually, | asked them questions about their intentions or beliefs
behind their interactions to help me write more accurate notes and to better understand
their interactions and perspectives about teacher-child interaction quality.

The findings were generated deductively and inductively through sociocultural
theory (Rogoff, 2003; Vygotsky, 1979) using reflexive thematic analysis (Braun & Clarke,
2022). Six themes and various subthemes were generated from the data (see Table 4.2).

Under each theme, data triangulation was adopted with data from the pre-initiative
interviews / focus group, and participant observations, followed by data from the post-
initiative interviews / focus group, and observations. Table 4.3 lists the anonymized
participant names and classes, as described in Chapter 3. It is important to mention that

any children’s names given are pseudonyms as well.
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Table 4.2: Themes and Subthemes

Theme Subtheme
1. Implementation of the
self-learning curriculum
2. Play-based learning and e Questioning
intentionality e Feedback
e Discussion
e Problem-solving
e Sustained shared thinking
e Planning activities based on children’s interests
e Encouraging children to complete their work
(perseverance and persistence)
3. Teachers’ perspectives on @  Supervising (monitoring) children
their role in supporting e Facilitating friendship
children’s learning and e Behavior management
development e Supporting language development
4. Learning environment e The impact of the learning environment
e Cognitively, socially, and emotionally
supportive learning environments
e Characteristics of a good learning environment
e OQutdoor learning environment
5. Factors affecting teacher- e Professional development
child interaction quality e Working conditions
e Communication and cooperation with parents
e Teacher-child ratio
e Administration requirements
6. Teachers’ reflections on e What teachers learned and implemented
the initiative o Key takeaways

Table 4.3: Participants and Their Associated Class (Anonymized)

Teacher Class

Nawal Sunshine

Hessah Rainbow

Moneerah Colors

Layla Flowers

Rana, Reema Bees

Fatmah, Hanan Birds

Maryam No class (substitute teacher)

In this chapter, I discuss each of the six themes and their related subthemes, as
outlined in Table 4.2. Extracts from the data are given throughout the chapter in Arabic
and English, as the data were collected in Arabic and translated into English. I provide a
reflection at the end of the chapter. By giving this reflection, I acknowledge my position as
an insider researcher (Holmes, 2020), as | had a close connection or personal involvement

with the subject (Merton, 1972). Self-reflection and a reflexive approach are necessary
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ongoing processes for the researcher to identify their positionality. Reflexivity means
researchers acknowledge themselves in their research, seeking to understand their part in it
(May & Perry, 2017). Reflexivity informs positionality (Holmes, 2020). It requires explicit
self-consciousness by the researcher about their views and positions and how these could
have directly or indirectly influenced the findings (May & Perry, 2017).

Theme 1: Implementation of the Self-Learning Curriculum

The first theme was teachers’ implementation of the self-learning curriculum before and
after the initiative.

The pre-initiative interviews and focus group and participant observation, which
involved brief discussions with teachers in Weeks 2-5, showed the influence of the self-
learning approach on teachers’ practices and perspectives about children’s learning.

Teachers in the beginning of the initiative appeared to endorse play-based learning
based on their verbal feedback and observed practices. For example, in the pre-initiative
focus group, Rana said the following:

Play offers the best chance for children to learn plaill JUb I dua i Jundl 5 ol

and develop in interesting and happy ways. The Jaadl Alaa 5 daliae 44y play gaill
best thing that teachers can do is offer good A5 ) daleall 4 i (e
opportunities to learn through play. The child will ) ey Jilall allly alaill a0 8
think he is playing freely while he is learning. Al s Ly s

Layla gave this response:

Children mostly do the activities by themselves; ¢ paiily LY ) sany JUilY) Llle
however, the teacher participates with children JUhY) e L ddad) Bl (s
sometimes. She plays with them as if she were one pgie Ban 5 CuilS ol LaS agae i

of them and answers their questions or gives them Gl agalasd ol agilind e glas

hints if needed to keep them playing and learning.  alxill s caadll ) 5l liie 51 a3 13),
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Such responses align with how Weisberg et al. (2013) described play-based
learning as a teaching approach that involves playful, child-directed elements along with
some degree of adult guidance and scaffolded learning objectives.

In general, teachers’ implementation of the self-learning curriculum showed that
they focused on free play and did not engage in intentionality. As an example from the
observations, in Week 2 while observing Nawal in the Sunshine class, | noticed that Saad
was entering several corners. He did not spend more than a few minutes in each corner
before going to another. For example, he entered the puzzle and manipulative games
corner and took a puzzle from the shelf. He tried to solve it for a few minutes then left it on
the table and went to another corner. In fact, he did not notice that the puzzle had the
solution underneath it. He just picked it off the shelf without noticing there was an answer
key. At the end of the corners period, | had a brief discussion with Nawal about her role
and how this period helped children learn and develop. She gave this response:

In general, corner time is free-play time. The ol 353 o SV 8 i dale dbay

child has the freedom to choose the activity. He bl jlaal 83 all sxie Jalall ¢ ja

searches for the activity he wants to do and Aoz 5 dany ) Ll e Caay 4S i)
does it in his own way. I don’t interfere except ¥l A Y Jaxil Y g 4y
in some cases...for example, when the children ) 5 saliy JalaY) Lal Dl | diaa

ask me to play with them or give me arole, like = 3aall o) 2¥) Jic alial )3 (5 ghany g agae

the mother or grandmother in the dramatic play CaliSy Jalall | gVl oS

corner...the child discovers and learns through Arand Lo gl alll DA (e dsadiy alaty

play or what we refer to as self-learning. (1A alatl)

Nawal’s response and observed practices aligned with the self-learning curriculum
guide, which calls for teachers to prepare activities that children can do mostly on their
own with minimum interference from the teacher (Ministry of Education, 2005). This

finding was also aligned with what Bakar et al. (2015) referred to as child-initiated
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activities, what Pyle and Danniels (2017) described as free-play, i.e., a pedagogical
approach in which children freely chose play activities, or the “pure play” referred to by
Wood (2010) as when children freely choose the activities, the teacher is the co-player, but
the children largely do the negotiation and set their own goals.

Another example came from Week 4 when | observed Moneerah in the Colors
class. Moneerah appeared to be monitoring the children, making sure they were all
involved in the activities, and trying to solve children’s problems more than interacting
with them (see the section on monitoring for more details). A group of children in the
blocks corner built a tall tower. They stood back, looked at their building, and smiled.
After a few minutes, the tower fell. They tried to rebuild it but faced a problem making it
stable. After a few minutes, they gave up and left the corner with the blocks on the floor
(Moneerah was watching them from the beginning). During clean-up, the teacher called
them by name to put the blocks back on the shelves. This may have been a lost opportunity
to engage the children in problem-solving, mathematical concepts such as spatial
awareness, language, and literacy (potentially getting a book on construction). However,
according to her response in the pre-initiative interview, Moneerah was implementing

play-based learning from her perspective:

In the corners, children love to discover. They LIS JUlaY) sy ¢ IS,V A
always notice the new activities I add...they (& Baaall Andal) Wils ¢ shaadly
enjoy when they succeed in an activity on their & Osaai W g saidinn |, Lednal
own or in a small group. It’s amazing how they Bopa de gana B 5l b jie bl
divide the work between them and take it g g g pgin deadl () sandy (BS a2

seriously...most of the time, | step back and give — aehels aal il (Llle || saa Sy
them the chance to choose and learn by Oy pnadily alaill 5 LiaS a4l
themselves and from each other...I create a safe Ll Ly oLl o 8l | Glanall agaiany

environment to learn and explore, to try and fail.  Uaall & dlaall 5 calaiul 5 alall,
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Nevertheless, she could have interacted more effectively by intentionally exploiting the
learning opportunities presented (Bergen et al., 2020).

Another example from my observation illustrates another teacher’s understanding
and implementation of play-based learning. In Week 3 in the Rainbow class, Hessah spent
most of the learning corners time in the art corner helping children make house-shaped
artwork using colored papers and small pieces of wood. She was keen for all the children
to do this activity and called them by name from the other corners to join in. Some children
seemed to be rushing through the activity so they could go back to what they were doing
before Hessah called them. For example, when one of the children finished his art activity
and left his chair, Hessah called another child named Lama to do the same activity. Lama
was in the dramatic play corner pretending to be a cook. She came immediately when the
teacher called her but looked like she wanted to finish quickly and go back to the dramatic

play corner:

Hessah: Lama, come over here. It’s your turn to
do the art activity [Lama sat in the chair.]. |
want you to do a house using those colored
papers and those pieces of wood. You can also
color or add anything you want to decorate the
house. | can help you glue the wood pieces
using the glue gun. You can’t use it because it’s
hot, okay?

Lama: Okay.

[A few minutes pass.]

Lama: I’'m done, Teacher. [Then she left

quickly.]
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About five minutes before corner period ended, Hessah reminded them that the
time was about to end and that they had to put the tools away. She supervised to make sure
everyone helped clean up. In a quick discussion afterward, Hessah said the following:

Today’s art activity as you saw, the children SSa Ve Sl ) pll Jdl) Ll

cannot do without my help using the glue gun ARl Saelue e sliniuy) Jib

to glue the wood to the paper...in general most J<& ... 3,slb bl Guall o) jall adise

of the activities are prepared for the children to  alill ka3 Aaiil) abasa dlae) ¢ ale

learn without or with minimum help from the O saebaa) e (Y sl aae gl s
teachers...children were busy and interested JULY) (amedia g (gl e, Cilalzall
during the whole corner time as you saw. eila ) Y iy Jl sk

While the children were interested and busy during the entire period, I noticed some good
opportunities where learning could be extended to take children to another level of
learning. Even in the art activity, Hessah created a good play context and offered well-
planned activities. Whilst I acknowledge the lack of professional development that Hessah
received in these interaction strategies, she could have interacted more with the children to
more fully benefit from play-based learning. For example, in the art activity, Hessah could
have asked open-ended questions or discussed with children about the activity. All
activities she prepared were close to the child-directed end of the play-based continuum,
except the art activity, which was on the other (teacher-directed) end of the continuum.
Therefore, Hessah could introduce more collaborative or teacher-guided activities
(Weisberg et al., 2013).

Although Hessah created a good play context and offered well-planned activities,
she could have interacted more with the children to more fully benefit from play-based

learning.
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In the sounds and movement corner, Deema and Lara were shaking opaque bottles
containing different things and trying to match the sounds they heard with a picture (e.g.,
rice, beans, rocks, seeds):

Deema: If we mix a little bit of each bottle in  talishas 55 5 )8 JS (e (5 o5 Bl 13) sl

one bottle, what do you think the sound will = $¢pad 535 & geall (5 S (g ¢ Bas 959l

be?

Lara: Nobody will figure out that we mixed s ge s IS Llald Wl (o jay aaa 1l )Y

everything together. [They laughed.] (' 5Sauz)
This was a good opportunity to expand the children’s understanding about sounds in an
easy activity that could be done with little help from the teacher by mixing some of the
contents from each bottle and discovering what sound it produced.

The examples cited above were similar to other classes, agreeing with the pre-
initiative interviews and focus group, in which teachers said that corner time was self-
learning time, similar to “child-directed play” as explained by Pyle and Danniels (2017).
During that time, the children chose the activities and did them individually or in small
groups, mostly with minimum interference from the teacher. Any interference from the
teacher was largely at the children’s request, so the play was still directed by the children.
However, teachers sometimes initiated interaction to solve a problem or ensure the
children’s safety.

However, these examples illustrate how preparing the classroom for play-based
learning might result in lost opportunities for learning. Although studies have shown the
benefits of child-directed pretend play on the socioemotional development (e.g., Ashiabi,
2007; Berk & Meyers, 2013; Bodrova, et al., 2013), teacher-directed play is beneficial for
the children’s academic skills development (Tsao, 2008). As mentioned earlier, children

benefit from all forms of play across the play-based continuum, however, guided play
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activities lead to the most significant learning and developmental outcomes for children

(Pyle & Danniels, 2017).

The workshops highlighted finding a balance between child-guided and teacher-

guided play that would offer the chance for high-quality interaction. The data from the end

of the initiative (post-initiative interviews and focus group as well as the observations)

revealed how ideas discussed in the workshops influenced teachers’ understanding and

practice of play-based learning. Teachers in the post-initiative interviews and focus group

said their understanding of the self-learning curriculum had changed, as exemplified by

Layla and other teachers in the post-initiative focus group:
My understanding changed somewhat. | think
sometimes we misunderstand the self-learning
principle. Now | believe more that | am the model
for the children, and they learn a lot from me when
| participate in their play, as much as they learn
when they are playing and exploring alone.

Nawal added this:
| believe now more that my interaction with the
child is essential for his learning and development,
and it is the foundation of early childhood
education quality. Teachers have to explain to the
children about the activities and play with them,
especially some new activities. Some activities, as a
teacher, you cannot just put it in the learning
corners and let children explore them without
giving them some instruction.

Rana gave this reply:
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As teachers, we have seen some children exploring JUlY Gany o g ¢ GlalaaS

the activities by themselves and knowing how to do peniily Al () 830
them, but some children cannot do the activity ooy OS¢ Lgh g S (56
without the teacher’s help or instruction. Children’s LLaill (g e 05 3ke JikY)
background and level of learning and abilities Leilalat ) dalaal) sac s 0 50
determine how much they need help and an alail (5 giia 5 JulaY) 4dla 20a3
explanation of a specific activity. ) pgials (ae &l yaall

e Bl 3 ) Bae Lusal)
Layla gave an example of this issue:

Once | brought a puzzle to the class and put it in the S L 5 J r a8 5
manipulative learning corner without explaining s 7 8 Le 92 SLEKY)
anything to the children. The children did not know Leislay a5 e Lo JUikD
how to solve it because they did not see the key for JS Jal) Flide silila ol agY
the solution. Every child tried a little bit and got Ll S g day 59 Jsla Jiba
bored and left it. When | indicated to them that there ¢ Jall Zliie 4 ) agd Cinua g
was a key to the solution, they solved it. Some of gy g o ya skl o sla
them enjoyed it a lot and solved it more than once. Ba e JSTE e oS ladle

Moneerah ended the conversation about the self-learning principle with this thought:

| think the principle of self-learning has been sl o5 a8 I oLl fase ) s
overemphasized...Before this initiative, o2 i 4 Al JSih 4dle
sometimes when | add an activity to the corners I Bl Capal L Ul ¢ 3ol
and the children need help or when they ask a lot sl Baclise JUlaY zling 5 IS Y
of questions about the activity, | blame myself ¢ Bl e 3, Al () sl Ll

and feel that the activity is not successful because  zabl se Lliill o)) Gual 5 i o 5l
it did not keep them engaged and self-reliant. e (i s paniaine slSLe agsY

Now I think the opposite. When the activity leads 25 Wl .ouSall afic| G cagasiil
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to discussion or ongoing joint reflection, that is a o e pSE 5l 438la ) L)

successful activity. el Lol 13gd ¢ e
Summary of Theme 1

Teachers’ responses showed they had developed their understanding of play-based
learning. This development in their understanding was aligned with what was discussed
during the workshops based on the literature (e.g., Melhuish et al., 2015; Soliday et al.,
2019) and sociocultural theory principles, such as the ZPD (Vygotsky, 1979), scaffolding
(Wood et al., 1976), and learning through guided participation (Rogoff et al., 1984).

In general, teachers’ responses in the pre-initiative interviews reflected a
conceptualization of play as an activity that teachers should not interfere with, in which the
teacher’s responsibility is “to support, not to disturb” (Pramling Samuelsson & Johansson,
2006, p. 48) and to avoid contriving or “hijacking” the play (Goouch, 2008, p. 95).
Therefore, teachers’ perspectives and practices appeared to oppose the idea of guided play
(Pyle & Bigelow, 2014). After the initiative, however, this perspective shifted, with them
describing play as an opportunity for children to explore and understand academic
concepts, in which teacher involvement is a chance to expand and encourage learning (Pyle
& Bigelow, 2014; Weisberg et al., 2013). These reported changes in perspective were
reflected in some teachers’ practices as well, as demonstrated in the following examples
from my observations. In Week 11 in the Rainbow class, Hessah entered several learning
corners. She usually preferred sitting in the art corner. | saw her read a story to two
children in the library corner, interact with children in the dramatic play corner, and
encourage a girl in the blocks corner to make her tower taller.

In Week 12 in the Birds class, Hanan and Fatmah were taking turns in the science
corner. They had the black paper and soap experiment and were eager to help each child
until they did the experiment successfully and asked them some open questions about the

experiment. In this example, teachers showed their interest in participating actively in
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children’s learning, aligning with Pyle and Bigelow (2014), by scaffolding the children’s
learning using open questions (Anghileri, 2006; Madsen & Gudmundsdottir, 2000).

The findings of this theme addressed Research Questions 1 and 2 through the
teachers’ perspectives about teacher-child interaction quality before and after the initiative.
It also addressed Research Question 3 regarding changes in their practices.

Theme 2: Play-Based Learning and Intentionality

This theme includes a discussion of the strategies teachers used to interact with children.
The five strategies focused on during the workshops were generated as subthemes. Other
subthemes were, planning activities based on children’s interests, and encouraging children
to complete their work (perseverance and persistence). In each subtheme, | discuss
teachers’ perspectives and practices regarding these strategies before and after the
initiative, highlighting any differences.

As mentioned under Theme 1, by the end of the initiative, teachers showed a
change in their definition of play-based learning, from focusing on free play or child-
directed play to including guided play, in which teachers play an active role by using more
interaction strategies with children. This interaction is what is called intentional teaching in
the literature. Intentional teaching considers the role of adult engagement in children’s play
(Epstein, 2007) and can be defined as “modelling and demonstrating, open questioning,
speculating, explaining, engaging in shared thinking and problem solving to extend
children’s thinking and learning” (DEEWR, 2009, p. 5). It should be noted that
intentionality and play-based learning have recently been combined as play-based learning
and intentionality (AGDE, 2022; Leggett, 2023), which is reflected in this theme.

The findings relevant to this theme emerged mainly from the post-initiative
interviews and focus group and the observations in the last few weeks of the initiative
(Weeks 10-13). For example, in the post-initiative focus group, Reema’s response aligned

with Epstein (2007) and DEEWR (2009):
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High-quality interaction is always purposeful. The  .<sala Walasaall e Jeldll oS

teacher interacts with the child with a goal in her 8 <aa 85 Jikall ase dalaall Je Lt

mind, such as teaching him a concept through a IS (0 o seda dalat Jia ¢ Lgiad

scientific experiment or teaching him something he ¢ 4aliag (ol dalad 5l dpale & a3

needs, for example, how to tie his shoes, how to S ¢ A Jay j 40aS ¢ Dle

make friends... v SlBlaa 0 S
The post-initiative interviews showed a similar change in perspective about intentional

teaching that aligned with Epstein (2007) and DEEWR (2009), as illustrated by Rana:

When the child faces difficulty in doing or S Bl (g g 48 A sraa Jihall 4a) g Wl
continuing an activity, | try to ask him some s ALY Gy Al Jglal ¢ 4leSy 4l
questions or give him feedback to help him. O Jstad saclus cillaa S aghac|

We try to think together how to do it. Finally, 13} ¢ 1508l JaLaall oLl 46 8 (5 sus Si3
if he can’t, I show him how to do it. A S gyl ¢ adaiy o
Examples of teachers implementing intentional teaching are presented within the
following subthemes.
Questioning
Some teachers in the pre-initiative interviews and focus group mentioned questioning as
one of the strategies they used to interact with children. For example, Maryam mentioned it
clearly in the pre-initiative focus group:
...interaction strategies...questions, I mean gl Al | Jelall clas) i),
asking children questions. Al JukY) Jual
In the pre-initiative interviews, Hessah and Reema gave similar responses about

asking questions to engage children in dialogue. For example, Hessah said the following:

| try to ask shy children questions to i Al ol saaldl JulaY) Jlal Jslal
encourage them to talk and engage with me & ) e ssladns () 5alSh agaadl
or other children in dialogue. sl
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Reema mentioned questioning as one of the main strategies she used to interact
with children in her class.

| use many strategies to interact with children o Jeliill Ciliadi) 1Y) (e 3paal) padi

such as questions that provoke thinking... oooSal ) ALY Jie JlakY)

Hessah mentioned in her pre-initiative interview that questions were one of the
main and most effective strategies she used to interact with children in her class:

| think there are several strategies that are effective, it Allad Claarl yind 3ac A aFic)

depends on the activity, for example, asking questions  dLiuf Jlu) Dia (alisll e aaiey

Moneerah was the only teacher who mentioned open-ended questions in the pre-

initiative interview:

The most important thing before doing an activity or sl bl (gl Lee Ji o o3 a
a scientific experiment is...preparing open-ended Aiud jaeas | daale 3
questions that provoke children’s thinking. Jakl) ool ysal) 5 A gida

In the pre-initiative interviews and focus group, five teachers mentioned
guestioning as one of the main interaction strategies, aligning with the literature (e.g.,
Gourlay et al., 2020; MacNaughton & Williams, 2008). However, | noted that all teachers
used questioning as an interaction strategy but relied on closed-ended more than open-
ended questions. | witnessed an example of this in an observation in Week 2 of Layla in
the Flowers class. The children took a tour of the kindergarten building. This activity was
related to the study of buildings. The children went on a tour with their teacher and visited
each class and room in the building. They were carrying notebooks and pencils to write
down their notes. When they came back to class, the teacher, Layla, asked them to sitin a
circle...she asked several questions, most of them closed-ended questions, such as the
following:

- What rooms did we see? flalyf ) el -
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- What is the name of the room that we 3 sall Lgia 24l 0 48 jall sl La -

take the material and toys from? SVl
- What classes did we see? Sl A J gl slad AL -
- How many classes did we see? Salul ) S Jsmaill 2o oS -

During corners time, I saw Layla in the art corner looking interested at the children’s
drawings (all of them were about the trip). One of the children showed her his drawing,

and she asked him the following questions:

- What did you draw? Sy N -
- What is this? [pointing to a specific e yaic ) i) L -
element in the child’s drawing] (ans )l
- What colors did you use? fleieadinl A GV Al -

After observing Layla for a full day, I noticed that she used questioning as an interaction

strategy. She relied much more on closed-ended questions but did ask mainly open-ended
questions when a behavioral problem happened between two children. They arrived in the
same corner at the same time and there was only one space left, so they were fighting over

who would put his card in the empty place and enter the corner:

Teacher Layla: Who came first? €5l ela e 1l Addadll
Mohammad: Me. | EXVEON
Faisal: No, me. LY i
Teacher Layla: Each one of you said he came el il e 2al 5 JS JUE L daleall
first, and I didn’t see who came first. How do @S Jl ela oo cis L bl sl
you think we can solve this problem? P (53 o (Sae
Mohammad: | go in the corner first for a short Opdnas ¢ b Jl OSOV JR) 1aens
time, then Faisal goes in. Jad Jay
Teacher Layla: Do you agree, Faisal? $iasd L 58 ¢ L Al
Faisal: No. Yidad
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Teacher Layla: What do you think we can do, flad Lall ) (o5 b L daladll
Faisal?
A similar observation occurred in Week 3 in the art corner in the Sunshine class.

Ziyad showed his drawing to the teacher, Maryam, who asked him some questions about it:

Teacher Maryam: What did you draw? $ian ) 1ala ;o e Aalaall
Ziyad: Our house. Uiy 1ol )
Teacher Maryam: Can you describe it to me? o) Adia 5 ) 1a ye daleal)
Ziyad: We live in an apartment, on the fifth Osalad) ) gally 48y ms 1oy )
floor.

Teacher Maryam: What colors did you use? Sleiaadind A o) V) Gl tan ye Aalaall
Ziyad: Black, yellow, blue for the sky. sl G50 ¢ al ¢ 2 gl 135

Teacher Maryam: Do you want to talk about ¢l & clian ) (o a5 &y g a0 dadadll

your drawing in the last meeting time? Ayl

Ziyad: No, | want to put it in my bag. | want .cull ladal o Jilaids Ledas) ol Y 2ol

to take it home.

These examples are similar to what | noticed in all classes. Teachers used questioning as a
strategy throughout the day to interact with children and relied mostly on closed-ended
questions, except when trying to resolve conflicts.

Teachers commonly rely on closed-ended questions, even in high-quality early
childhood education (Siraj-Blatchford & Manni, 2008). In contrast to the pre-initiative
interviews and focus group, all teachers in the post-initiative interviews mentioned
questioning as a main strategy they used to interact with children and emphasized using
open-ended questions. This showed that teachers had become more aware of the
importance of open-ended questions mentioned in the workshop, in keeping with the
literature (e.g., Gourlay et al., 2020; MacNaughton & Williams, 2008; Parker & Hurry,

2007). Even teachers who had not mentioned questioning as an interaction strategy before
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described it as a major interaction strategy after the initiative, as exemplified by Layla’s
response:
Every day during circle time, | make sure to ask e U ¢ Adlall i 5 IS a5 S
open-ended questions...I try to ask more open-ended ~ Jlu) Jslal | da gide Al # 5l
question in the corners too. Ay GOV s gide dlaud i)

Similarly, Hanan gave this response:

I’ve started paying attention to my questioning style ALY bl Taa¥)
and I’'m trying to ask more open-ended questions. s gitall Y Jla) Jglal
However, | found that asking good open-ended A gidal) i) o) Cadl g, )
questions is very hard and requires more practice and A jlas lind g damaa 322l
preparation. A ppaady

Hanan’s response aligns with several studies, such as Gourlay et al. (2020),
Dengler (2009), and Parker and Hurry (2007), which claimed that asking questions that
prompt learning is a skill that takes time to hone. Nawal even wanted to make the question
of the day an open-ended question (the question of the day was a mandatory yes/no
question for all classes in the kindergarten):
According to what | learned in the workshops, | ¢ Jandl (i) 5 (8 adalat Lo s
would like to make the question of the day an open- ¢z side Jlsw asall i &) 525
ended question, but the kindergarten administration — <luaill e callai dia g 5l 5 la) oS
would ask me to stick to the same specific question Jadll aad dasdll Jl gl iy
for all classes in the kindergarten. Aa )l A

Fatmah gave this response:

Effective and main strategies. ..questioning A 5 Alladl) Cilaail yiuY)
strategy...stimulating children’s curiosity with open- Y-SRI Vi [ PENF: W
ended questions and extend children’s learning. Aa gite Ay JULY) J guad

JULY alas (3l w53
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Moneerah added that teachers should not only ask questions but should let children ask

questions as well:

| encourage children to discuss and ask z b ddsldl e JulY) el Ul
questions. When a child asks a question, he is 4l ¢ Jl g Jilal) Oy Laxie a1Y)
excited to know the answer. A Al Geesta

What Moneerah said was mentioned during one of the workshops, i.e., that
children’s questions are important and how to answer them and benefit from them in
extending children’s learning. Using children’s questions and interests to extend learning
has been mentioned in several studies, such as Baram-Tsabari (2006), Olsson (2013), and
Murray (2022).

Similarly, in the post-initiative focus group, teachers emphasized using questioning

as a main interaction strategy, as noted by Hanan:

Open-ended questions are an effective JSy Alad Al yin) A A gidal) ALY
strategy in general and in big classes in oals IS8 3 sl dae V) aa s ale
particular.

Maryam gave this response:
However, asking open-ended questions is not e 34 A gide Al = Hla il ey
easy and teachers need to prepare them before — Liill Jid s jucaas ) Slaleall zlisg
the activity. The open-ended questions paper U Lgiand A A gidal) ALaY) 48 5
that you gave us helped sometimes. Llal Laclus
She was referring to a paper | gave each teacher with examples of open-ended questions. |
asked them to put it in an obvious place to remind them to ask this type of question. Nawal
added the following:
In the blocks corner, it [the paper mentioned 35Sl 48 ) 6ll] ¢ CleSall (S (S

above] is especially helpful. A3 )l Baie Lia guad [o2ke]
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The observation notes showed that some teachers tried to ask more open-ended
questions and use other techniques, such as asking one short question at a time and giving
children time to think and respond (cf. Dengler, 2009; MacNaughton & Williams, 2008).
Below is an example from my observation in Week 11 of Maryam in the Sunshine class in
the blocks corner:

Teacher Maryam: How did you build this tower g2 zz o) 13 iy (oS 1y pe Aalaall

so high? gl Y

Renad: | put those [pointing at the big blocks] in ) opds Al sdla Culas ol

the bottom, then I put these [smaller blocks] on Cudaa (pamy ¢ Gl [3_nsl) Sl

top. 58 [B_aall Ciliesall] 3,
Teacher Maryam: Why did you put the blocks ClxSall Jnaza 5 13l 2y po dalzall
this way? RXY
Renad: So it can be high. e elal) juay lic 1ol ,

Teacher Maryam: What will happen if we put o8 Linaa sl Cadagus 13la 22 ya dalacdll
those big blocks down and those small ones up? Janl 8 yuall et s 5uSl) ilaSallf
Renad: | think it will fall. ekl a8 gl
The following is another example from an observation in Week 10 of Moneerah in
the Colors class. | noticed that Moneerah tried to ask more open-ended questions that day,
but she still used closed-ended questions in situations where she could use open-ended
questions. When | asked her at the end of the day about whether she thought she used more
open- or closed-ended questions, she said the following:
I think I’'m more aware of my questions now sie 5 oY) Al Ue 5 STl e
and I think I’'m using open questions half the Cd ) i da gidal) ALY padind il
time...I know I need to use them more, but I'm ¢ JiSI Lealasin) ) dalsy 3 Cayel
trying. dsal

For example, in the art corner, she was still asking questions like these:
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- What colors did you use? fleterdind Al o)) Y1 A Le-

- What is this shape? gU<al 1aa L
- Can you write your name on it or do you 5 ol Lo clan) S iy Ja
want me to write it? asi f

However, in the science corner, she asked more open questions about the fish tank that she
added to the corner:
- Why can the fish live underwater? Solall o i o @land Sy 130
- Why can’t we live in the water? Solall A a3
In addition, | observed that other teachers were trying to ask more open questions,
asking one short question at a time, and giving children time to think and respond. In
general, teachers showed after the initiative that they considered questioning a powerful
interaction strategy to promote children’s learning and development, showed how open
questions were important, and tried to use them as much as possible, aligning with the
literature (e.g., Gourlay et al., 2020; Parker & Hurry, 2007; Siraj-Blatchford & Manni,
2008).
Feedback
Teachers did not explicitly mention feedback as an interaction strategy in the pre-initiative
interviews or focus group. Only Hanan mentioned it indirectly in the pre-initiative
interview by saying that she gave clues to children about how to continue an activity when
they ran into trouble:
| give children hints when they face difficulty in Osea) 52 Lezie JlB Cilagali ac
completing the activity...try to put this here or bai Jsls L Ll Jus) (84 peia
start from here, not here. La geclia el o Lia 12a
However, during my observations, | noticed that all teachers used feedback to

interact with children. For example, in a Week 3 observation of Reema and Rana in the
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Bees class, Majed drew a rocket ship and showed it to Reema, prompting her to say the
following:
Wow, I like your drawing so much. 8 0 claw ) (Aimec sl s,
Rana was close by and heard Reema:
It looks like the rocket we saw in the video & ol ot I & 5 jlall (5 alSs
yesterday. Great job, Majed. Aabe 1l dae | gl
In another observation in Week 2 of Nawal in the Sunshine class, Yasser was

building in the blocks corner and Tamym joined him, causing some of the blocks on top to

fall:
Yasser: You ruined it. VS TRERE W
Tamym: Sorry, sorry, I’'m so sorry, 'l fix it. PR AL P WU RS WPV
Lealaly

The teacher, Nawal, saw and heard what happened, and when Tamym finished fixing his
friend’s building, she came by and said the following:

| like your attitude. You apologized to your friend ipal & pXie) b jal Sy

and fixed his building. Thank you, Tamym. a1 )SE olive Calia g

Hanan’s example included effective ways to give children feedback. However, the
observation notes from the first two weeks of the initiative, before I introduced feedback as
an interaction strategy, showed that teachers used verbal feedback mainly to appreciate
effort or promote positive behavior. | did not see during those two weeks feedback that
gave children clear, specific information about their work that helped them think for
further learning (Dunlap et al., 2007; MacNaughton & Williams, 2008). | also did not
notice teachers using nonverbal feedback during those two weeks, in keeping with some
studies that verbal feedback can be more effective and appropriate in early education

(Dunlap et al., 2007; Pushparatnam et al., 2021).

146



In the post-initiative interviews, six teachers mentioned feedback in different
contexts, showing they considered it an important interaction strategy that supported
children’s learning (Pushparatnam et al., 2021). For example, Maryam mentioned feedback

as one of her main strategies to interact with children:

| use the strategies that we discussed in the & LIl Ll clladl yiuY) aadiul
workshops...feedback...to support and pedl L Aaal NN | daal) s
encourage children to learn. Al e JUbY) aas

Moneerah noted the value and challenge of giving effective feedback:
I realized the importance of proper feedback...it A Ara I Al dpaal i e
is what keeps the child completing his work. Ll G e alee JaSy Jidall a3

Without proper feedback, the child can get bored .4k & si 5 Jar (Saa Jidall 2aal )

and leave his work...I realized that it is not easy JulY) elac) Jem 5o 45) bl
to give children feedback...I used to give 45 JulaY) o) i€ | daal 5 A0
children feedback...but now I focus more on 4 gill o Sl Cpadll G daal
quality or effective feedback. Before | used to daal ) 430 agalae ) S J gl Alladl)
give the children feedback when they ask. Now | Juadl A Jslad caalll ) il W
try to find the best time to give them feedback ps) Baclie sallale o) i i
even if they didn’t ask to help them complete or palad (5 sy ) O sleSy,

expand their learning.
Her response aligned with Shin et al.’s (2007) assertion that feedback could be seen as a
simple strategy, but it is important for teachers to pay attention to their feedback style and
their strengths and weaknesses in applying this strategy intentionally.

Similarly, in the post-initiative interviews and focus group, teachers pointed out
other characteristics about effective feedback that had been discussed in the workshops,

such as giving feedback as soon as possible and describing a child’s work rather than
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judging it (Dunlap et al., 2007; Pushparatnam et al., 2021). This was exemplified in the

post-initiative focus group by Maryam:
Be specific in feedback and give clear feedback
when children face any difficulty.
Rana added the following:
The feedback needs to be clear to help the child

stay interested and keep doing the activity.

Fatmah gave another response:
Feedback should be right away because children
forget what they have done, and you should stay
away from words like “great” and “good job” as

much as you can...describing what the child did

is better...let him know what good things he did.

daal g9 3aana )5S Amad L) A3edl)

L pra O sen) s JibY) W,

Jsania sy JlaY) ae b olie

Ll ¢ sleSys,

OY 3 nle 55 o 5Y Al 1) A3l
O i aY g s g O sy JuiaY)
il 38 ) 5 el Jie il
agd) | Jomd) Jakal) alad Lo Cia g

L‘Z‘j_}u L}‘ SJ:\AJ\ ;.L}.JSY\ LJ):.J

| observed teachers try to implement effective feedback in their classes more often.

As an example, during my observation in Week 12 of Moneerah in the Colors class, Jana

was playing in the sand area in the playground using the sand toys and was trying to build

a castle but failed because the sand was not wet enough:
Teacher Moneerah: | saw you trying hard to
build a castle...what makes the sand stick
together?

Jana: Water.
Teacher Moneerah: | will bring some water for

you...

O 3a Ol Gl 13 i Aalae

o Gral dajll i (i) | AaB0

sl 1 A,

4 e Sl iy 13y dalza,

After Jana mixed the sand with water, she made a castle but she mixed the sand with too

much water; when she flipped the castle, it did not stay up, and she looked upset:
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Teacher Moneerah: | think you put in too Aase B je Julaa Sie ] 13 e dalaa
much water. | think if you add some sand it~ «iiaall () 4l Jo ) 4 5d Jidas 5l Ssic
will make it like a dough, not very wet, not A (Jsled e sayilio e s,
very dry. Try it.

After a few minutes, this exchange occurred:

Jana: Yaaay! | made a castle. Aald g 1oL 1 A,
Teacher Moneerah: That is a big, strong castle. A8 S Aall 13 ke dalas,
You worked hard to make it. Good job, Jana. > eal any Jilee,

In a short conversation after this interaction, | asked Moneerah what strategies she
used. She mentioned feedback as one of them. Moneerah’s feedback gave Jana the sense
that the teacher was interested in her accomplishments and was responsive to her attempts
to learn, agreeing with Shin et al. (2007).

Moreover, by the end of the initiative, | noticed that some teachers were using
verbal feedback more often to support children’s development in mathematics, science,
and language (including literacy). This approach may be related to the change in teachers’
perspective that play-based learning could involve intentional teaching using different
strategies, including feedback as a major interaction strategy. The activity corners where |
noticed teachers were using more feedback included science, literacy (writing), dramatic
play, and manipulative toys. This was aligned with prior findings that children’s
mathematics and reading skills could be supported by feedback, with immediate feedback
being more effective (e.g., Howard et al., 2018; Rimm-Kaufman et al., 2007). Feedback as
an appropriate interaction strategy to support children’s learning in corners was discussed
during the workshops based on several studies showing the importance of feedback to
science, mathematics, and literacy (e.g., Pushparatnam et al., 2021; Shin et al., 2007).
Below is an example from my observation in Week 12 of Reema in the Bees class. Reema

added an activity about counting in the writing corner called “count and write.” Nouf was
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Teacher Reema: Why don’t you line them up then
count them from the beginning of the line.

Nouf: Okay.

After a few seconds, she said in a loud happy
voice, “14!”

Teacher Reema: Yes, right, now write the number
on the little board.

Nouf wrote 41 instead.

Teacher Reema: | think this number is much
bigger than 14, can you try to write it again...
Nouf looked confused. Then the teacher told her,
“This is 41...if you switch 1 and 4, what number
will it be?

Nouf: 14.

Teacher Reema: Yes, now what if we take one
circle, how many circles are left?

Nouf [after counting]: 13.

Teacher Reema: Can you write it?

This time Nouf wrote 13 correctly on the first try.

trying to count the plastic circle pieces the teacher provided in a small box. She dumped

them on the table and started to count them but looked confused and kept starting over:
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Another example of feedback came from the same observation in Week 12 of Rana

in the Bees class. | saw Bader in the library pretending to read a story to the teacher, Rana.
He was flipping the papers and trying to describe what he saw in weak Arabic mixed with

English. Bader was born and lived in the UK before and had just arrived in Saudi Arabia.
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Rana was repeating some of what he said in full Arabic sentences, pointing to objects in

the story and saying their names in Arabic:

Bader: The boy, mother, the baby, all of them go el ¢ Jakall ¢ AW ¢ ALl ;
to the sea. ol A sl
Teacher Rana: You mean the whole family went to A aea G a1l daladll
the beach. bl ) smd s )
Bader: Yes. RN
Teacher Rana: Then what happened? | see some Can sl faa 13k 2 1Ly daladl)

toys on the sand [she was pointing to the toys and &) i ils] Jlall e iy

sand]. el s )

Overall, teachers did not highlight feedback as an interaction strategy in the pre-
initiative focus group or interviews, although according to the observation, they did use
feedback to give general support. In contrast, the post-initiative interviews, focus group,
and later observation notes showed they were more aware of the importance and
characteristics of feedback as an interaction strategy that can support children’s learning
and developments. In addition, teachers express that they use feedback intentionally as an
interaction strategy, and they become more self-aware of their feedback style, as well as
their strengths and weaknesses in applying this strategy. This has been mentioned in
studies such as Howard et al. (2018) and Shin et al. (2007).
Discussion
Discussion is one of the main interaction strategies in early childhood education and care
(NAEYC, 2022); however, only four teachers mentioned it as an interaction strategy in the
pre-initiative interviews, as in Rana’s response:

Interaction mostly happens in group discussions Glidlic 8 Ulle Jelall dasy

about a topic, a trip, or any problem in class or @l sl sy sl g s ge Jsa A ganal

any general problem. Aale Ui gl ol Juadll i A0S0
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In the pre-initiative focus group, Maryam likewise mentioned discussion as an interaction

strategy:
Group discussion, discuss an event or something ped sl Cuan Addlia ¢ Ao lan A8l
we did together, like a trip. Als )y Jie ¢ e ag Liad

Teachers in the pre-initiative interviews and focus group echoed a few important
points found in the literature. For example, Rana’s response aligned with the NAEYC
(2022) standards and assessment guide, which recommend offering opportunities for
children to have discussions with teachers or peers about solving interpersonal problems or
problems related to the physical world. This also aligned with focus on activities that
involve discussion and reflection (OECD, 2012, 2014).

The observations showed that all teachers were using discussion in their classes.
However, in the first few weeks of the initiative, discussions between teachers and children
usually occurred during circle time or the last meeting and were aimed at solving
behavioral problems during corner time and on the playground. The few conversations
during corner time that could support children’s learning were short and could have been
extended. Below is an example from my observation in Week 3 of Nawal in the Sunshine
class. In the science corner, Tala was looking at insects preserved in glass. Tala saw the

teacher Nawal come by:

Tala: Teacher. Adaa WG
Teacher Nawal: Yes? Sani 1) 5 dalrall
Tala: What is this insect’s name? 5 _diall 038 anl L WG
Teacher Nawal: Wasp. s ) g daladl)
Tala: | saw one in the playground. QUS| R §-X PN R
Teacher Nawal: I don’t think you saw it. I e gy 0 el afiela ;) g dalaal)
think you saw a bee. | see bees sometimes in adall 8 Jas o) Blald das i

the playground.
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Then Nawal went to another corner. Based on my reading (e.g. Siraj-Blatchford &
Sylva, 2004) about teacher-child interaction quality and my experience, that was a wasted
learning opportunity to discuss what Tala saw, why the teacher thought she saw a bee, and
the differences between a bee and a wasp. The discussion could have led to further learning
and extending activities, such as reading a book about insects or searching the Internet
about the differences between a bee and a wasp. The conversation might have been short
because the teacher saw play-based learning as child-directed play with minimum
interference from the teacher, was focusing more on monitoring children, as discussed
later, or thought her comment was enough and was not thinking about extending the
child’s learning at that moment. In contrast, Howard et al. (2018) stated that in a high-
quality early childhood classroom, teachers engage in discussions that involve positive,
targeted verbal feedback and clarify misunderstandings.

On the other hand, teachers in the post-initiative interviews and focus group
mentioned discussion several times with more explanations and details. For example, when
| asked the group about the key factors of high-quality teacher-child interaction, Fatmah

mentioned discussion as a suitable interaction strategy:

Discussion as a group to solve a problem. Ul 4l Jal de saneS 45804l
Children sometimes come up with very creative Lal 8y Aoyl IS8 JUalaY) (5 Sy
ideas when we discuss a problem as a group. Ac ganaS A5 a8l

Nawal agreed that discussion was especially useful in larger classes:
Discussion is effective with big classes to plan Bl J el e Allad 458G ) oSS

activities or even evaluate activities that we did. G AW a f Al layads)

Sometimes in the last meeting time, we discuss Gy b gal) pan 8 e Lidd
what we did during the day, what activities IR ol g AN a8l ¢l elall)
children like the most. Ak e s Gl g sl

Maryam added the following:
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Discussion can be a very successful
interaction strategy if the teacher knows

how to choose interesting topics and

manage the discussion, or it will be a mess.

The teacher needs skills and experience.
Moneerah gave this response:

Through discussion, children learn how to

take turns and listen to others...now I feel

more comfortable making discussions

longer...they like to share their ideas.

daali ol dpadl yin) 48U (685 o) S
) LA o et Aalaall cilS 13)
ol ALl Bl 5 alaia D B yfie Cile guiage
el ) el lind (b () S

3ol

Jals Jlada¥ alady (A8l A (pa g
ol W5 o AY el 5 ) saY)
JJL\ 5 yial colaaladdl ¢l al ‘f J.\S\ sl p

A S8 AS L () gany pgd

All teachers in the post-initiative interviews mentioned using discussion as an

interaction strategy, giving points similar to the ones they gave in the focus group. For

example, some said they were trying to extend their discussions with children, as

exemplified by Reema:

| am trying to ask more open-ended questions and ALY e 2 5al) ok Jstal

make the discussions longer so that all the children s Jshl il Jea 5 da sidall

participate and share their opinions and each child a1 1 shality 5 JAbY) muea iy

feels that his opinion is important.

e adl ) of dib JS ey

The post-initiative focus group and interview responses aligned with the literature

on discussion. For example, class discussions can teach children respect for others,

improve communication skills, and show how to interact with peers and adults, goals set

by the Illinois Early Learning Project (n.d.). Furthermore, Fatmah’s claim that children

come up with creative ideas when they discuss a problem aligned with Sylvia (2009), who

stated that group discussion could produce a high level of cognitive conflict, stimulating

children’s thinking.
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Observations from the last few weeks of the initiative showed that teachers were
trying to have longer conversations and benefit from some of the ideas presented in the
workshop, such as having discussions after a book or story that a teacher would lead with a
group of preschoolers. Such experiences provide opportunities to develop children’s
thinking capacity (Kook, 2023). An example of this was from my observation in Week 10
of Hanan in the Birds class. Hanan read a story in the library corner to a small group of

children. After reading the story, she had a discussion with them:

Teacher Hanan: What else could the lion do to 2 Jady o)) S 13l i Adlaal)
escape the net? AL (e g yell La
Nada: He could use his claws. The lion has saic Y] Allie adiineg (Saa 1S
really sharp claws. Ads e llaa
Ibrahim: His teeth are sharp too. | saw a lion in &l CiE a3 B il sl )

the zoo. He was really big and his teeth were big.  4bul 53 e ) 508 GIS il soall ddpas

He could bite the net and run. (aS s Al Qe Sy B S

At the end of the day, | had a quick conversation with Hanan about whether she had
noticed any differences in her teaching. She said the following:

I am trying to have discussions and stimulate children’s iy izl o) ja) Jslal

thinking...I found the library corner good for having L) oS ek s
discussions after reading a book or a story. QLS 3ol 8 ey calidliall Cuulia
Al

Another idea presented in the workshop is that discussion can be used to help
children plan, evaluate, or reflect on their activities, in accordance with the OECD (2012,
2014). Some teachers tried to implement this idea more often, especially during corner
time. Below is an example from my observation in Week 11 of Layla in the Flowers class.

In the beginning of corner time, | saw Layla gather the children in a circle and discuss what
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they planned to do that day and encourage them to evaluate and extend some of the work
they had done the day before:

Teacher Layla: Khaled, | saw that your artwork — —la (Adll ellee il calla 1 Ll daleall

is dry [he made a clay cup yesterday]. How IS s [ual cphall (4 U S pina]
was the clay? ¢ cpakall
Khaled: It was a little hard to do, it was dry. a8l S g pd ra | IS Al
Teacher Layla: Yeah, clay is harder than Play- O amal ) (a1 A dalaall

Doh, but you did a good job forming the clay JSE 4 Jeny i ST (Jlabiall
into a cup. What would you like to add to your — <awi of 2 55 e o € (K& e cplall
cup? fely S )
Khaled: Maybe draw some shapes on it. AV (s e an )l e ralla
A good discussion involves meaningful questions and positive feedback (Kook,
2023). In general, discussion as a strategy was mentioned briefly by four teachers in the
pre-initiative interviews and by one in the pre-initiative focus group. In the post-initiative
focus group and interviews, however, all teachers considered it a major interaction strategy
and mentioned important points about using this strategy to interact with children. The
observations also showed that teachers tried to make their discussions longer and when
appropriate expanded children’s learning, as recommended by the literature (e.g., Howard
et al., 2018; Sylvia, 2009).
Problem-Solving
Problem-solving is an interaction strategy closely related to questioning, feedback, and
discussion. It is recognized as one of the main interaction strategies in early childhood
education (NAEYC, 2022; OECD, 2012) and was mentioned by two teachers in the pre-

initiative interviews, such as Nawal:

156



If the children are playing and a problem occurs AU a5 (g ganly JULY) IS 1)
between the children, I intervene and make them Oslag pelaad s Jaail JulaY) o
solve the problem through dialogue. sl Gl e A3

She also said this in response to another question during the pre-initiative focus group:

Sometimes | ask the children some questions AN (any JBLY) e & ki Blal|
about the activities and experiences they do, 13 dala ¢ el y i) Jsa
especially if they encounter a problem. I try Al MR e Jslal A5 ) seal
through the questions to make them discover el Jall ) 58S aglaat o

the solution themselves.

Only Layla mentioned problem-solving in the pre-initiative interviews clearly as a
strategy to solve conflicts among children:

When a conflict happens between children, | aind (JlaY G A ana Ladie

listen to them and encourage them to solve the  JMa (pe Al Ja e agraii 5 agd)

problem through discussion, for example, D53 ol ¢ Bl Jans e A8

taking turns on swings. il e

I noted in my observation during the first few weeks of the initiative that teachers
used problem-solving mainly in situations where there was conflict between children. For
example, in a Week 2 observation of Maryam in the Sunshine class, | saw Hatem and
Salman struggling with the colors box. They were standing near the art comer’s shelves,

and both were trying to take the same color box:

Maryam: What’s going on? f oo i 1 0
Hatem: | took the box first. Jsf el cudal ot
Salman: No, | took it first. sl Leaald Ul oy ol

Maryam: Can you remind me about our rules for <l ss¥) aladinl G sy 55 S35 1m0 3
using tools in the class? fdaadll 4

No one answered. adaaly
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Maryam: In our class, we share the tools. Tell S g i (llad b 1o ja

me how you’re going to share the colors? SO (o sS lLsiis
Hatem: I'1l use them first, then Salman. kel sy < J s e@-“M\J ENIEN
Salman: But | want to color now. ol ol (ol b pleles
Maryam: What about you using them at the same oty L sandiui Gl ) (i 1a e
time? g )
Salman: I give Hatem some of them? ¢ Lany aila el glals

Maryam: Or you can both sit at the art table next  ¢ill st e () suslad SliSay 5l 2y 50
to each other and put the colors box between 2SI Al () glant s any i
you. You can sit here, Salman, and you can sit Ll (sl a8 g lalus ia (ulal

here, Hatem, and you put the colors box between i .0l ) Ao 2Ky auai g caila

you. What do you think? HEA
Salman: Fine. RS S NI
Hatem didn’t say anything. L aila Jay ol

This example concurred with MacNaughton and Williams (2008) that interpersonal
and social problem-solving is used more widely with children who struggle to build
peaceable relationships with peers, and it is important for teachers to remember that social
as well as academic learning can grow through learning how to solve problems (see also
Gross, 2005).

Through the first few weeks, | did not notice teachers using problem-solving as an
interaction strategy to support children’s learning. However, children during this initiative
had just started going back to school after the COVID-19 pandemic, so the classroom rules
were new to them.

In contrast, problem-solving as a main interaction strategy was mentioned by four

teachers in the post-initiative focus group with more details, such as Maryam’s response:
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The problem-solving strategy works well also for ¢ A oS S Ja dpal il
large numbers of children. We sit in a circle and Giagigdala 8 alad 3yl slae )
look for solutions together and the children all I il g s e Jslall (e
benefit from the discussion. A8l (e JalaY)
Hanan added the following:
When | help a child solve a problem during an bl (U AlSia Ja e Jikb el Wl
activity, sometimes | ask him to talk about it olal Lgie Caay ) aie allal Bl
to the class, so all children benefit and know ¢ sias JUlY) s didivy s (Juadll
what to do if they face the same problem. AL (i ) gl 513) O 8 pealy CaS

Moneerah gave this response:

It’s also a skill for life. We need to teach paladl Aalay cad my BLall 3 jlea oo
children how to solve their own problems, e duald 5 aglSline Ja 48K JlakY)
especially in our big classes. Sometimes we O Y Olal) (g b 35S dlacY)

don’t have the time to solve all the children’s  [...] J&hY¥) JSLie gaea Jal i gl Ll
problem [...] we need to teach children how aelSliia Ja 40aS JUkY) alas of Lile
to solve their own problems. iy

Hessah gave this response:

Unfortunately, that’s what mostly happens. I il o] als ey ) 138 oDl
think you heard how much children call us: Al o ol JULaY (g oS Canan
“teacher... someone hit me...teacher...I can’t A (gl HoBla | Aalaa | (o pmoa

do this, come and help me...” They depend on s & Lide o saainy) " || Saclu g Jlad

us to solve most of their problems. Sl alana

Maryam, Hanan, and Moneerah showed an understanding of some ideas discussed
during the workshops and suggested them as solutions for larger classes. This aligned with
previous findings (e.g., Gross, 2005; MacNaughton & Williams, 2008) that problem-

solving is a foundational skill in all walks of life. On the other hand, Hessah noted that it
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was still hard to implement a problem-solving approach and complained about children

depending on teachers to solve their problems. This gap between what teachers learned and

did is discussed later in the chapter.

Reema in the post-initiative interview gave examples from an article (Mesrobian,

2021) that I asked the teachers to read prior to the problem-solving workshop and we

discussed as a group during the workshop:

Problem-solving...daily problems...especially
in the beginning of the year...children’s
curiosity, sometimes they come and ask about
universal problems they saw on TV, for
example, like what we read and discussed in
the workshop...you gave us an example of the
ship that got stuck in the Suez Canal that some

teachers used as a problem-solving activity.

Lals gl JSLA) cdlidl da
Ul Jak¥Y) J gt lall Ayl &
L 5l dpalle JSLie e sl 0 9
(b ol 5 oLl 8 e Jie Slia () g 3alilL
SN Aa e Qe lidae | 45 )5l
Lgodiind il 5 Gy sl 5L8 & cile

K Jal BLES paleal) sy

| noted in my observation during the last few weeks of the initiative that some

teachers were using problem-solving as an interaction strategy in certain situations. For

example, in a Week 10 observation of Moneerah in the Colors class, Moneerah was

discussing with children the problem of closing the sand area. Some children were upset

because they had not played in the sand area for a long time, as it was closed for

maintenance.
Saad: We haven’t gone there for a long time.
Moneerah: It’s closed for maintenance.
Rawan: Why are they taking so long?
Moneerah: That is a problem. What can we do?
Fahad: Tell the principal we want to play there,

and then she will open it for us.
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Moneerah: Do you think it will be safe to play Canlll eV (g Sl () Al 15 ke

there? fellia
Rawan: No, | saw the floor around it is broken, (b suSa L ga ()Y bl Y i)
we could fall. zabd Sy g

Moneerah: So, all of you really want to play inthe — <xlay ¢y saali () 5 oSIS ccha 13 i
sand area, but it’s closed. What can you do? o gmd A (g, Sua  Ja )
Children suggested several things that would not Sy Y el 3ac JukY) & 5l
be doable, and the teacher let them evaluate each IS any Aalaall agd Cinans g (laddss

suggestion. Finally, the teacher gave them a hint, sl Aalaal) pgibacf ol aal ) 580

saying, “Where else can we play with sand?” " da M ol LSy " (AL
Rawan: In our class? flilad 8005,
Moneerah: How? fas 13 e
Rawan: Just bring some sand and water? Selall 5 da)ll (can dadd ol 9

Fahad: Like the sand table in the Bees class. | saw  L&idd ¢Jaill & Ja ) A s (Jia 2g8
it there. s
Moneerah: That’s doable. I will ask the principal 5paall e el (Saa 138 33 yuie
if she can offer a sand table for us, but there will s G &is (KlgcJay A Wl i

be a problem. The sand can go everywhere inthe  0Se JS 751 of JleJl (S Al

class. The Bees class put it outdoors. We don’t | ashls daill Jad Juadl)
have access to the outdoors in our class... oile sl
Another problem appeared and the teacher Aalaall Ll (5 Al ASsa & yela
discussed it with them until they found a solution Loe Sla Tsaa 5 i agas
together.

Moneerah: How can we make sure that the sand L Je_ll o)f (e St WiSay CaS 15 i

will not go everywhere in the class? fdadll fos

161



Fahad: We play gently, we don’t throw the sand | dasll (e ¥ g ecalaly Caali ;g

outside the table. Ayl
Nada: We clean around the table with the broom. AiSally A gUall J ga calaii ;s
Moneerah: Yes, that’s right. As I told you, I will O bl (rania 138 ani 13 i
ask the principal to give us a sand table. e A gUa W cuat 3 0l

What Moneerah did concurred with Recep’s (2018) assertion that teachers can
facilitate problem-solving by valuing children’s problems and solutions, focusing on
children’s answers, and encouraging them by creating a positive climate to try their own
solutions or in this example share their solutions. Also, teachers can promote a better
climate for problem-solving by encouraging children to listen and understand other
perspectives, identify problems, and find different solutions (Kook, 2023; NAEYC, 2022).

Another example of teachers implementing problem-solving with materials and
giving children the chance to test their solution appeared in a Week 8 observation of
Fatmah in the Birds class. Fatmah made dough with some children. The dough was too
sticky and she had a discussion with the children about how to make it less sticky so it
would not adhere to their hands during play. Some of them added salt, some flour. She let
them keep trying until the dough was good enough to play with. The children looked
interested in the activity, and she mentioned to me later that she purposely wanted the
children to try for themselves to make the dough usable.

This aligns with MacNaughton and Williams (2008) and Recep’s (2018) claim that
teachers should prepare a safe, appropriate space to experiment with solutions, especially
when children are working together. Also, Fatmah let them take time to think about how to
solve the problem and test their solutions in practice, with trial and error an important part
of learning (cf. Recep, 2018).

In summary, although problem-solving is one of the main interaction strategies in

early childhood education (NAEYC, 2022; OECD, 2012), only two teachers mentioned it
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before the initiative. In the first few weeks, teachers used problem-solving mainly to
resolve conflict between children. Teachers showed different perceptions of problem-
solving after the initiative and tried to implement it more often, mainly by intentionally
benefiting from everyday situations (Mesrobian, 2021).

Sustained Shared Thinking

During the sustained shared thinking workshop, the teachers said this was a new strategy
for them. Interestingly, eight mentioned in the post-initiative interview that they were
trying to use it as an interaction strategy in their classes. For example, Nawal said the
following:

Sustained shared thinking is one of the Gl yiuY) saa) s alaiall & il il

strategies that | tried to implement in my & agie] (S5 ¢ luad b ikl i gla

class, but I think | need more LY 58 Gl a8 ST A jlaa Z s

practice...extending children’s thinking.

Another example came from Reema’s post-initiative interview:

Sustained shared thinking...when I want o4 aladin) L, alaieall & jilall Sl

to use this strategy, | remember the iy (lglh il 5 L) ST Al i)

phrase you said, “keeping the ball in the ) Le 38 Lgda) Jglad el sl a5 Sl

air,” and I try to keep it as much as I can.

Reema mentioned an idea from Touhill (2012a), which the teachers read before the
sustained shared thinking workshop, and | discussed it with them. Touhill (2012a)
compared dialogue to tossing a ball from one speaker to another, with a richer dialogue
metaphorically seen as keeping the ball in the air longer, such as through open-ended
questions. Layla called sustained shared thinking an important strategy that teaches
children how to work together:

Children think together and learn how to A8 liie TS ) paleiy 5 Le JUkY) S&y

share ideas and be part of team. They think O 88 Gl (e e a1 535S 5 ISEY)
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deeply and come up sometimes with great o3gus Aadae ISEL Ulal 0y ga jaa s GBans
ideas. That’s how they become successful Jaall (& (paali slime] () sanay 48 bl
members in teamwork in the future. il (8 e laal)
This aligned with Touhill’s (2012a) claim that when children have opportunities to
investigate and solve problems with each other and supportive adults, their thinking and
learning become deeper, richer, and more complex. Fatmah gave a similar response:
Sustained shared thinking, especially when | take a dals  aiuall & il Sal)
role in the dramatic play corner, when | take a role alll (S 8 50 all Laie
in their play, they don’t look at me as the teacher O kb ¥ ¢agae caall L ¢ ol 5l
and | know all the answers. They think together LY IS Cael Ul daleaS o)
and sometimes I’m impressed with how deep their (e caaad) Ulal 5 Gy ae (05 S8
conversations become. Children are very smart. Jaa LSS JULY) agiislaa 3ac
This response aligned with Waibel’s (2021) finding that play offers opportunities for
sustained shared thinking. Similarly, according to Touhill (2012a), such thinking is
encouraged by adults being engaged as collaborators in learning instead of being the
source of definitive solutions. This makes the learning process a more enriching experience

for everyone involved. Moneerah gave another interesting comment:

After this initiative, | discovered that most of plara () I 63 oLl 028 aay
our interactions are not deep enough...using AU 4 Ly Alae sl LDl LS
sustained shared thinking strategy...I tried to < idall Sal) Al il alasiuly
get involved [with the children] in deeper [JulaY) ae] A8 jLiadl il gla | yaivsall
conversations and ask open-ended question A sibe Al = Hha 5 seef ilinlae 8
that create opportunities for learning. .. el Ua 8 5las

This aligned with Touhill’s (2012a) observation that adults often have only “superficial”

verbal interactions with a child, such as giving orders or greetings. Limiting adult-child
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interactions in that way creates few avenues to engage more deeply with how children
think and learn.

Hanan noted the sustained shared thinking activity “how to draw a mirror” (see
Toubhill, 2012a), discussed in Workshop X, which she found interesting. She wanted to

implement the strategy:

The “how to draw a mirror” activity that we "Bl ) A" Ll IS
discussed was an interesting example | was g gl aladf i€ gla Jlie slizdls
planning to do, but I didn’t find time for it. I will Jaadll Jglay gl vl o1
keep it in mind for next semester... cee Rl el )

Maryam gave this response:
| try to give the children the chance to think Sall da i JUlY il Gf J gl
and speak more than me, and it is even better 231 o Jad¥) (a5 ¢ e ST il
if 1 guide the children to discuss and think peany Sl 5 4380 ) JlalaY)
with each other. ol
This followed Waibel’s (2021) recommendation that teachers and young students
should collaborate as “equal partners” to “generate and expand a thinking process
together” (p. 60).
Similar responses from teachers in the post-initiative focus group mentioned

sustained shared thinking as a good strategy to solve the problems of larger classes, as

Layla noted:
Sustained shared thinking is also a suitable Al i U ol il o yidiall il
strategy for large groups. Children like to JubY) iy 5 sl e sanall dpnlia
share their ideas and add or build on each agaany ISE ddlia) 5 a0 ISH AS HLie
other’s ideas. Lo oLl ol (iand)

Hanan responded to this statement:
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But it’s not easy to involve children in deep (e & & JARY) @l L8] Je se

discussion, especially in the beginning of the el Gl agie] | alall Ayl 8 dala

year...sustained shared thinking I think is a very —¢Slyaltd dual jiul sa aliiuall o il

effective strategy but needs good preparation, A gide Aliud 5 3 dac) ) Ui

open-ended questions, and practice. A jlas g

| also observed examples of teacher involvement in sustained shared thinking
activities. In a Week 11 observation of Maryam in the Sunshine class, Maryam gave each
child a notebook and pencil. Then she read a story about a little hungry bear who wanted to
reach a beehive to get honey. She asked the children to draw the solution and then had a
discussion with them about the solutions. All children shared their ideas and showed their
drawings:

Nada: | drew a lot of sticks that the bear could  <all Sy 3 3l 52 YV e S Crans g

stack on each other to reach the beehive, and eJaill s ) dead Giany (55 Ly O

he has a long spoon to get the honey too. Ll Jusad) e Jean B 4l gha diale dxa g

Waleed: | drew a ladder so the bear can go up ey adlay ol jay s alis Caan y ral

quickly to get the honey when the bees go to Gl g Jaill 5 W Jual) 345

get honey.

Maryam set aside time to implement sustained shared thinking after reading the
story, ask open-ended questions, and give children time to consider, draw, and discuss their
ideas. She also chose an interesting activity that captured their attention, consistent with
Waibel (2021), Touhill (2012a), and Brodle (2014). Another example was in a Week 11
observation of Moneerah in the Colors class. Moneerah played with a child in the puzzle
and manipulative toys corner. She added magnetic shapes that could be used to build
different shapes, such as a car, house, or flower. She was playing with Jasser as a co-player
when Jasser suggested building a house and Moneerah agreed:

Moneerah: How big should the house be? $J el s (5 6Sh a5Y S 13 e
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Jasser: | think this big [shows how big with his
hands].

Moneerah: How are we going to make the roof?
Jasser: Hold this piece and I will put this
piece...we forgot the door...

The house fell down.

Moneerah: What should we do now?

Jasser: | think we should make it smaller so it
will be strong. Hold this piece. | will put the
walls...

Moneerah: And let’s try those bigger pieces.

Jasser: Okay.

Aaleall dana Jia)] 138 08 (Saa s juls
[

faiudl (5 puaiy CaS 13 i

53 Jay Ul y Al (538 Sondl 1 jula
e ) s dn dadl

J el L

?Qy\ Jrad 13l R IPTEPY

REP ISP JUENt WA PHEC VRS WEN

Ot Jasy Aadasl) gl«s ",S.wq\

)ﬁY\ckﬂ\gauuﬁhhme

RETICE RN

oy .

In a short discussion about this interaction, Moneerah said, “I was trying to interact
and extend Jasser’s learning.” Although she was using sustained shared thinking, she
referred to it as interaction. | believe the teachers were still unfamiliar with the strategy’s
name in Arabic but understand the core idea. This example also shows how play can offer
an opportunity for both teacher and child to be involved in sustained shared thinking, as
noted by Waibel (2021).

In summary, sustained shared thinking was a new strategy teachers learned about
from the initiative. They mentioned it afterward as an interaction strategy and showed
interest in implementing it. While some called it important, they said it was not easy to
implement and required good preparation. My observations captured examples of them
trying to use it in practice. In some cases, teachers planned guided play activities (Pyle &

Danniels, 2017), mainly based on this interaction strategy.
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Planning Activities Based on Children’s Interests
This subtheme emerged from the post-initiative interviews and focus group as well as
observations during the last few weeks of the initiative (Weeks 10-13). The idea of
planning activities based on children’s interests to extend their learning was introduced
through discussions with teachers during the workshops (particularly the one on sustained
shared thinking), watching videos of high-quality early education from around the world,
and reading articles about interaction strategies before the workshops. For example, in the
post-initiative interview, Rana gave this response:
Sometimes children come up with creative ideas ol JulaY) b el an B
and they want to implement them, and | think pere S8 5 (LAl () g g dae )

with them too about how we can implement the  ¢f a5 281 IS8V 345 43S 3 U

ideas. | found that planning activities with e 3l JUkY) ae e Lagadl)
children based on their ideas or questions are pesdaia JEI g agilind of an il
much more fun and really support their learning daga s plaia D 5 yiia (3 oy agaled
in ways that are interesting and important to them. e Al

In the post-initiative interview, Fatmah described high-quality education as follows:
The topics of the activities are interesting and e aind g datias Al Cle g g
based on the children’s interests, suggestions, and .a¢livl 5 agdal 58 5 JubY) Cilalaial
questions. When the children choose what they s (5 3 e JULY) sy Leie
want to learn, they benefit more, they learn more. ST salaty 5 ¢ ST s aeild
Other studies have likewise claimed that planning activities based on children’s interests
were related to high-quality education (e.g., Copple & Bredekamp, 2009; Hedges et al.,
2011). Fatmah also emphasized giving children the chance to choose topics they wanted to
study and plan activities based on their interests and questions. Furthermore, Rana and

Fatmah’s statements about asking questions and how to benefit from them in extending
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children’s learning supported similar claims in other studies, such as Baram-Tsabari
(2006), Olsson (2013), and Murray (2022).

In the post-initiative focus group, the teachers again highlighted the importance of
extending children’s learning by planning activities based on their interests. Moneerah, for
example, had this to say:

| try to plan the activities with the children. We JULY) ae ddaziB Jagladsll J glal

evaluate some activities together and decide Lo i s e AVl (yiany iy o 585

what we want to do next, if we want to repeat the 1S3 Lia i 13 ¢elld aay 4y oLl oy 53

activity or if we want to add something. Lo A8l Ly )i 1) ) Jaliaal)
Layla added the following:

Children love when you ask them about their O pellid Lesie () guagy JULaY)

opinions...what we can add to this corner? What 138 ) G () LSy 13la, agd)

would you like to do to explore something or to LAY 4 oLl 55 (el e Sl

learn more about it? This gives them a sense of 138 5 Saie 2 3all 48 jma 5l Le e o8
belonging, especially when they add something Ledie dalad (o laiiVl 1)) g2 agaiay
to the environment, like plants. bl i ediad) ) Gad () oy

According to these responses, the teachers felt that planning activities based on
children’s interests was more likely to create a learning environment responsive to their
needs and interests. This can promote a sense of belonging and engagement among
children, which is essential for their overall development and well-being (NAEYC, 2020).

On the other hand, some teachers mentioned challenges such as time constraints,
curriculum requirements, differing interests among children, limited time, and a large class
size as impediments to this approach (see Theme 5). Moneerah countered with this
opinion:

Although you can plan some activities, for pand Japhaill eliSey 4l (e a2 1 e

example, adding a book to the library and &) QS dla) JE Ja e ddaial)
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reading it with a small group of children in (30 Bpiua Ao sana pa ale | B 5 A0S

the library corner or watching a video with a5 saalia ol A ) 5 8 JlalaY)
children about an animal the children are Cayrilly JLY gy ol s e JlakaY)
interested in learning about, planning a trip A8l 5 (JULY) ae dla )l laladill cagle
with children, adding some materials to some JASa 5 GOV Gamy () 3 sall (lam

corners and so on.

This discussion revealed that all teachers agreed with the importance of extending
children’s learning and planning activities based on children’s interests; however, they also
discussed challenges in this regard, in keeping with Birbili (2019). Hessah and Rana’s
responses agreed with Lewis et al.’s (2019) finding that it was challenging to teach
intentionally in a child-centered program based on children’s interests.

During the observations, some teachers tried to extend children’s learning and plan
activities based on their interests. For example, in Week 11 in the Colors class, Moneerah

had a discussion with Mohammed and Nasser, who were arguing about the real size of

dinosaurs:

Mohammed: The dinosaur is taller than this el 138 (ge Jshal ) gealinall :2esa
building.

Nasser: No, it’s taller than Kingdom Tower [a ASladll &y (pe J sl 43) Y 2 pals
famous skyscraper in Riyadh]. (0=l (83 el Hlas Aalall)
Mohammed: Impossible. How he can eat? Sk S S Jiaine 12ene
Nasser: I’'m sure. Sl Ul el
Moneerah: I have a book about dinosaurs. I’ll ) palinll e QUS (saie 13 e

add it tomorrow to the library and we’ll see how Jsh oS (g i g Al 35 S5 adasy

tall the dinosaur is. . alinal)
Mohammed: | saw a video on YouTube that Cid Qi g o 0l adalle Gl tdese
shows the dinosaur is as tall as our school. Lt ye Jsha gl ) gualinall o
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Moneerah: That’s a good idea too. If we have JIsals (il san 5 S8 038 5 15 i

time in the final meeting, I’ll try to find a video SOl saliall e 28 a5l
about dinosaurs on my break, and if we have clll (8 5 Lvie (S 1] ¢ i) il
time in the final meeting today or tomorrow, we a4y LiSad S0 5l sl uaY)

can see it all together, but I’ll add the dinosaur =~ &) sealipall S Capalis S0 ¢ any

book to the library tomorrow anyway. A% Ansdl )
In a brief conversation with Moneerah after corners time, she said the following:

| think Mohammed will remind me first st gl QUSIL (5 Shu desa Of e

thing tomorrow morning about the book. He JULY) ny | s gsa B 30 Flnall 3 S

is so exited...children love to plan something A5l 5 agialaa pa o LA (5 shalady

with the teacher and wait for it excitedly. osbany

Moneerah’s example aligned with Seitz (2006) about the importance of using
children’s interests as a foundation for planning in early childhood education. Children are
more engaged and motivated to learn when teachers incorporate their interests into the
curriculum. To identify these interests, Seitz suggested observing children play. This
information can then be used to plan activities and experiences that build on children's
interests, such as books.

Another example occurred in Week 11 in the Birds class with Hanan and Fatmah.
In a discussion with them at the end of the day, they mentioned that they planned an

activity with children based on a conversation during the last meeting about camping:

Hanan: Last week | had a conversation with e Ll ¢ ol g gun) d:olia
the children about camping, and we ended up Lhld o5 a5 canddl) e JakY)
planning to camp in the backyard. Fatmah and Ul Lilalaa daalal) dalul) & apasll
| planned the activity with the children. JUlY) ae Jaliall 13g) dadald
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Fatmah: Children suggested bringing tents, Abal) alall jlias) JbY) & sl Aol

small tents that can be found in the toy stores, <aw A e ) diall (K Al 3yl

food, toys, blankets. .. ccbitadl (el caladall alaly)
Hanan: It was so much fun and the children son JahY 5 5 50 wies | OIS a1 lia
liked the activity so much. We did this Ot J8 LLaill 138 Uy gus 08 3 e oLl

activity two years ago with another class, but ~ Ladiul 3 ) o3a [ ] o815 ¢ JAT Jocd aa

[...] this time we benefited from the Lalls celly e 3l g (JahaY) Dalas (s

children’s conversation, and based on that, we o Loy o lima) can Lal Jagladll agia

asked them to plan what to bring and what ol L g oLl 5y A Anay)
activities they wanted to do while camping. AU s e ¢ il cand ) g )

They suggested playing UNO, for example.

Only a few similar examples were seen during the observations of the teachers.
Although activities in the kindergarten were generally planned by the administration, the
teachers tried to find time to respond to children’s interests and plan activities accordingly.
The teachers generally showed themselves to be aware of the benefits of planning activities
based on children’s interests, in agreement with the literature (e.g., Birbili, 2019; Copple &
Bredekamp, 2009; NAEYC, 2020; Seitz, 2006).

Encouraging Children to Complete Their Work (Perseverance and Persistence)
Although not a main focus of the initiative and only discussed as a side point in the
workshops, encouraging children to have perseverance and persistence emerged as a
subtheme (see Leonard & Garcia, 2020; McClelland et al., 2011), mainly from the post-
initiative interviews and focus group. However, only a few examples of this theme were
found in the observations.

Teachers in the post-initiative focus group agreed that encouraging children to

complete their work was one of the main takeaways of the initiative, as noted by Maryam:
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Encourage the child to complete his work, alee JlS) e Jilall aais
encourage him to persevere and persist. Before, | DIl 53kl e el
didn’t care about the idea of completing the work. . esdl JUaS] 3 ,Sis Liaf (ST al ¢ 5ol
Personally, | applied it to my son. | started to il e atida Luads Ul
encourage him that if he started doing something, b s Jzd 8 1 13) 4l e dxad]
he had to complete it, that it would help him even in B i oae Ly 138 5 aleSy 5 Y
the future so that he would be committed to his Al o 3ile 0 6 (Ja Jiadll
work.
Moneerah gave a similar answer:
I’ve started noticing that some children have a pel JULY) (s o Laa¥i iy
tendency not to complete their work, and I’m trying Jstals caglec JaS) aand Jae
to encourage them to complete their work. | realized <SS 3 aglae JWS) o agranis
how important it is to train children to complete their JusS) e JulaY) cu )i daeal (52
work and to persevere and be persistent, which is 8y (o ¢ )l pa¥) g3 bl 5 aglac
very important for their future learning and work. el b aglee 5 agalatl age
Rema concurred with the others:
| agree with Moneerah. After we discussed how s Ll o) axy 5 5 i ge 38l Ul
important it is to encourage children to complete  «aglas JuS) o JibY) aadi Lpaal

their work, | started noticing some children who 13 asaie I Jula¥) (s Bali cilay

have this tendency. They start an activity, then O 435Sy o5 Ll () 52 olasY)
leave it and go to another one. However, when | pexndl Lavie olld gay Al alis )
encourage them to complete their work or help 5 caginelie sl aglee JLS) e
them, give them feedback, they complete it. A0 5L agild agd CillanSLal)

These responses aligned with Leonard and Garcia (2020) and McClelland et al.
(2011) regarding the importance of perseverance and persistence. Fatmah added the

following observation:
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Sometimes children need some explanation szl iaxy ) Blal JUlaY #lisg

or help to complete their work. They need to  aaell 48 jaa () saling agloe JLSY saeLusdll

know the goal of the activity...giving the by ciandl Jilal) elae) | LU (e

child feedback, asking him questions, telling akall isaall <l shally o L) 5 e Ay

them the right steps to do the activity. Llaall
Layla noted the teacher’s role in setting a good example in this regard:

| think that when the children see that the e Adaall () JUlaY) (5 Levie 4l agic

teacher has persistence and perseverance, Ll O 8 paay o g 63 il 5 )l puals

they will act like her.

Fatmah and Layla offered strategies for encouraging children to complete their
work that aligned with some of those mentioned by Dweck (2010), such as providing clear
instructions, breaking down tasks into manageable steps, providing positive feedback, and
setting achievable goals. Fatmah and Layla’s responses demonstrated the importance of
teacher-child interaction in supporting children’s learning and development, as established
by the literature (e.g., Hamre, 2014; Mashburn et al., 2008). This can be done by using
interaction strategies such as feedback, questions, and modeling to encourage perseverance
and persistence.

In the post-initiative interviews, some teachers mentioned encouraging children to
complete their work as a key takeaway, as exemplified by Moneerah:

| encourage the children to complete the activity @A Ll Jus) e JibY) aadl

they started. | feel responsible for developing 8l daii e A g puaally yril o sl

perseverance in each child. ik JS il

However, the observations revealed few examples of them encouraging children to
complete their work. For example, | saw Hanan in Week 11 encouraging Dania to finish an

art activity he had started the day before:
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Dania, I checked your art project. It is OSan il yi ) ellee SS0d el

already dry. You can complete your work on O 2 Bl sl e dllee (e
it today. What would you like to add? Maybe e 5 Gl Gy (S €l
some feathers and glitter...um, I’ll see. P

On the same day, | saw Fatmah encourage Fahad to continue writing animal names from

flashcards on a little board in the literacy corner:

Fatmah: What about this animal? Do you G da 80l 138 e 13l g sAakls
want to know how to write his name...and 13 e 13l A S oS oy
what about this one? | think you have it as a TR PPV E HPYNRR RS I WY
pet, right? sl
Fahad: Yes, | have a cat. A8 gaic aniragh
Fatmah: Can you write his name? fan) OS5 (Saa 1Aakald
Fahad: Okay. Sk agd

As the above examples demonstrated, teachers showed an interest in encouraging
children to complete their work, helping them develop perseverance and persistence.
Although it was a secondary point in the initiative, it had an impact on the teachers’
perspectives. The observations might not have shown many examples of this because they
were focused on the five main interaction strategies of the initiative.

Summary of Theme 2

This initiative focused on five main strategies to give teachers an understanding of
how they could improve their interactions with children through intentional instruction (see
Edwards, 2017). In this way, teachers could continue following the same curriculum while
being informed by recent studies showing the importance of this type of interaction in
children’s learning and development (e.g., Maier et al., 2020; OECD, 2021; Tonge et al.,
2018). This aligned with Leggett and Ford (2013), who highlighted the need to provide a

balance between adult-guided and child-led play. This “emphasis on play-based learning
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and the intentional role played by both educators and children” (AGDE, 2022, p. 4)
involves combining “learning through play” and “intentional teaching” to form a new
practice, “play-based learning and intentionality” (p. 21).

The findings addressed Research Questions 1 and 2 through the teachers’
perspectives about teacher-child interaction quality before and after the initiative. It also
addressed Research Question 3 regarding changes in their practices.

Theme 3: Teachers’ Views on Supporting Children’s Learning and Development
Early childhood teachers play a critical role in providing high-quality care and education to
young children. Early childhood programs require teachers to fulfill a variety of roles
(AGDE, 2022; NAEYC, 2022). In this vein, the findings generated within Theme 3 could
be divided into the following subthemes: monitoring, facilitating friendship, behavior
management, and supporting language development. Preparing the learning environment
was also mentioned by teachers as one of their main roles but is discussed later under the
learning environment theme.

Supervising (Monitoring) Children

Teachers placed a great emphasis on monitoring children as their main role. This
encompassed monitoring for safety, making sure children were engaged in learning, and
interfering only when necessary. Monitoring for safety was mentioned by all teachers in

the pre-initiative interviews, as exemplified by Layla:

Monitor the children for their safety, not L al cagiadlas e La ja JULYIA8) 5
only for their physical safety but also for Jal ose Ll (815 dpanall agiadlas dal (4
their psychological safety. Al agiaDlus

Early childhood organizations likewise agree that maintaining the safety of the child
physically and psychologically is essential in any early education setting (AGDE, 2022;

NAEYC, 2022).
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Outdoor safety was also emphasized by all the teachers in the pre-initiative

interviews; for example, Maryam said the following:

Safety is the first and most important (e 2] dnald aal oo A3l
characteristic [of high-quality interaction], Calall 8 La gad [32 ol ailiad
especially in the playground since playing Gl ga Gt Kae Y (A
outdoors could involve accidents. Jak>d

Similarly, Coleman and Dyment (2013) stated that due to the features of an outdoor
environment, such as climbing equipment, teachers might perceive their main role during
outdoor playtime as supervising and ensuring the safety of children.

In the pre-initiative focus group, teachers also mentioned monitoring safety as one
of their main roles, as exemplified by Nawal:

Paying attention to their safety in the playground Galall (8 agiaDls alaia ¥l any

is a priority. Al
Layla gave a similar response:

Monitoring children while they play, making pac (g Ul 5 cagunl oL JLlaY) 481 50

sure they don’t hurt each other or say bad ipes L Jadlil) gl (ymmil) agaiany 1)

words to each other, and noticing if any child 1 IS 13) Lo a5 ¢ pandl agaiand]

needs help. Baeluall ) #lsy Jika

Reminding the children about the rules of the kindergarten and encouraging them to
follow those rules was another form of monitoring according to the teachers, especially on
the playground. I noticed that Maryam, Fatmah, and Reema always reminded the children
about the rules for playing outdoors at the beginning of the period before they started
playing. As an example, from my observation in Week 5 of Maryam in the Bees class,
before the children went to the bike yard, she lined them up in front of the class and

reminded them of the rules, e.g., walking on the sidewalk and not in the bike path. Maryam
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always started outdoor playtime by reminding the children of the rules, especially rules

regarding safety and taking turns. In a short discussion, she mentioned the following:

Children get really excited while they’re
playing on the playground, and since they’ve
just started coming back to school after the
pandemic, I’'m trying to get them used to the

kindergarten rules so they don’t get hurt...

b pend Ll s (ulaally JULYI ey

3l A gl hay agil Lay g ccanlall

slo pagad Jslal coli gl aay Ayl

RO PRSSID A TR P

Moneerah emphasized implementing and clarifying the classroom rules in the pre-initiative

interviews:

The rules in the classroom are clear and children
abide by them. The rules are for the children’s
safety first, and to facilitate learning second, and
simply to know what is expected and what is
considered good behavior and what is considered
bad behavior in kindergarten. | explain to them
that each place has its own rules...street...house

and we have to follow the rules.

JlaY Al ) Caags ac ) @l JakY)

28 yaa Al s Lall alal) Jgeasis Y
Los s gl iy Loy adsie 5o L
TGP VEPR! P W T
sac) 8 4l S JS

i o bide 5 J il g SLall,, Aalal)

e g8l

This emphasis on rules aligned with the literature that rules are essential to have a

positive learning environment and to help children understand what they can expect from

themselves and other children in the class (Beazidou et al., 2013; NAEYC, 2022).

Another aspect of how the teachers viewed their monitoring role was making sure

children were engaged in learning. For example, in Week 4 when observing Moneerah in

the Colors class, | noticed that she mostly monitored the children and made sure they had

something to do. She started interacting about 15 minutes after free play in corner time

started. Her interaction mainly involved solving problems children faced or directing or

helping them choose an activity and keeping all children busy. For example, she noticed
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that Layan was waiting her turn to enter the dramatic play corner without doing anything,
so she told Layan the following:
| will write your name in the waiting list. You iy Uaisy) Aailh b elan) xSl
can play in another corner, and I'll let you Lozie: ol jualy s Al 4yl 5 8 canlll
know when it’s your turn. I don’t want you to ¢l &l 5 anzai o) @y ) Y &) 50 cpay
waste your time while you wait. You can go A5l (bl Claldll iy Uiy
play in another corner. Al
Teachers in all the classes | observed similarly monitored the children to make sure
they were engaged in an activity during the corners period. | asked Nawal after the
observation in Week 3 why she made sure all children were busy doing an activity:

All children should be busy doing something — Jass 0l sxiie JUlaY) aaan 50 O o

during corner time so they learn and don’t Y Osalaiy s G Y Cd g IO Ll
bother their friends. Usually when children Gl ¥ Ledie ale agilBaal ¢ sac
are not engaged in an activity, they might agliacal o gae 3 a8 dalds (5l 4 JulaY)
bother their friends who are learning. O salaty opdl)

This view on how to monitor the children included interfering when necessary, as

illustrated by a response from Nawal in the pre-initiative interview:

When the children get to know each other and sl agaany e JikY) o jady Wl
get along, the teacher can just monitor them Aalaall 5S35 (amy pe () sanmiy g
while they play and interfere when it’s Jaaill 0 5S) Ladie JA0T g ag 8l e
necessary. ESTSC

Teachers in the pre-initiative focus group gave similar responses, such as Reema:

The main role of the teacher...is to monitor JULY) 48 je sa . Aaleall iyl gl

the children as they play and notice if any Jika (5 S 13) Le Adandla g agand L
child is facing a problem or doesn’t know coalad g e Cpm Yl AlSG an gy
what to do...
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This focus on noticing if any child needs help and making sure they are engaged in
activities aligned with Coleman and Dyment (2013).

Based on the pre-initiative interviews and focus group, the participants viewed
monitoring as an important role for them as teachers. In the post-initiative interviews and
focus group, in contrast, teachers placed far more emphasis on interaction. On the other
hand, the observations showed that teachers monitored the children for safety and to keep
them engaged in learning experiences throughout the initiative, with no differences
apparent in practice.

Facilitating Friendship

As explained in the previous subtheme, teachers placed a strong emphasis on monitoring
children during play and intervening or interrupting only when necessary. However, they
also stated that another role for them as teachers was to prepare the environment for
children to play with each and form friendships, as explained by Nawal in the pre-initiative
focus group:

I believe the teacher’s role is to play with children Gaali () daleall ) 52 () e )

sometimes, especially at the beginning of the year pladl 43l La gad Ulal atles

because the children are new to each other. Later, when ¢« g e avaa JibY) oY

the children get to know each other and get along, the = agam: Ao JUlaY) o j23 131 5

teacher can just monitor them while they play and an ae | ganil 5 (anl)

interfere when it’s necessary and prepare the activities abali¥) jagad g agadl ey (IS

and the environment very well, so the children can learn plaly Cusy s JSn A3l

and play with each other with less interference from the — Ji (s e () saly 5 JikaY)

teacher. Adad) (e JANS
Others gave similar responses in the pre-initiative focus group, including Reema:

The main role of the teacher is to prepare the adi¥) e ) ol dalaall o

activities and to watch the children as they play. Osnds aa g JWdla¥) A8 ya s,
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Rana followed up with this comment:
Sometimes she plays with them...intervenes ~ JWh¥) 4a) s 13 JAd5 | agae Gaali Ul
if the children face any difficulties, or if they 13 Lal saclica () saling 131 ) ¢ s (6
need any help, but if they are enjoying and Galll &l Ay (paialis | S
engaged in play, she does not interfere. JAXS (93 agS 5"
Such responses showed that these teachers viewed a big part of their role to be creating an
environment for children to interact with each other. Another example was Maryam’s
claim in the pre-initiative interview that the activities she prepared could help children
interact with each other and make friends:
...these activities help them interact with their e Jeliil) e aanc b dhaii¥loda
peers. Sometimes when they face difficulties, O seal s bodic (Lall (any b agilsal
they ask their friends to help them. I give eeiebue agiliral (o () sallay (il gra
them the chance to help each other, and | help cpanll aguans acbual s il peaial
them make friends through activities, A e Cllaa (685 8 anaclad
especially in the beginning of the year. Al Aoy 8 dals dhaay)
These responses agreed with the literature outlining the early childhood teacher’s
role of facilitating friendship when “they design opportunities that promote peer
engagement, help children sustain and enhance play, and help children resolve conflict”
(NAEYC, 2022, p. 11). In her pre-initiative interview, for example, Maryam mentioned
helping children solve problems through dialogue, as discussed under Theme 2 (problem-
solving). She also mentioned giving children the chance to have a dialogue among
themselves, which she viewed as not only facilitating their making friends but also
supporting language development, as discussed in a later subtheme. In the same vein,
Kemple (2004) and Tan and Perren (2021) emphasized the importance of providing
activities that promote positive social interactions among young children as well as the

impact of supportive adults in facilitating social skill development and creating a
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welcoming and inclusive environment for all children. Teachers’ interest in creating an
environment that supports friendship between children reflects their understanding of the
influence of the social environment on the child’s development, as confirmed by ecological
systems theory (Bronfenbrenner, 1986), in which the microsystem (the family,
kindergarten, peer group) has the most influence on development.

Observations conducted throughout the initiative supported teachers’ claims that
they prepared the environment for children to interact and interfered only when they felt
they had to. However, their perspective on what constituted a necessary intervention
changed over the course of the initiative. At first, they typically only stepped in when
children faced a problem, but by the end of the initiative, they were intervening when they
felt the need to support children’s learning or encourage them to complete their work. This
subtheme mainly emerged from the pre-initiative interviews and focus group, probably
because the teachers were more focused on teacher-child interaction later on.

Behavior Management
The findings showed that participants considered managing children’s behavior to be a
critical role for teachers in the classroom. In her pre-initiative interview, for instance,

Hanan said the teacher’s role involved dealing with behavioral issues:

At this stage, the teacher plays a key role in ol 50 Addaall Gl Al yall 038 3
changing some children’s behavior, such as LIS JlaY) any LS sl s A
selfishness, stubbornness, and other behavioral JSLaall (e Lyt 5 aliadl

problems...encourage them to share, express il g AS jLial) e aganndi | 45 sLu)
themselves... e«-mﬁ-'\ oe
According to Hanan, one of the ways a teacher can help a child solve these problems is by

developing alternative behavior, in agreement with the NAEYC (2022).
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Nawal similarly said in the pre-initiative interview that the teacher’s role includes
solving children’s behavioral problems, but she added the importance of spotting and
talking about feelings and cooperating with families to solve problems:

The teacher notices if the child is upset or has a o lae 3ie Jalall S 13) ddadd) Jaadl

problem and asks about his feelings...if the OSN3, o selin oo Jlu g G 43l
child has any behavioral problems, she O3l AS gl JSLia (gl (g0 (Slag Jaball
cooperates with the family to solve it using the o pladinl Ledad s Hu¥) aa
same strategies at home and in school. Ayl 5 J el 8 laa) iy

Moreover, in her pre-initiative interview, Rana said that uncooperative parents
hindered teacher-child interaction quality (see Theme 5). These claims that the teacher’s
role includes solving children’s behavioral problems, working with families to solve
problems, and recognizing children’s feelings and how they express those feelings were
aligned with the literature (e.g., NAECY, 2022).

Some teachers in the pre-initiative interview, such as Maryam, noted the
importance of professional development on how to deal with behavioral problems:

Providing courses for teachers on dealing e daladll J ga Slalaall il 9 apads

with children’s behavioral problems. JhaY) gl 48 gLl IS adl)

Based on my observations, teachers quickly noticed behavioral problems and tried
to solve them, especially when there was a conflict or argument between children. As some
of the teachers mentioned, they tried to get the children to solve their problems through
dialogue (see the interaction strategy under Theme 3 and problem-solving).

One factor they reported that could help them avoid behavioral problems and
manage classes was a high-quality learning environment (for more details, see Theme 4),
as exemplified by Rana’s response in the pre-initiative interview:

A high-quality environment makes children more  Juxiil JiSI Juila¥) Jrad ad) Al

engaged in activities and minimizes behavioral A8l Jslinal) Jls  ddaiia¥) 8
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problems among children. Even when problems JSLie cdiaa o1 s JladaY) oy

happen, a good environment helps me solve Alia | lela 8 Jacluisaall 43yl
it...there are a lot of alternative activities, for e oy Adaia¥) (e S0
example.

Another factor that supported behavior management were the class rules, as
mentioned in the monitoring subtheme, where teachers emphasized reminding children
about and letting them implement the rules. This concurred with Beazidou et al.’s (2013)
findings on non-punitive practices, such as classroom rules, encouraging children to be
responsible, and encouraging children to discuss topics involving behavior, emotions, or
situations of concern, as Nawal mentioned earlier about letting children talk about their
feelings.

A final example is from the pre-initiative focus group, in which teachers mentioned
similar points as before. Layla added that some children’s behavioral problems could lead
to bigger problems, giving an example from her experience:

If the teacher doesn’t pay attention to some  @e 2 28 (ISl (an daleall 4 ol 13)

problems, it can bother the whole class or o gudly iy Jilall Jany ol 41 Juadl) olld

make the child feel bad about himself, and ) Jsaall e a5l & 5 Ly g e olas

maybe he wants to stop coming to e gy Y Lad 8 Jih gaie IS A )l

kindergarten...I had a child in my class who ze e oaall Jie YIS alS 5 4S ) (e

wouldn’t stop moving and talking, he was like =~ <ali, bl g JeS) audaiv ¥ seliacal

an engine...bothering his friends...couldn’t ) Clld 5 ) $iSall, Aa iy Lgiauai g adall
complete any activity...I informed his mother =iz AS all la i ol jlaaly Clias

and advised her to diagnose him...the doctor 48 z yius ) 5ol (e QLS ilae oLy

said that he had ADHD...she gave me a book JulaY) ae Jabadll Gpaleall ¢Say 48
from the doctor explaining how teachers can =iy 48 jall Loy ol jlasaly (pibiadl)
deal with ADHD children. Ry
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Layla’s response aligned with Arumugam et al.’s (2020) recommendation that if
behavioral issues in children are not treated, they can lead to more serious, disruptive
problems. A proven method to help at-risk children is early identification, which then
requires early intervention using effective positive behavior support.

Observations throughout the initiative showed that teachers were practicing what
they claimed in the pre-initiative interviews and focus group. For example, they
encouraged children to share and solve problems through dialogue (see Maryam’s example
in the problem-solving subtheme). Teachers viewed such problems as an educational event
and implemented problem-solving strategies.

Overall, this subtheme emerged mainly from responses in the pre-initiative
interviews and focus group, with different data not being found in the post-initiative
interviews and focus group. However, teachers paid attention to the children’s behavioral
problems and managed those problems throughout the observation period. The teachers
were already focusing on behavior management before the initiative, and this did not
change as a result of the initiative.

The participants viewed managing children’s behavior as one of their main roles.
This role included noticing and addressing behavioral problems, sometimes with the
cooperation of family. They also highlighted using the learning environment to avoid or
resolve such problems.

Supporting Language Development
Teachers play a critical role in supporting children’s language development by providing
rich opportunities for interactive and responsive conversations.

The findings indicated that teachers supported children’s language development in
different ways, such as encouraging them to engage in conversation, as illustrated by

Reema in the pre-initiative interview:
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If the child doesn’t talk as much to me or to his ~ 4i8xal ae sf e Caaaiy ¥ Jiall (1S 13)
friends and doesn’t participate in circle time, 1 Jslal ¢ ddlall iy o jlsy Y5 108
try to encourage him to talk to me and his ¢ Bl pag ) Gaadl) e anmand
friends, ask him about the activities, and give — .AdaDl S Gy aaie s Aaiil) oo alll
him enough time to answer. One of the Gaaill e Jalal) aelud Al Aasal) (4
activities that helps a child talk is to bring (A o) Juall e ol Jlaa) 2
something from home (something he loves) and ~ 4alall < 5 8 4i8aal slaf aie sl |
talk about it in front of his friends in circle time.

Moneerah discussed this issue in the pre-initiative interview:

In the dramatic play corner, sometimes | play g Blaal Canll ¢l alll (S5 4
with children just to create a dialogue between JUlY) G ) ps 1Al Lass Julay!
children, and | encourage children who are shy 2 ) o saall JakY) anil

or not integrated with the group to participate in =~ AS_Liall e Ze ganall e uaaniall
the dialogue. Lolsall
Maryam added the following in the pre-initiative focus group:
Children learn through...dialogue. I always try Dl LB (e () salaty JUilaY)
to have a conversation with them at the end of G s dar (sS4l e a )
the day, in the last meeting, about what we have — J3a slilacle e 5aY) (Gl & o il
done during the day...children love o JUlB as e )Y ad o sl
roleplaying...it helps children’s language and (el g alll gaill 8 acliy
social development.
Layla added the following:
For children, an interesting part of the day is the last & 4xiae 3y Jak3U dually
meeting when they talk about what they did in the Uil oo O salSh Ll i) oAl

kindergarten that day. It is one of the best ways to bl e dza g )l (A 55
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create a dialogue with children and encourage them JulY) e s Al Gk

to talk. A e aganads g

Observations during the first few weeks aligned with what teachers mentioned
above. For example, in Week 3 in the Birds class. Rana introduced a new student Waleed

to his classmates in the dramatic play corner:

Rana: This is your new friend Waleed. Can he CSae g aall dlina 1 0L
play with you? $aSxn Canly
Najla: Yes, come over, Waleed. Al b Jlad and e Dhas
Rana: What role will he play? faandas 53 a8 La il

Nasser: Um...the father and you’re the

grandmother. saall el g QY1 pals

Rana: Okay. LSsh by

Rana pretended to be the grandmother for a few minutes until Waleed was
engaging in the play and then she left the corner. | observed similar satiations in almost all
classes when teachers encouraged children who were new or not engaged with the group to
play with their peers. From my observations, teachers participated in children’s pretend
play during the first few weeks of the initiative mainly if the children asked them to take a
role or they wanted a specific child to join the play, as in Rana’s example.

Reema, Moneerah, Hanan, and Maryam also all mentioned show and tell as an
activity to encourage children to talk (see Mortlock, 2014). Another way to encourage
children to talk was having conversations with them. | observed several examples of these
strategies during the initiative in circle time and the last meeting, but the current study
focused on teachers’ interaction in the corners time and outdoor play, so | have restricted

examples to these two periods of the daily program.
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Teachers in the post-initiative interviews and focus group mentioned several things
related to supporting children’s language development. For example, they emphasized
listening to children, as illustrated by Maryam in the post-initiative focus group:

Talking and listening to the children. Listening to glain¥) Jlakadl ¢ Lauy) y cuaadl

children makes them feel that they are important, s cagiaals pa ey JUL

develop their language skills...they should talk DS sianty o am, L A sl agdllew

more than the teacher. ..if the teacher is talking ¢ ST oy aladl) IS 1) aledd) (40

more, that is not high-quality interaction. B2l Mo Selis Ll 13gd

Nawal added the following:

Children love it when you listen to them, Lezie Aald cagall g lainl) JULY) any
especially when you let them talk about their pelalaial e Gaailly agd mand
interests.

Moneerah gave a related response in the post-initiative interview:

She [the teacher] listens to the child talking, a5 dibll ) adind [Aalaall] (48

wondering, suggesting, and expressing himself. . 4wdi ge juima g7 i Jeludy g Saaaty

Observations during the last few weeks showed that teachers sought to implement
the initiative’s target interaction strategies. This resulted in them participating more in
children’s play, having longer discussions, and trying to give children more effective
feedback. As mentioned under Themes 1 and 2, the teachers sought to balance child-
directed and teacher-guided play using high-quality interaction strategies. These findings
aligned with studies suggesting a positive relationship between the quality of teacher-child
interactions and children’s language development (Justice et al., 2008; Sylva et al., 2008;
Wasik & Hindman, 2011), such as receptive vocabulary competency (Yang et al., 2021), as
well as academics (Howes et al., 2008) and social skills (Mashburn et al., 2008).

The observations revealed many examples of teachers roleplaying with children to

foster language development. Similarly, various studies have found strong connections
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between pretend play and language development; this is because pretend play offers a rich
source of language stimulation for children, providing opportunities to develop and
practice a range of language skills in a fun and exciting way (e.g., Berk, 2009; Lillard et
al., 2013; Weisberg et al., 2013).

Another strategy discussed in the post-initiative focus group was listening to
children. The Foundation for Child Development (2020) emphasizes the importance of
teachers listening to children rather than talking to them, as research has shown that the
amount of time teachers spend listening is a stronger predictor of children’s outcomes in
both academic and social domains. Additionally, Dickinson and Porche’s (2011)
longitudinal study found that the ratio of teacher talk to child talk during free play was
related to positive outcomes for kindergarteners.

Several teachers (Hessah, Layla, Reema, Maryam and Fatmah) in the post-initiative
interviews mentioned reading stories and singing songs, as exemplified by Hessah:

Reading stories is one of the most interesting Abial) JSI (e panalll 3e) 3 yiiad

activities for children. Also singing together. Lol (s e 23U JUaB daedl)

Layla gave this response:

Children like to sing. Sometimes we sing on (& 2 Ulal 2801 ) sany JakaY)
our way to the playground or when we clean Ll sl calall Uiy 5
up...stories...children like some stories in O O s JUbY), | Ganadl) | calas

particular; they keep asking me to repeat them. (sl sy ¢ padll an 5 e (anadll

LS

Fatmah said the following:
| always add new stories to the library. Ulad 4l ) 3aaa anal Cana) ol
Sometimes I read to one child in the library, and (it AW S as) 5 Jadal §
the other children hear me and want to join us. L) plemi¥) 53 55 oA Y) JUkY
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This finding aligned with the literature, which has noted that language skills appear
to be enhanced when children engage in a wide range of age-appropriate activities, such as
reading with teachers, pretend play with peers (Sylva et al., 2012), and singing and reciting
(Dowling et al., 2020).

In the post-initiative interviews, teachers also mentioned using vocabulary,
extended discussions, and reading books to support language development.

Prior research has likewise found children’s language development could be
stimulated by teachers using more vocabulary during conversations with children;
extended discourse on a single topic (rather than frequent topic switching); and a diversity
of language-related activities, including storybook reading (Dowling et al., 2020),
conversations related to children’s experiences and interests, and pretend play (e.g.,
Dickinson & Porche, 2011; Sylva et al., 2012).

Summary of Theme 3

Theme 3 showed that the teachers in the present study viewed their role as encompassing
monitoring children, solving children’s behavioral problems, facilitating friendship, and
supporting language development. This, in addition to other themes, answered the first and
second research questions regarding how teachers perceived their practices related to
teacher-child interaction quality before and after the initiative. This theme mainly
addressed Research Question 1 regarding teachers’ perspectives about teacher-child
interaction quality.

Theme 4: Learning Environment

Theme 4 examines teachers’ perspectives and practices regarding the learning environment
in several subthemes: the reported impact of environment, characteristics of such an
environment, learning outdoors, and how the environment can support children

academically and socially.
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The Impact of the Learning Environment
There was general agreement among teachers in the pre- and post-initiative
interviews about the essential role played by the learning environment in teacher-child

interaction quality. For example, Hanan mentioned this in the pre-initiative interview:

The environment is very important for onS ey delall 8 Tas daga Al
interaction and plays a huge role in the child’s Jahall alas 8
learning.

Layla gave a similar sentiment in the pre-initiative interview:
The environment is the foundation of Jelall ) a daall
interaction.
In her pre-initiative interview, Fatmah gave a more detailed response:
A rich and suitable environment for both child = (s dalxall 5 Jalall Anuliall 5 4, il 430
and teacher is the foundation and the base of =~ sasall Jlall Jeléill o jell BaclE 5 ulu)
the pyramid for high-quality interaction.
In the pre-initiative interview, Moneerah described the environment as a place that

“incubated” teacher-child interaction:

The environment plays a big role in the quality of Basa (& S s L Al
interaction, as it is the place that incubates the (g A Sl g8 Jelal)
interaction between the teacher and the child. Jalall 5 dalaal) (0 Jelal),

These extracts from Hanan, Layla, Fatmah, and Moneerah agreed with the OECD’s
(2021) claim that the environment, including space and materials, affects the quality of
interactions in early childhood settings. Another example was Rana’s response in the pre-
initiative interview:

The learning environment is very important and must OV 2 Vg s daga alaill 43y

be high quality so the interaction becomes high quality. O s Alle Ly (58

A high-quality environment makes children more Al Ale 3asa 53 Jelal
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engaged in activities and minimizes behavioral Yiais)l ST Q) Jasd 3l
problems among children. JSiall Ji&s g ddais¥y) b
JULY s A gl

Nawal gave a similar response:

The learning environment is very important, and G ) LalS g Jas daga aladl) A4y
the higher its quality, the better the interaction Gl 5 5 Jeldll 32 pa ) ) LeBaga
and the less behavioral problems among children. Jabay e S JSUa)

These responses aligned with prior research (e.g., AGDE, 2022; Touhill, 2017)
asserting that physical space has a powerful influence on teachers’ interaction with
children. The participants in the present study shared the belief that the physical
environment and how it is organized shapes their behaviors as educators and children’s
behaviors as learners. Similarly, Conde-Vélez et al. (2023) emphasized that classroom
organization is one of the key factors in ECEC interaction. Rana and Nawal’s responses
also agreed with Touhill’s (2017) claim that a well-resourced learning environment could
keep children more engaged in meaningful and extended learning, which gives educators
the time for supportive interactions rather than simply policing behaviors and enforcing
rules. These perspectives regarding the learning environment also aligned with ecological
systems theory; Perlman et al. (2016) noted that in the microsystem, a variety of
variables—such as the child’s behavior and the classroom environment—can affect the
quality of teacher-child interaction.

Cognitively, Socially, and Emotionally Supportive Learning Environments

Regarding supporting cognitive development, some participants mentioned the
need for teachers to ensure all children are involved in playing and interested in activities,
providing the educational activities and materials that attract children to play and learn. For

example, Layla mentioned the following in the pre-initiative interview:
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The classroom is organized and attractive to the ¢ Jahall a5 alaia Juadl)
child, and the tools and activities are always laa Laila dada¥) 5 < g2
engaging to help children develop and learn.

Rana said this in the pre-initiative focus group:

Through activities in the corners, children can abion W53l 3 Adaas) DA 0
learn different things and concepts, Adlise amlia s eladl alad JUikY)
mathematics, science, reading and writing. ..in AU 5 3o ) a5 o glall g luzaly )
an attractive and fun way. Jatiaa 5 Alda A4 Hhay

Reema added the following:

The environment should have a variety of de gana Ao Al g gin ) ang
activities and materials...almost every day we a5 OS .0 sall 5 3daisYI (e de gila
add something new. Juaa Bl Caal Gy 8

From the observations, | could confirm that what the teachers mentioned regarding
their role with children represented their reality. For example, they emphasized that their
main role was to prepare the environment for children to play and interact with each other
with minimum interference from the teacher. Children were given opportunities to make
friends and the teachers helped them in this regard by preparing the environment (see the
facilitating friendship subtheme). Each time | entered a class, | took notes about new
activities or materials that teachers provided to each corner. Sometimes | even found that
they had added a whole corner to the learning environment. | always saw the teachers busy
preparing activities for children during their breaks or at the end of the day after children
left. In general, teachers paid great attention to preparing the environment.

Teacher-child interactions characterized by warmth, responsiveness, and cognitive
stimulation have been associated with better social-emotional outcomes for children
(Mashburn et al., 2008). In this vein, participants mentioned closeness to the child as a

characteristic of high-quality interaction, the teacher’s unconditional acceptance for all
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children, treating children with love and tenderness, getting down to a child’s level
physically, and communicating with children. Closeness is an important feature that
describes the degree to which the teacher and child have a warm and supportive
relationship (Hamre & Pianta, 2007; NAEYC, 2018). This characteristic is illustrated by a
response from Layla in the pre-initiative interview:
In my opinion, good interaction is characterized by < alb xall Jeléll yaiy ¢ A5 4
closeness to the child. When the child considers Aalaal) Jahall iiay Lanie Jahall (e
the teacher as his second mother and expresses his 13 o elie e el a5 450 4
feelings to her, that is good interaction. wall Jeladl) s,
Other characteristics of high-quality interaction mentioned by teachers were
ensuring no children are isolated for a long time in the relaxation corner, constantly
interacting with the children, and keeping harmony between the teacher and children. For
example, Reema said the following in the pre-initiative interview:
Treating children with tenderness, love, and sl 5 a5 laally JlakY) dlales
acceptance. There is harmony between the JULY g dalaall ( plas) Slla
teacher and the children.

Another example came from Rana in the pre-initiative interview:

Getting down to the child’s level, physically Ldadl g Gana Jahall (5 s (A J s 330
and verbally. | make sure that all the children Osteliny JulYl e o)f (e 25
interact and enjoy the activities. | make sure 3 0 Y adl KU LSV ) et
no child doesn’t know what to do or stays Y jaie an Y o)l Jady 13l alay ¥ Jila
isolated for a long time in the relaxation Jelai ola i) o€ ) A akglas yis
corner. The teacher always interacts with the e cuai s JEbY) e L2l daladll
children and answers their questions and Ulal agae ualis agiliad,

sometimes plays with them.
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Other characteristics were mentioned by a small number of teachers in individual
pre-initiative interviews, such as providing the appropriate academic as well as social

environment, as noted by Reema:

Providing an appropriate atmosphere socially GapalST Lo laia) anlia sy s
and academically for the child’s needs, an e dikall acluy 13a (Jilall cilaliay
atmosphere that helps the child maximize his el g bl (g 528 ] (Gt

learning and development.

Reema mentioned other characteristics as well:

The teacher is supposed to be smiling, daniize dadaall 5S35 O sl (4
affectionate, close to the children. JhY) e dy s Aigiag
The teacher strengthens the relationships JELY! B 4 55y Laleall o 58
between children, promoting sharing. A Liall Tase 3 3ais

Fatmah also discussed several characteristics:
The teacher shows her enthusiasm to interact with ~ Jakll ae Jelall lealaa dalaall el
the child to make him feel that he is important 2O Al 5 abaaly o ey Las
and his ideas are valuable. Interacting in an ikl Cpd dilia 45y Hlay Je i
appropriate way to the child’s age.
There is an exchange of roles between the teacher ~ Jikll s daleall () 230 Jalis cllia
and the child (asking, discussing, interacting...) (.. Selal) ¢ Li8Lal) ¢ J) gl
Moneerah said that good teacher characteristics included the following:
The teacher supports the child’s g galll ) sill man (e Jahall alal ae 35 dalaal)
learning in all aspects: language, “Lible 5 Lelaia) Uil 5 5¢) 8l
literacy, socially, and emotionally.
The characteristics above were mainly mentioned by teachers in the pre-initiative
interviews and focus group or in both pre- and post-initiative interviews and focus groups.

In contrast, the following characteristics were mentioned only in the post-initiative
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interviews and focus group. In the post-initiative focus group, teachers mentioned the

following:

Moneerah: The relationship between the teacher 2 olad¥) 48l Jalall § dalaall (0 4830a])

and the child is bi-directional in all aspects, dalalall il gall clly 8 Lay il sall apea
including emotional, social, and academic o A SY) s A LaiaYl
aspects...

Nawal: The teacher is sensitive, affectionate, Agll g 4 g Aalaall
and kind.

Layla: A safe and comfortable environment in stV Jalall Ly Ay a5 Al Ay
which the child feels he is safe and belongs, so GLEY g aladll e axaii (Y

he can explore and learn.

Those characteristics aligned with Hamre et al. (2014) and the National Scientific
Council on the Developing Child (2004). The findings also reflected the value of teacher-
child interaction as articulated by Howard et al. (2018).

The characteristics mentioned by teachers before and after the initiative were
similar, but they appeared more comfortable using the term “teacher-child interaction
quality” and were more fluent and confidant when talking about characteristics in the post-
initiative interviews and focus group.

Characteristics of a Good Learning Environment

The characteristics of a high-quality learning environment according to the teachers could
be grouped under three categories: general characteristics, characteristics of an indoor
environment, and characteristics of an outdoor environment (discussed in a separate
subtheme). In general, most teachers said safety was the most important characteristic, as
exemplified by Hessah in the pre-initiative interview:

The most important thing is safety in the IS Al Al A S 8 ¢ pal

environment...materials and toys are all safe Taulia g Al LS CladY 5 2 gl ole
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and suitable for children’s age to avoid any Adaid A ¢ Gl (gl qual Juladl

accidents, available first aid kit in the il 8 40 il

classroom.

This emphasis on safety was likely a reflection of what has been emphasized in
early childhood education and care policies (see OECD, 2021).

Sufficient space was also mentioned by most teachers as a major positive
environmental characteristic. For example, Hessah gave the following response in the pre-
initiative interview:

Indoor environment, the classroom is spacious e A aul g Juadl) Adaal) a4

enough for the number of children. Jlaky)

Other characteristics teachers mentioned included richness, materials that are
renewed, variety, and real-world experiences from the local area. This could be seen, for

example, in Moneerah’s response:

The most important characteristics and components O Al i Sy pailiad aal
of the environment is being safe, rich, constantly saxaiae cdyie dial (46
renewable, whether indoors or outdoors, and varied. S AR Al o) gas ¢ ) painly
Renewed is the most important, close to the reality of 9 2Tl de e s jAl)
the child, real and derived from the local i (Jalall a8l 5 (e A 5 canY)
environment. Aglaall D) (e adlisn g

Moneerah and Reema mentioned similar ideas in the pre-initiative focus group, and
the group agreed with them. Moneerah said the following:

The chance of high-quality interaction LAl e deldll a8 ala 3

increases. ..if the activities’ tools and materials are Aol 53y 5 Ll el 1)

available and derived from the child’s environment 4l (Jadall L3y (he Bacione s dalia

[home/cultural environment] such as, desert, palm . <ill ¢Jadill cel jacall (i (Al

trees, and dates.
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Reema gave this response:

A stimulating environment for children is a g Al oo Jalall 5 jaaall 23l

high-quality environment. Adle

Layla and Hanan both pointed out attractiveness as an important characteristic.
Layla said the following:

The classroom is comfortable, organized, and <l sa¥) | Jalall Qlda g alaia g je Jusadl

attractive to the child...the tools and activities et Laila dada¥

are always attractive.
Hanan added diversity and age appropriateness:

A variety of tools and materials that are Jalall aglaa ¢ <5 g el 5l 5aY) ¢ i

attractive to the child and suitable for his age Al 025 5 0 50 X5 Al Al g

invite him and attract him to learn.

These elements (comfortable, attractive, varied in terms of activities and material,
organized and free of clutter, and stimulating) all agreed with previous studies and
international standards, such as the NAEYC (2018), the Michigan Department of
Education (2021), and HighScope (2019). The above responses also concurred with
Touhill (2017), who underlined the importance of a rich and inviting environment in
providing children with the opportunity to engage in meaningful experiences for learning.

Regarding indoor areas, teachers mentioned several general positive characteristics
as well as ones specific to learning corners. This was exemplified by Reema in the pre-
initiative interview:

...appropriate furniture...classroom space is suitable 22a Clia Jiadll | 2330 SIEY)

for the number of children...tools and materials are  4mslie Clalaldl s il 2V | JuilaY)

suitable for the number of children...wide pathways. a5 Gl paal) | JUlaY) saa]

Suitable classroom space was mentioned as important by all teachers. Fatmah even

defined an appropriate space per child as four square meters in the pre-initiative interview:
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The classroom is supposed to offer four square Juadll A Jila <1 () 68 (a9 yia
meters for each child and the number of children is & JBlY) a3 5 aye e €
determined by the space of the classroom. Jradl) dalie s 2028 Juadll
This is similar to NAEYC’s (2018) recommendation of having 35 square feet
(about 3.25 square meters) for each child in an indoor activity area. Maryam mentioned
other characteristics in the pre-initiative interview:
Good lighting, air conditioning, and AALS daliall oans allay 5 2l SEY) 4563l
ventilation. Jalay) saal anidlia
Agreeing with Maryam about good lightning and air conditioning in the pre-initiative

interview, Nawal added some components no one else mentioned (i.e., a board and

projector):
The classroom must have a board and S g 98 s Jaatll (B 6SH g e
projector...good lighting, and air A CaSS g s Belual
conditioning.

Hessah also described how the classroom should look in the pre-initiative interview:
The classroom should be spacious enough for e (Jiba¥l dae (S al g Jacadl)
the number of children and divided into several = .48 x5 aul s aDke <5 OIS ) 324
corners appropriately, wide and tidy.
According to the teachers, the location and space for learning corners are important
characteristics, such as Layla’s response in the pre-initiative interview:
Suitable space of the corners, suitable for the Caagll LM edaide IS Y dalis
purpose of the corner. | mean for example the Gaalll (S ) M (gl (S 1) (1

dramatic play corner needs a bigger space than the S, (e UsS) Aaliuae Zlisy alg¥)

reading corner for example...Quiet corners close a4kl SO Dl Al
to each other, and loud corners close to each S Lpam i Adlall g
other... The art corner is close to the door and Oldie aleadl s Gl (e B Al
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bathroom, so children can go to wash their hands Osish Lo 2 pay (o shay JUilaY)
after painting and put their drawings outside until Bl Gl agile gy O shana g
they dry.

In her pre-initiative interview, Nawal emphasized that corners should have enough space

for five children or more and mentioned the richness of tools and materials:

Spacious corners, each corner is enough for at 0 (A 8 IS a5 GV
least five children...corners rich in tools and e SOV L8 e Jlaki
materials. cldall g il saYL

Rich and attractive corners with a variety of materials and tools were mentioned by
some of the teachers as an important characteristic, such as Layla’s response in the pre-
initiative interview:

The corners are attractive, rich, and varied in Cilelall de gty die ddylda SV

materials and educational means...toys, tools. Clal¥) gl a1 | Asaaledl) Jil gl s,

Another example came from Hanan’s response in the pre-initiative interview:

Diversity and richness of corners’ tools and 5L QS Y 6l Sis g
materials that are attractive to the child and also Aauliall g Jalall A0aad) clalall
suitable for his age. Lianl 5 yanl

Maryam explained in the pre-initiative focus group why a rich environment was important

from her point of view:

If children are engaged in the activities, and Jila 0S5 AdaiiVl Ganedia JlilaY) 3
every child is busy and has interesting 22138 4 s alias Tl saie 5 J gl
activities, this means that the environment is Jaa dlac) 3aza g 4 Al o)

rich and well-prepared.
Reema and Maryam mentioned furniture as an important component as well. For

example, Reema gave this response in the pre-initiative interview:
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Appropriate furniture suitable for children’s Ulay s Jadall anad Cuuliall g 2l Y

size and in a good condition appropriate for SOV s ¢S IS auilia g 33
each corner. Some corners need a table, some Bl glind Lgany 5 Al sl lias
need carpet...chairs for teachers. lalaall ol S

Maryam mentioned the same in her pre-initiative interview:

High-quality furniture that is appropriate for Al s JakdU 2kl 32 ) e &Y

children and in good condition... s,

My observations largely supported participants’ claims in the interviews and focus
groups. However, some classroom elements were not mentioned by teachers, as described
in the introduction. For example, the corners were divided appropriately, with noisy and
quiet corners farther away from each other. Also, I regularly found new activities and
materials being added to all corners. For example, in Week 3 when observing Hanan and
Fatmah in the Birds class, | noticed that each corner had at least one new activity or
material since the previous week. They had added new colored plastic blocks to the blocks
corner. In the dramatic corner, they had added a café with toys in the shape of a coffee
machine, coffee cups, cake, and donut. One of the teachers told me that she added a new
story that day to the library corner, dough to the art corner, and a new science experiment
to the discovery corner (weight scale).

As another example, in Week 7 while observing Hessah in the Rainbow class, |
noted a construction work corner had been added that contained workers’ clothes,
construction tools, and toys (buckets, paintbrushes, and cones). In the puzzles and
manipulative games corner, there were puzzles for different professions’ uniforms. In the
library was a story about different professions. A water corner had been added, a table
outside the classroom next to the back door of the classroom. In the art corner, there were
new materials for recycling, and in the blocks corner, there were new figures for different

professions.
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In general, until the last day of the observations, the teachers paid special attention
to the learning environment in terms of organization and renewing activities and materials.
All observed characteristics in the classrooms were aligned with the most recent
international standards and studies, such as the OCED (2021), NAEYC (2022), AGDE
(2022), and Michigan Department of Education (2021).

Offering a variety of materials and activities for child-guided (free) play is very
beneficial for children according to Sandseter et al. (2022). In that study, the indoor
environment in participating institutions afforded predictable play types in confined spaces
designed and furnished for certain kinds of play activities. Additionally, it was observed
that the indoor environment had a significant influence on children's play behavior, with
certain environments being more conducive to specific types of play. The authors suggest
that teachers need to balance the creation of structured environments that support
predictable play with the need for children to have the freedom to bring their own
initiatives, ideas, and creativity into their play in unpredictable ways.

Teachers’ stated perspectives about learning environment before and after the
initiative were very similar; however, few points they added in the post-initiative
interviews and focus group. First, Rana and Maryam mentioned that high-quality
interaction involved asking children for their opinions and suggestions regarding the
learning environment, something that was discussed in the learning environment
workshop. Rana mentioned this in the post-initiative interview:

Asking children about their opinions and agilal 5B 5 agil )l e JEkY) J)

suggestions regarding the learning ALz ol Ay G e

environment and the activities.

Maryam gave a similar response in her post-initiative interview:
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The teacher takes children’s opinions and SV G JakY () 23l dalaall

suggestions into consideration when planning @ wsd e o) ddaB Ladadi Larie
for activities or changing anything in the Saadl) B
classroom.

Another point made by two teachers was the need for open-ended materials, an idea
discussed in several workshops. In the post-initiative interview, Fatmah mentioned this
characteristic as follows:

The teacher uses a variety of educational means e sile dpaplad Jilu g 223505 dalal)

and materials, especially those that are open- ) gidall Slledl) @3 La siad

ended, which encourage the child to be creative s Sip ) e Jalall aads

and innovative.

Hanan gave a similar answer in her post-initiative interview:

The teacher must...prepare tools and el g <l a1 e a)Y dalzall

materials, especially open-ended materials. 4a sida Leiled (585 I el La s,

Other additions could be seen in Fatmah and Moneerah’s responses that reflected
ideas discussed in the learning environment workshop, as in Fatmah’s response in the post-
initiative interview:

Educational means suitable for learning objectives, e siia 533 sa i3 dpaalat Jilas 5 223

at the same time visual and sensory. For example, if Aaglill Calaa DU daulio 5 Al
you want to teach children about sheep, you can Ay s A (5S5 O) (m pand
bring them a picture of sheep, some sheep wool, peale ) () a1 13) Dl (i gl iy
and play a clip of its voice. However, it is better if ) pgd paal Gy Al e

you take them to a farm where they see the sheep in = &) Jad¥) 5 45 sem agranl 5 4d g

its natural environment. ..real experiences are Ay (8 Al (g nde ) e ardl
always better. Taking the children to the zoo, for cdazadl o ilaall il puall dmplall
example, is better than just talking about the EACNGIIR FUIKPYEN | ETLENIVREY
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animals. Planting some seeds themselves, watching — «oUl sl e Jad Enaall (e Juzad)

and watering their plants is better than just showing aeile 5 058 25 pendil 5o ) s

some pictures. L s 5

In her post-initiative interview, Moneerah mentioned similar points to Fatmah,
emphasizing outside experiences as an important learning resource in kindergarten. She
also discussed giving children roles and responsibilities in preparing the learning
environment:

The experiences outside of kindergarten are very daga laa A s )l )l il )

important, such as trips...Giving children roles and )53l Julayl elac) | s )l Jia

responsibilities in preparing and preserving the adadlaall 5 Al slae) (8 Sl e
environment, such as the responsibility of hygiene, s g A8l Al e Jie Lgile
watering plants, and assisting the teacher in opdaad 8 daledl Baclus s g ) )l

preparing materials for activities...planning and 785 Jandadsl) | Addalid lalall

suggesting the activities. iy,

Teachers viewed a good learning environment as essential to promoting high-
quality teacher-child interaction. This agreed with previous studies (e.g., AGDE, 2022;
Michigan Department of Education, 2021; NAEYC, 2022; OCED, 2021). Teachers’
emphasis on physical characteristics was likewise supported by the literature (e.g.,
Burchinal et al., 2015; Soliday Hong et al., 2019; Touhill, 2017) as the physical
arrangement of learning areas can improve engagement (Farquhar, 2003) and teacher-child
interaction (HighScope, 2019; Michigan Department of Education, 2021; NAEYC, 2018).
Furthermore, physical characteristics such as the size of the play space can affect
children’s cognition, emotion, and behavior (Tonge et al., 2016). Since teachers did not
mention all such characteristics, and due to the breadth of this topic, | focused on

perceptions about the learning environment as a factor in interaction quality.
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Outdoor Learning Environment
This subtheme discusses the teachers’ perspectives about the characteristics of a high-
quality outdoor learning environment and their interactions with children outdoors.
Most teachers cited sufficient space as a major positive characteristic. For example,
Hessah gave the following response in the pre-initiative interview:
The outdoor environment must be spacious. Al 5 0585 a3Y cga HlAd) Aoyl
Nawal placed a similar emphasis on spaciousness in her pre-initiative interview:
The outdoor playground is important for JulY) (JEhY) sail aga (o A Calal
children’s development. The children enjoy a  Oaasdi ails JULY) ) 1 G snly g sma 0 1
lot playing outdoors. Children are always Osllay gl 5 Caale () saling g A8a g
active and energized. They need a spacious A8 agiilhs
playground to use their energy.
Similar characteristics were mentioned in the pre-initiative focus group:
Layla: A spacious playground is essential for the il (55 pn ol sl anlall 1 L
development of children. Jaky)
Rana: High-quality equipment for the children’s  43d 3a5all 4lle e (L,
safety. P BAY
Rana’s response was similar, but she added “stimulating” and “renewed” as important

characteristics as well:

The two most important elements in the AR o) g A3 & 0 paic aa)
environment, whether indoors or outdoors, are 3 )8 g Baaate (35S0 () (& A )A)
constantly renewed and stimulating for children. Jakall

Maryam and other teachers mentioned that safety in general was important but that
it was even more important outdoors. This view could be seen in an extract from Maryam’s

pre-initiative interview:
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Safety is the first and most important & Al 5 Y & dpald Sl g a)

characteristic in kindergarten, especially in OY A Caldl i la pad A g )

the playground because accidents can happen. Sl jaal (Sae
Similarly, in Erdem (2018), teachers saw the outdoors as a riskier place, and their main
concern in that environment was children’s safety. Coleman and Dyment (2013) had
similar findings.

Teachers said the most important component of an outdoor environment was high-
quality playground equipment in good condition, including swings, slides, and monkey
bars. Others were a large sand area with enough toys and tools in good condition, a bicycle
area, and a large area for organized group games. For example, Reema listed many of these

features in the pre-initiative interview:

The outdoor environment is very important. S5 O s dage o daa ) Aol
It has to include a large bike area, swings, e cilalall 5 S dalaie e
slides, a large sand area with enough sand e A8 e ad g ey ale 3l
tools and toys in good condition, and a big dalu Laal 5 Allay Gl 5 <l 5aY)
yard for organized group games. Aadaid) Lo leal) Gl daiasa s S

Hessah added the following in the pre-initiative interview:
The outdoor yard should be covered, | mean Aahara ()55 (a5 e dpa il dalull
shaded because the weather most of the year e 30 Al alaea sl Y Alllas aad)
is sunny and very hot.
In the pre-initiative interview, Nawal explained how the bicycle yard should be

similar to the yard that her kindergarten had:

A bicycle yard has figures of a gas station, a dasal Gilewaa Led Gla ol Zala
traffic light, and small figures or wooden ) Slavaa s ¢ 55 e B L) ¢
buildings such as a school, a hospital, and a Ay Jia B ppa dndd Sl
supermarket. S ey g ¢ oilibua
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Similar features were mentioned in the pre-initiative focus group. These features
have been cited by educational organizations around the world as essential elements of an
outdoor learning environment (e.g., NAEYC, n.d.). They have also been included in
standards for early childhood education programs around the world (e.g., Michigan
Department of Education, 2021). Hessah added an important element: offering shade to the
outdoor play area, aligning with international standards (e.g., NAEYC, 2022). According
to these authorities and similar to what teachers mentioned, an outdoor learning
environment should ideally include adequate space for various types of play (e.g., playing
games, exploring nature), stationary equipment (e.g., slides, swings), portable equipment
(e.g., bikes, blocks), and materials for content learning. Regarding the last point, teachers
mentioned having a sand area, which could be seen as material for learning using tools and
toys.

I also examined the teachers’ role in one of the most important periods in the
kindergarten’s daily program: outdoor playtime. As Tonge et al. (2018) and Yoong et al.
(2022) noted, outdoor environments provide valuable opportunities for children’s learning
and development.

Based on my observations and discussions with teachers during and after
observation, and individual pre-initiative interviews, the teachers’ role during outdoor time
tended to be passive and focus mainly on monitoring children’s safety. In addition, there
was always a large number of children for one teacher (28-30 children), as one of the two
teachers took a break during outdoor playtime. The teachers generally reminded the
children about the outdoor play time rules in the beginning of the period (for their safety
and to avoid accidents) then sat on a chair and watched the children play (see example in
the monitoring subtheme).

Overall, from my observations, | noticed that teaches interacted with children

outdoors in three situations: if a teacher saw the children doing something potentially
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dangerous, if there was a behavioral problem such as saying bad words or not sharing toys
or taking turns, and when the children asked the teacher questions or talked to her about
something. During the 12 weeks of observation, | saw only two teachers (Moneerah and
Layla) do a 20-minute group activity with children outdoors. These interactions are
illustrated in the following examples.

The first example is when a teacher saw a child doing something potentially
dangerous. In Week 2 in the Birds class with Fatmah, a child named Ali was climbing on
top of the playground equipment so high that he could fall and get hurt, in a place the
teacher could not reach. When she noticed this, she ran over and told him to get down
carefully. He did not listen to her at first, but she insisted that he needed to get down. After
2-3 minutes of her talking to him, he finally came down.

Next is an example from my observation of teacher-child interaction dealing with a
behavioral problem in Week 4 in the Bees class with Rana. The teacher was sitting
monitoring the children playing in the playground. Danah came to her and said Hamad was
saying bad words. Rana asked Hamad to come over, and this dialogue happened:

Teacher Rana: | heard you saying bad words to o DlalS aila) J 58 elinans ;L) dalzall

Danah. Do you think Danah is happy to hear g Ll Bmas 41y 28T Ay S
those words? Sa<Ia
Hamad: No. Y oidea
Teacher Rana: What are you supposed to do Sopalll (g gudi o Y Uig 1) Aaladll
now? Aslal e raea
Hamad: Apologize to Danah. Lo e Sl b Adadl
Teacher Rana: Okay, apologize to her. A0l o saaa
Hamad: Sorry, Danah. ailaly atmalud 1U ) daladl)
Teacher Rana: Do you forgive him now? Al il
Danah: Yes.
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Teacher Rana: You can go back to playing now. G O30 [adla b ) daleall
ol (sl
The following example from my observation also occurred when a child asked a
question and initiated a conversation with the teacher. In Week 7 in the Birds class, a child
(Nawaf) asked the teacher (Hanan) about one of the trees:

Nawaf: Why doesn’t this tree have any leaves? Gl laie La s sl (o3l (i 1l 53

Teacher Hanan: Why do you think it doesn’t LaieLe Gl el (g o lis dalaal)
have leaves? ¢35 sl
Nawaf: Maybe because we don’t water it. Plgnionile LY (Say 1csl 5
Teacher Hanan: I don’t think so. The watering Jaidy g )l plhai a8 ¢ Le lia daleall
system works automatically. What else? RE PPV
Nasser: | know, because it will have new leaves. GBlsh allais LY e Ul yuals

B

Sarah: No, it’s dead. It’s just like the tree in front ) sl (o) uile Leildie Y 135l

of our house. iy ala8

Teacher Hanan: When we study the trees, we iy LSV G el s Addedl)

will know. [Trees is one of the concepts in the

water unit in the self-learning curriculum]

Hanan might have lost potential opportunities to engage further with children to
enrich and extend their learning based on their questions and interests. Yoong et al. (2022)
and Maynard and Waters (2007) mentioned that outdoor play involved potential learning
opportunities that teachers could use to enrich children’s learning.

Finally, this example from my observations illustrates interaction as part of a group
activity in the playground in Week 5 in the Colors class. | saw Moneerah doing a group

activity in the playground, a race around the cones, using cones and a whistle. Although

209



the activity was very simple, the children were laughing and appeared happy to run around
the cones.

As noted previously, the teachers’ role during outdoor time tended to be passive
and focus mainly on monitoring children’s safety, solving behavioral problems (resolving
conflicts), and answering children’s questions. This perspective toward teacher-child
interaction during an important time in the daily program was not in line with studies that
view teacher-child interaction quality as daily social and instructional exchanges within a
positive environment (e.g., Hamre et al., 2014; Howe et al., 2021; Howes et al., 2008;
Manning et al., 2019; Maynard & Waters, 2007; NAECY, 2022; OECD, 2021).

Data from the post-initiative focus group, interviews, and observations revealed no
changes in teachers’ perspectives and practices regarding outdoor teacher-child interaction.
However, they were impressed with AnjiPlay, as discussed in Chapter 2. Although they
emphasized children’s safety in the pre-initiative interviews and focus group (see
monitoring subtheme), they said they would like to balance their current approach to
outdoor safe play with the potentially riskier AnjiPlay by introducing some of its activities,
such as building with big blocks and using ladders and barrels (but smaller than in
AnjiPlay). They recommended it as a solution to high teacher-child class ratios. For

example, Layla discussed this in the post-initiative interview:

I like AnjiPlay and | wish we could Oe St Of el 5 (52U (il ARyl e
implement it in our kindergarten...That’s i AGyhall 4 el Liie A gl el
how we used to play when we were JUlY) zliagy || Jlaki LS Laxie Lgy caali S
kids. . .kids need some challenges, risky Apdad ) aalll ol amy )
play. Boys especially get bored quickly from Jlalls als IS8 3Y Y1 jeidy | halas

playing with sand, swings, and slides. It can .Galts 31 5 gl sall 5 Ja )l aalll (e Ao yuss
be applied in a less dangerous way, such as  alaaiul Jie 65 sha Ji 48 Jhay 4iubi (Say g

using smaller barrels and shorter ladders on &l dpa )i o yuaidl a5 jial Jual s
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a safe and flexible floor...Building with big =~ 3_ 2SIl CluaSall aladinly slidl, 25 ja g
blocks is very interesting and safe too. Ry el g ueny
Similar responses are given under the professional development theme. The
concerns teachers voiced about outdoor safety echoed the findings of Sandseter and Sando
(2016).
Summary of Theme 4
This theme focused on the physical, social, and emotional learning environment. Teachers
showed an awareness of the importance of environment in learning and development as
well as the characteristics of a high-quality environment (indoors and outdoors). However,
they showed a lack of interaction and activities outdoors before and after the initiative.
These findings were related to Research Question 3 regarding changes in practices; while
teachers did not change their practices outdoors, they did start considering children’s
interests and opinions and providing more open-ended materials indoors. This theme also
addressed Research Question 4 regarding the factors affecting teacher-child interaction
quality, with teachers mentioning learning environment as a major factor.
Theme 5: Factors Affecting Teacher-Child Interaction Quality
Teachers also mentioned the learning environment among other factors that enabled high-

quality teacher-child interaction, as Moneerah stated in her post-initiative interview:

Providing an educationally appropriate Glaliia¥ daulic aadal 40y 5l 5
environment for the children’s needs, which Jelal Lilul Sy 5 2o by Laa (JlakY)
helps and forms the basis of high-quality ey il ddad) gy sasall e
teacher-child-interaction...I mean the (el 1 JULY (mly ) Al Al
physical environment of the kindergarten: A ) ey eal sall 5 Y1

building, furniture, material, etcetera.
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Since environment was discussed above, the other factors they mentioned are
discussed as subthemes below: professional development, positive and stimulating work
environment, and parents (communication and cooperation).

Professional Development

There was mostly agreement between teachers’ responses about the importance of
professional development as an enabler of high-quality teacher-child interaction. This is
illustrated by Fatmah’s response in the pre-initiative interview:

Offering training courses for teachers is an s 9 Claleall dyy ill @l ) gall apis

effective way to motivate the teacher and raise 3252l (s siva ad )5 dalnall juiail Allad

the level of quality.
Maryam similarly responded in the pre-initiative interview, naming some important

training courses:

Providing courses for teachers...how to S8 588338 ilalaall ) g a8
stimulate thinking and creativity in children...  Jeli Gladl yiul | JELY) ol ¢ lay)
high-quality interaction strategies. .. Bl dlle

Fatmah likewise mentioned it in the post-initiative interview:
To develop education in Saudi sl JUlY) Gl (B aledl) gl
kindergartens...teachers’ development is one el sl aal e Cldaall ok
of the most important factors.

This sentiment was echoed by Hessah:
Workshops that focus on improving e 38 A Jaall iy 5 2ol o S
teacher-child interaction quality can help in o Jahall g dalaall (o Jelail) 33 5a (aund
improving the quality. Basall ol
These responses aligned with prior findings that professional development can

improve teacher-child interaction quality in early childhood education (e.g., Early et al.,

2017). Another study found that online professional development enhanced interaction
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(Pianta, et al., 2008). Furthermore, the OECD (2020a) noted that professional development
could lead to better health, education, and social outcomes.
Working Conditions

Based on the literature (e.g., Markowitz & Seyarto, 2023; OECD, 2011; OECD,
2020a), it was not surprising that participants in the present study mentioned work
conditions (e.g., a stimulating working environment) as one of the factors that enabled
high-quality teacher-child interaction, as illustrated by Fatmah’s response in the pre-

initiative interview:

Motivating the teachers and creating a positive Al dee Ay ala g Clalaall e
and stimulating work environment that helps e deldll e daaall 2o lud 3 jasa g
the teacher interact with children effectively. Jled (<8 Jaky)

Teachers gave similar responses in the pre-initiative focus group, adding points
such as incentives for teachers and supporting and encouraging teachers. This example is

from Fatmah:

Raising the motivation of teachers. Incentives cAaga Al gall Cilalaall dundls 28
are important, not necessarily material, but Jie iy sine s daala B 5 palls il
morale, like the best teacher of the month. el (8 dalan Juadl

Maryam gave this reply:

A working environment that supports teachers ¢l il 4S8 Clalaall ae i Jae 44y

in all aspects, provides materials, and e Gilalaall aalig il gall Ji g3
encourages teachers to attend workshops and oall g Jasll 5 ) puan
training.

Moneerah added the following:
Cooperation and support in all aspects of the il aen (A acall g () slaill 2xy

administration are very important if we want to Jgmanll B )i 13) 1 aga sl 312Y)
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have high-quality interaction. Also cooperation

among teachers.

el Sy 33 al e Jelis e

In general, teaches’ responses agreed with prior findings that a positive and

stimulating work environment is essential for early childhood teachers to provide high-

quality care (Cumming et al., 2021; NAEYC, 2022; OECD, 2020a).

Communication and Cooperation with Parents

Participants mentioned cooperating and communicating with parents as a factor that could

improve teacher-child interaction quality, as noted by Maryam in the pre-initiative

interview:
Educating parents about the importance of the
kindergarten stage and the importance of
communicating with the teachers to encourage
them to cooperate and communicate with the
teachers. Parents’ cooperation with the teachers
plays a major role in the child’s learning and
development, helps him to adapt quickly in the

kindergarten.

Al ye dpaaly 5aY) sl 4 5

sl e againdil Cilaleall

MJTJ}AQM\&AQL@-AY\

‘;QDJQMJGD‘WJM\#E

JUlY) (b ) A de e il

In her pre-initiative interview, Reema mentioned this issue as well:

Parents’ cooperation with the teachers plays a
significant role in the child’s learning and
development, helping him to adapt quickly in
kindergarten.

Maryam also discussed this in her pre-initiative interview:
Communicate with parents to learn more about the

children's problems...situation (if he’s an only
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child, has a new sibling, lives with his parent or caa 4l dam 5 Sk (IS 1)
one of them...) (Ladasl i anall 5 aa iny

These responses were in alignment with a standard set by the NAEYC (2022) that
recommends cultivating and maintaining positive relationships between teachers and
families, stressing the need for ongoing communication. Halgunseth (2009) also mentioned
the importance of communication with families and its impact on the child’s learning and
development.

Communicating effectively with parents to know each child’s background,
circumstances, and capabilities can help teachers interact with children more easily and
effectively (Hilado et al., 2013). This characteristic was mentioned in the pre- and post-
initiative focus groups and interviews. For example, Maryam said the following in the pre-
initiative focus group:

Communicate with parents and learn more 2 5all 4 a5 el 5l ae Jual 5l

about the children. JublY) e
In the post-initiative focus group, Rana said the following:

Teachers’ communication with parents, which & laa ) sa¥1 el 5l ae Cilaladll Jual 3

raises the quality of the interactions, to learn Jalall e 2 all 48 el Jeléil) 53 g (e

more about the child, his tendencies, and coAdlalaial g 4l saa g

interests...

In her post-initiative interview, Nawal said the following:

Factors that help create opportunities to o8 Gl e aelud Al dal g2l e
interact with children...effective e Jladll Jual i) JUlY) pe Jelisll
communication with parents... oY) el

In Moneerah’s post-initiative interview, she gave a similar response:
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Communicate with parents and get to know the Caailly ¥ sl aa Jaal il

child more and know his interests and Ailalaia) 4d yra g ST Jikal) e

tendencies. U
Rana also mentioned this issue in her post-initiative interview:

| encourage the mother to visit our class and Cany ebiady lba d )l ) e oY) and

spend some time with the children. JUlaY) ae 8 )

Layla gave this explanation in her post-initiative interview:

We have the visiting mother activity...cach Jhad of IS o€y a1 3L ) Jals Ll
mother can choose a day to come and do s AdasiY) Gany oLl 5 ) gasllag
some activities with the children. Jakay)

In her post-initiative interview, Fatmah added the following:

| like when the mother tell me about her child Glalaial e aY) S ouas Ladie sy

interests, problems, education challenges, so G Janid caalatll laas g 4lSLia 5 Leldha

we work together to solve them. Lelal
Such responses aligned with prior research (e.g., Halgunseth, 2009; Hilado et al., 2013;
LaRocque et al., 2011; NAECY, 2022; Chappell & Szente, 2019).

In summary, cooperation and communication with parents are crucial for ECEC as
it leads to positive outcomes, builds a supportive learning environment, and helps teachers
gain valuable insights into a child’s background and experiences. Teachers mentioned
cooperating and communicating with parents as a factor that could improve teacher-child
interaction quality. They also mentioned that effective communication with parents helped
teachers interact with children more easily and effectively.

Teacher-Child Ratio
Teachers cited a high ratio of children to teachers as hindering high-quality teacher-child
interaction. In support of this, studies have shown that lower child-teacher ratios may

improve outcomes, reduce behavior problems, and lower rates of special education (e.g.,
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Ackerman & Barnett, 2006; Pianta et al., 2005). Hessah, for example, mentioned this issue
in the pre-initiative interview:
The biggest problem we have is the number of  zaliall 5 (JikY) sxe o Lual Alia L
children, and the curriculum that we use needs Ao ) 2l Lgeadi Al du) ol
to have a low ratio of children for each teacher. Aalae JSI JULY) (e dmidia
In her pre-initiative interview, Fatmah highlighted the same problem:
From my point of view, the number of children — JS 8 JulY) axe a ¢ ki dga g (e
in each class is a very important factor for Bagall Mo Jelill aa g le Juad
high-quality interaction. The best number is 25 3 cilalaa 233 ae Mika 25 58 220 Juzadl
children with three teachers in a spacious ) Slalaall dpsi g &5 ) | il g Juad
classroom...high teacher-child ratio decreases Al 33 el (e Jly JULY)
the quality for sure.

Another example came from Reema’s response in the pre-initiative focus group:

The teacher-child ratio is a very important age Sale JBLY) ) Ciladeall Lo yias
factor...it should not exceed 12 children for oAl (KM 12 e D s
each teacher...a high teacher-child ratio st Y dadi ) JUlaY) ) cilaled) i
doesn’t allow the teachers to monitor the JS agiae e s JULY) 48) yey Cilalaall
children and help them effectively. s

In the post-initiative interviews and focus groups, there was a greater emphasis on
the teacher-child ratio by all teachers as a main hindering factor, as in Maryam’s post-

initiative interview:

Reducing the number of children in class. JULY) s Jeadll 8 JakY) sae
The ratio of children to the teacher is the LS 2l Jelall ~Ude oo dalaal) )
key to quality interaction. The lower the @l cabaall ) JlaY) dans cusaids)
ratio of children to the teacher, the higher Ole ) 30 s

the quality of the interactions.
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Nawal likewise explained how the teacher-child ratio was a major factor in
interaction quality in the post-initiative interview:

The appropriate teacher-child ratio is the * dihall 5 dalaall G danliall 4l )

foundation of teacher-child interaction. Children ikl Al G Jelil) Gl

have psychological, social, and emotional needs — dselaial s duds Cilaliial agaal JulaY)

that are very difficult to meet if the number of e G Linli s cmaay dpikile
children in the class is 30. The teacher’s role in D535 ik 30 Jaadll 8 JlakaY!
this case is to become like a policeman who Jie gy O 5o Al o2a 3 Adladl)

monitors the psychological and physical safety of JULY) LSl ) gl a3
children. The appropriate ratio is 12 children for 12 & 4slidl il Zpauall s 4l
each teacher; 24 children with two teachers in the (. Cxfialze g Sila 24 ¢Aalae J< Slila
class is a perfect number. In this case, the teacher Adiods 8y, Jhade g Juadll
can interact with each child, listen to him, and Jib IS ae Jeli of daleal) adaioss
have the time to have a good conversation with ¢l a¥ A i gl asy g 40l adion
each one. il JS geBan Aalaa
This view aligned with international standards, such as the NAEYC (2022), and
several studies, such as Hong et al. (2019) and Maier et al. (2020). For example, the
NAEYC (2022) recommends a teacher-child ratio of 1:12 as developmentally appropriate
in kindergarten classrooms and indoor settings. Studies have shown that lower class sizes
and smaller teacher-child ratios improve child outcomes, reduce behavioral problems
among children, lower teacher stress, and improve the teacher’s experience (Schachner et
al., 2016).
During the initiative, teachers appeared to be right about the impact of teacher-child
ratio on interaction quality, especially if all children were present, as some classes had 28
or 30 children with two teachers. In this case, the teachers’ role often became making sure

that each child had something to do, with little to no opportunity for individual interaction
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with children, especially outdoor time, when only one teacher would stay with the children
while the other would take a break. Although recess is an important period for teacher-
child interaction, individual interaction between one teacher and 28 to 30 children is almost
impossible (see the subtheme on the teacher’s role for examples).

Administration Requirements

In keeping with the literature (cf. Gadikowski, 2013), teachers cited the kindergarten
administration’s requirements as another hindering factor, especially in terms of
inflexibility and required activities. As an example, in her pre-initiative interview, Hanan
mentioned administration requirements on teachers as a hindering factor that

disempowered teachers in planning and choosing activities:

Activities imposed from the administration. Lo Ul 310Y) i (e Aazi¥) (= 8
Sometimes | cannot change the activities, even & paaill s il el )
stories that we read sometimes are determined BIY) OB (e Ba3aa (585 Ll Lol &

by the administration.
Hessah also mentioned in her pre-initiative interview wanting teachers to have more
flexibility to determine the rules in their classes, instead of those rules being imposed by
the kindergarten administration:
The teacher will have the opportunity to interact Jeléill dia il laie ()5S dalaall
with children effectively when she has the A e A a i (58 L dlay
freedom and flexibility to set her classroom rules Akl Jaads s Juail) oyl 8 auza g
and plan activities.
In the pre-initiative interview, Hanan gave this response:
...give the teacher some power and AATY da jall lgata g5 sdll (any dalaal) i
give her the chance to make decisions Lebead sy )8
about her class.

Nawal gave a similar response in the pre-initiative interview:
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..flexibility in time, give the teacher the right 2 3= Aalaall Jasy «d I} 345 5 5l

to extend the time given to some activities if 13 At (and aadiall ¢ ) s

needed. BYIPS
The post-initiative focus group saw the following exchange of views:

Layla: Time restrictions. For example, | have to I Y e cany Dad < gl 258 ;L

adhere to the specified time for each period. Even O sl S 38 S aaaal) 2 6l
if the children are enjoying and interested ... Ll cuicine JikY)
Hessah: High-quality teacher-child interaction dabaall (o Bagall Jle Jelddll idias
happens only when the teacher has the freedom Aalrall iafi Lodie V) Caaay ¥ Jikall

and flexibility to set her classroom rules and plan ~ Juadll o) 8 aua g 3 405 yall 5 45 ally
activities. Al hagads g ol )l
Reema: It’s not easy to interact effectively when e ddlasy Jelaill Jeud) (e G 1lay
| have time and activity restrictions. (o Gaaa gy Laliill & 59 8 5l) ) S
Bolay)
Layla’s response about time restrictions contrasted with the flexibility that teachers
mentioned as an enabling factor. This agreed with the NAEYC’s (2022) assertion that the
daily schedule should be predictable yet responsive to individual needs. However,
policymakers vary in how much power they give teachers to make activities or deviate
from the curriculum (OECD, 2021). As mentioned earlier under Theme 2, planning
activities based on children’s interests is an aspect of high-quality teacher interaction that
cannot happen effectively if the administration fails to empower teachers and give them
some freedom and flexibility.
Summary of Theme 5
This theme presented teachers’ perspectives about factors affecting teacher-child
interaction quality, focusing on the five targeted in the initiative. Of these, they reported

teacher-child ratio and administration requirements as the most important. These findings
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were related to Research Question, which focused on the perceived factors affecting
teacher-child interaction quality.

Theme 6: Teachers’ Reflections and Learning from the Initiative

Under this theme, | discuss the findings on what teachers learned and implemented from
the initiative and their key takeaways from it.

What Teachers Learned and Implemented

All teachers agreed that this was their first time to receive professional development on
teacher-child interaction quality. In the beginning of the study, teachers were wondering
what I meant by “teacher-child interaction quality”” and asked me to clarify it. However,
they became more fluent and specific in their answers after the initiative. For example,
Fatmah’s responses about teacher-child interaction quality characteristics were longer and
more detailed. In the pre-initiative interview, Fatmah said the following:

High-quality teacher child interaction means 83l e Jahall aa daledll Jelés

high professionalism, enjoy working with (Jula¥) ae Jandls g liciul) dle dyga
children, children are engaged and interested AV ¢ saiga s () sk siie JikY)
in activities, the teacher is always with the (8 5l1 J) sl JakY) e Laily () 55 daleal)

children all the time, she is full of energy and 22235 Al 5 Ay ol g ABULIL dile b
vitality, and the environment is constantly Ll & 5 iy JULYT OV ) el
renewed because children get bored quickly. Ac s
However, in the post-initiative interview, Fatmah’s response had much more details, and
she was more fluent in her answers about interaction quality characteristics. Below are
highlights from her response:
- The teacher’s questions and activities help the Jikall el dalaall dnial 5 Liu -
child to learn, all of them appropriate to the S siaa s Jalall jand dailic LIS calaty

child’s age, level of knowledge, and what he ~ Of (S L g aalaiy () 2 33 La g 4% yaa

wants to learn and what he can learn. Ay
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- The learning environment is very well Glal Al aa JSG Bama aladll 43y -
prepared to create the perfect atmosphere for — aleall o 4dle 33 520 Jelall e sa
high-quality teacher-child interaction. Jahall

Fatmah mentioned several components of high-quality teacher-child interaction,
reflecting ideas from the workshops. The first was the ZPD, the difference between what a
child can do with and without assistance from more capable peers or adults (Rogoff, 2003).
This concept was discussed several times during the workshops to clarify to the teachers
that their interaction was very important for children’s learning and development. Setting
up the learning environment is not enough, as the teacher’s interaction can move the child
to another level of learning. Another component that Fatmah mentioned is the importance
of learning environment in supporting high-quality teacher-child interaction, aligning with
previous studies (e.g., Burchinal et al., 2015; Soliday Hong et al., 2019; Touhill, 2017).

Fatmah’s views were echoed by most teachers when describing characteristics of

high-quality interaction in the post-initiative interviews. Other teachers highlighted a shift
in their thinking about early education quality in general and teacher-child interaction
quality in particular. For example, some mentioned in the post-initiative interviews that
they had started viewing their role as a key factor in early education quality, as exemplified
by Hanan:

This continuing professional development gave me Lo 8 Ad 5 ) gall oda jiilac )

confidence in my practice. | realized that my role asa ~ dalaaS (5593 (b S 50l alad)

teacher is the most important component of early Uikl alai s A Y o

childhood education quality. RP SN
Layla also mentioned a change in her understanding of early education quality:

This course clarified to me what quality in sl anaile s sall oda (J Cinia

early childhood education means. | had a @A S 380l A alal) Al je A aalail

misunderstanding about quality...now I know e <iel oW1y 3asall Ol agd ¢ su
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how important my role is and how it is the (o8 palall L) 43l (S 5 (5 ) 90 Dsaa]

core of early childhood education. B8l A salal) Als

Hanan and Layla’s responses show that after the initiative, they become aware of
the importance of teacher-child interaction quality as a key factor in ECEC quality, which
has been widely acknowledged in studies such as Burchinal et al. (2010) and Hamre and
Pianta (2007).

In her post-initiative interview, Moneerah likewise showed a change in perspective
regarding high-quality teacher-child interaction, describing it as bidirectional. In the pre-
initiative interview, she focused on the teacher:

The teacher’s language is very important... gestures ~ SlelaiYls . Tan dage daleall 42
and body language are important too... knowing LU PPN FENI P DYDRWEN (-1
enough information about any activity she presents, e Llis sl (e 4Kl Cila sladll
preparing the tools and materials. Al sall 5 <l a1 slae )

In contrast, she gave this response in the post-initiative interview:

High-quality interaction between teacher and child plaall (B2 sall e Jeladll
as a bidirectional interaction, through the whole J sk colad¥) A Jelds ga Jikall
day...purposeful interaction supports the child’s Jakall alad oy Coala Jeld ¢ gl
learning and development...positive and o dandia s dpla) A o sais
encouraging environment that supports children’s 2543 g Jalall alas

learning and development.
This response was close to Hamre et al.’s (2012) definition of teacher-child interaction as
sensitive daily social and instructional exchanges within a positive environment or Hoang
et al.’s (2018) definition of high-quality teaching as a socially interactive process.
In the post-initiative focus group, teachers similarly mentioned changes in their

perspectives on self-learning and their role. This followed the growing push for teachers to
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integrate traditional beliefs about play with new insights into the role of social interactions,
modeling, and relationships in children’s learning (Edwards, 2017).

Based on the observations, discussions with teachers after the observations, and
post-initiative interviews and focus group, teachers generally showed a desire to develop
the quality of their interaction with children. However, some factors were constraining
them. The main factor according to them was the teacher-child ratio.

In the post-initiative focus group, | asked the teachers the following question:
“Based on the individual interviews, almost all of you agree that the large number of
children in the class affects the quality of teacher-child interaction. What solution do you
have for this problem based on what we have discussed during the workshops?”” This
question was asked to help the teachers think about and implement what they learned
during the initiative and to wrap up the initiative with ideas they could use going forward.
They gave several practical solutions:

[Rana:] Divide the children into groups; divide — awdi ¢Cile sana ) JibY) agdsi -l

the children into two groups, each group with a = 4e saxe IS ¢(ytic sana ) JuidaY)

teacher, so the teacher can focus on interacting DS (e Aalaal) (ST s cdalza
with a smaller number of children, dividing (JBlY) e BBl 2xe pe Jel@ll e
tasks between teachers. Ofialeall ( algall a5
[Reema:] Increasing the number of children add 7 sannall JULYI axe 334 1la
allowed to enter some attractive corners, the ALl s Aaall OISOV G Jsay
activities that attract children such as art and Juaball g el Jie Jula¥) aas Al
Play-Doh. Some corners are like magnets for (JbI pulalize Ll K GY) (ang
children, such as art, water, and sand, so aac 3L ) lldl (Ja 5 oLl g ol Jia
increase the number of children allowed to SOV eka J i ael 7 sansall JUikY)

enter these educational corners.
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Rana’s response reflected her understanding of the importance of teacher-child
interaction by trying to find ways to facilitate interaction with children even if the teacher-
child ratio was high. This contrasted with the dominant belief among teachers before the
professional development about preparing the learning environment for self-learning.
Reema’s response showed her consideration of children’s interests as a solution to the
teacher-child ratio issue. This would align with Touhill (2012b), who stated that children
learn best when they are interested and engaged.

Other solutions were related directly to workshop content and discussions. For
example, Layla suggested using sustained-shared thinking and discussion strategies, while
Moneerah, Hessah, Nawal, and Maryam suggested implementing AnjiPlay:

[Layla:] Sustained shared thinking can be used alaivall & yidall HS&l aladin) ¢Say:
with big groups effectively, discussing with 4S8 5 e Jlad IS0 5 sl e ganall aa
the children and planning activities together. LG ez asladll 5 JulaY) pe
[Moneerah:] AnjiPlay is a wonderful way to Jelall 423 44yl & (Db ad) 13 e
interact with children and | hope to implement 2 Wikl (s 25 il 5 JikY) aa
some of the AnjiPlay activities in our Oa SV (any e 3 paall Ll €l
kindergarten; we told the principal about some 4=l 5 dagle CulS ale <5 s spnadl)
ideas that we derived from AnjiPlay. The (& as CulS 3 sall 5 <l 52 3s A
videos in general were very inspiring, Ll g Jelall o8 ecla gl
wonderful, and rich. The tools and materials

were simple in the videos, but the interaction

was great.

[Hessah:] The children were enjoying and Oaladia 5 (paiainee JULY) OIS das
busy with the activities. Although there were — «JahY! (1o aaall dllia o) ae 5 AaisYl
many children, there was cooperation between o= of ST agin ¢ stas dllia (S 4l V)

them. | remember some children were building
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blocks in small groups with amazing e gana A ClaaSally 5 |58 JukaY)
cooperation. L sl 3 pa

[Nawal:] | wish we could implement AnjiPlay 3k ol Gk (e oS () il ) 58

here in our kindergarten. We want you to L 0aad s 8 it Aua g 1) 8 Lia
explain it to our principal. Perhaps she’ll el Sy
implement it.

[Maryam:] I think we as teachers will enjoy An wiaiy CilalaaS Lial afie] 1oy

implementing it too.

Layla explicitly mentioned two strategies that the initiative focused on (sustained
shared thinking and discussion) that could be used with large classes. Professional
development that helps teachers learn high-quality interaction strategies has been
particularly successful (Brunsek et al., 2020).

Teacher responses in the post-initiative focus group emphasized that AnjiPlay
could be a solution to high teacher-child ratios. AnjiPlay videos were presented in the
learning environment workshop, and the teachers were impressed by it and discussed how
they could implement it. Although AnjiPlay is risky play and teachers emphasized the
importance of their role as monitors to ensure children’s safety, they liked AnjiPlay and
wanted to implement some of this approach in their kindergarten.

These changes in teachers’ perspectives were aligned with several studies that
noted how professional development can change teachers’ knowledge, practices, and
beliefs (e.g., Breffni, 2011; Hamre et al., 2012). | likewise observed teachers in this study
having better interactions with children.

Key Takeaways
Each of the teachers reported what they considered to be the highlight of the initiative, i.e.,
their key takeaways. For example, Rana mentioned a key takeaway for her was about the

self-learning principle:
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Over-relying on the concept of self-learning is not plaill o seda o alaic V) 8 dalludl)

beneficial for children. The child needs the Jakall iy JabU Tage Gud 1A
teacher to interact with him in order to learn, calady (Aa daa daladll Jelas )
develop his learning, to move from the current (S sl e JEi cdalad ) shay g
level to a higher level of learning. The teacher is Al e el (5 sinse ) )
the one who predicts this level based on the el (5 gl 137 L e (A Aalndll
child’s abilities. ikl @l y8 e

Rana’s response reflected an understanding of the importance of teacher-child interaction,
the ZPD, and the teacher’s role in supporting children’s development. I noted during my
observation how Rana tried to interact with children in several corners. As an example
from the last day of observation in Week 12 in the Bees class, Rana interacted with
children in several corners, mainly in the dramatic play and art corners, asked open-ended
questions, and gave feedback. Below is an example from the dramatic play corner:
Rana: How did you bake this cake? It looks Lol Cas Sl (oila g a0
delicious. RATR
Taleen: | mixed it then | put it in the oven. Be .0l Ldlas cpamy Lhla ol
careful, it’s hot! 1l W) 53 ¢ gl
Rana: What else can we make for the tea party? Ll aléial aay (g g (Saa (il 11 )
Some teachers highlighted interaction strategies as a key takeaway from the initiative, such

as Reema, who mentioned open-ended questions and feedback:

Open-ended questions are not as easy as it i g Agas Canal A gidal) ALisY)
seems and require training and experience, Ll Allad axa) ) Adai g5 i 5 Sy
effective feedback as well. It’s not easy to B daal ) 4338 ellac) Jgdl e 5
give good feedback.

Reema said that feedback was not easy, and she needed practice (cf. Shin et al., 2007).

Reema also said that asking questions was not easy for her and that she needed practice in
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that regard as well, aligning with Murray (2022). During my observations, Reema
struggled with giving feedback and asking open-ended questions. For example, in Week 12

in the Bees class, Reema was still asking more closed-ended questions:

Reema: What colors did you use? RS PRER | G\ N P DY DY
Adnan: Blue and yellow. a5 3OV ol
Reema: What is this shape? SUEN 1 L sl
Adnan: Square? $ e e
Reema: It’s rectangular. il ey

Fatmah’s key takeaway was also mainly related to feedback:

Feedback is an important strategy...immediate e Aage Ayl dra Sl dascl
...clear and specific sentences...to help the ... 32 gdsialgden )
child stay interested and keep doing the Sy 5 g (B Jikall 3ac Lusdl
activity ...stay away from words like “great” "al)" Jie clalS e Ay, Ll
and “good job” as much as you Jaball alad Lo Coa s, Ciiiaal"
can...describing what the child did is Les pld ) B2l ez YL o ol Juadl
better...let him know what good things he did. =

Her response reflected several ideas discussed in the workshops that aligned with Dunlap
et al. (2007) and MacNaughton and Williams (2008), who stated that effective feedback is
clear, immediate, and describes the effort rather than evaluating it.

Nawal, Hessah, and Maryam mentioned problem-solving as a key takeaway.
Nawal gave this response:

Give the child a chance to explain the problem in il 7 il dua 8 Jikall lac )

his own words and express himself. Ay e undll 5 43lalSy
Hessah suggested giving clues for how to deal with a problem:

Give the child hints to solve the problem if he 13) AlSdiall Jad il el Jalall slac )

doesn’t know the solution to the problem. Al da G Y O
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Maryam focused on emotions and feelings in solving problems:
Solving problems involves emotions. | am always cahal gl e (g ghaty JSLELN Ja
supposed to help the child understand and control  aeé e Jakall seluf o Lails (o s 2l
his feelings so that he can focus on how to solve O (Saly i Lo B haall 50 jelia
the problem. Sometimes we just focus on solving (= & Al Ja 2aS e 58 il
the problem. We have to take advantage of the Lde AaA Ja e hais S 5 sl
situation and teach the children how to understand oS JalaY asla 5 (38 gall SO
their feelings. ..Stories and reading can help Bl jall 5 panadll | aa jelia () el
children understand their feelings. o el () sagdy JlalaY) 2ol (Sas
These examples aligned with strategies discussed in the problem-solving workshop,
including giving children opportunities to solve problems, giving them clues, and
acknowledging their feelings. They also aligned with the literature (Kook, 2023;
MacNaughton & Williams, 2008). During the observations, I noticed that teachers tried to
implement these strategies (for examples, see Theme 2).
Layla’s key takeaway focused on flexibility:

Flexibility in choosing activities based on clelaial e 3l dads¥) Hlaal Gdd sl

children’s interests and questions is very Lgiadai () il 5 ¢ daga agilind 5 JUilaY)
important, and | hope we can apply it Osibaa 5 (O salsly 5 () sailaion JULY) Y
because children enjoy, learn, and benefit Abidl o ki Laie S|

more when they plan the activities.
Giving teachers more flexibility to select and plan activities according to what interests
children in order to extend their learning and development is an important aspect of high-
quality ECEC (Copple & Bredekamp, 2009; Hedges et al., 2011). Layla’s response was
related to a discussion in the workshop based on an article they read beforehand and some
videos we watched and discussed as a group. However, based on my observations,

planning activities according to children’s interests was challenging as the kindergarten
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gave teachers limited flexibility in this respect, with most activities planned by the
administration. Similarly, Hanan’s key takeaway was sustained shared thinking, which she
was hoping to implement more often:

Sustained-shared thinking. | hope we get Jrani O Jal 5 aliaall & yisiall il

more chances to implement it. Children learn ~ JulY! alaiy o365l (a &l (e 3 3all e

ideas from each other and build on each S O s parall aguany e HSEY)
other’s ideas. They work as a team to plan a5 3 (G sleay anill aguiany ISH]
and implement activities or even to Cany pgdl a5l AaZiY) i 5 Jaladi]
understand some concepts and situations... .88 sall 5 asaliall

Overall, the key takeaways teachers reported were mainly related to the interaction
strategies presented in the workshops, in addition to the development in their
understanding of self-learning. However, two of the main points they agreed on were not
main components of the workshops. These were encouraging children to complete their
work (teaching them perseverance and determination) and AnjiPlay. The latter was
mentioned, for example, in the post-initiative focus group:

Moneerah: | think AnjiPlay is one of the I e s o2l o e 1 e

highlights of this initiative as we mentioned it is Ll Lilila (553 alaall o288 6 LuY)

suitable to be used with big classes... 308 J padl) pe aladin B danlic

Layla: I agree with Moneerah... B g i 1

Teachers generally reported liking the initiative and even recommended having it
again for teachers in the kindergarten who had not participated, as Hessah mentioned in the
post-initiative focus group:

| liked the initiative. | think many kindergartens Oe yaal) Gl sie ] 3 3kl s

need it to improve the quality of interaction. I~ .Jeldll 83 ga (puatil L Zliad Sl )l

recommend that you repeat the workshops for Lo () ilabaall Jaall (5 ke ls peasil

the teachers who didn’t participate. LSO

230



After each workshop, | used the Vevox website to ask teachers for their assessment
of it, including any comments and suggestions to improve workshops in the future. For

example, they mentioned the following (Vevox did not show participants’ names):

-1 liked that you mainly let us discuss and LRI FRE FLFOWE | JUE TV
participate. bl S48 jladl
- The practical examples of the strategies are Gl i) Gadail dleall ALY -
helpful and give me ideas for how I can 285 48 Jga 11880 idant 5 3da
implement the strategies in my class. shad (8 Dbl iy
- Videos were very interesting and show us il L) 5 0 jpan S gl alalia -
different examples from around the world. Al eladl aran (e dilisg

The comments mainly revolved around whether they liked the workshops based on the
discussion, videos, and practical examples. Video methods (video discussion) utilize tenets
of high-quality professional development (such as modeling, scaffolding, and situated
learning); they are also related to desired outcomes, such as applying new ideas to teaching
practices (Arya et al., 2015; Christ et al., 2014; Van Es & Sherin, 2010). According to
Rubio-Alcala et al. (2020), discussion and videos are effective components of teacher
training (see the areas of development subtheme for more details). In nearly all feedback
received through Vevox, teachers mentioned liking the videos and learning from them, as
discussed under “areas of development” below.

Face to face vs. online workshops. Teachers had different opinions about the
workshop delivery methods of the professional development. For example, in the post-
initiative interview, Layla noted that she preferred face-to-face workshops, as the
workshops were half online and half face-to-face:

The initiative was excellent. It would be better if 3 Juad¥) e 3 Jliee S 5 palaal

the workshops were all face-to-face discussions. Clidlie e 5 oke Jeadl (i) S

It would be better if the workshops were weekly. <l o Juad) e () sSans a5l lgan

231



Visits [discussion] after the workshops are good, 2 [4d8lall] < b 31 e sand i) 1)

to confirm what we have learned during the JOA olialei Lo 2SH caaa Jaad) (B

workshops. Saadl (s
Hanan’s response in the post-interview agreed with Layla:

Face-to-face workshops | think are more Alad an 5l lea s daall oy s of diie

effective. The videos were very interesting and pliadl 3 yiia gaaidll adalie iS5 Y

beneficial. Aall aa
Layla and Hessah’s perspective aligned with Delifino and Persico (2007) that some
teachers—when given the chance to choose between different modalities of professional
development, such as face-to-face, online, and blended workshops—prefer face-to-face
workshops.

In contrast, Moneerah and Maryam said in the post-initiative focus group that they

saw no major differences between face-to-face and online workshops:

[Moneerah:] It doesn't matter whether online or s s o G el gm pgr ¥ 15 e
face-to-face. The most important thing is the Ll s sine 2 aa¥l g 4n sl
content of the workshop and the discussion. Al
[Maryam:] | like the blend between online dard) (555 w7 el Cans 1 e
workshops and face-to-face. In general I don’t see a Al s dendl (355 30 00
big difference between them. pein S ()8 sl Leasanll o

These responses aligned with Fishman et al.’s (2013) finding that teachers and students
exhibited significant gains in both online and face-to-face modalities, with no significant
difference between them.

Although teachers reported varying perceptions about the workshop methods, they
emphasized certain advantages of the initiative, which are discussed along with cons in the

next section.
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Pros and cons of the initiative. This subtheme presents the pros and cons of the
initiative according to the teachers. They mentioned several positive points, such as using
videos during the workshops to present different examples around the world of high-
quality teacher-child interaction. For example, this was Hanan’s response in the post-
initiative interview:

The videos were very interesting and beneficial. Blia g daias haa CilS &l gyl
Most of the teachers’ responses agreed with Hanan about using videos in the initiative, as

Moneerah noted in the post-initiative interview:

The workshops were useful. Your comments Ay SlilEaS Baide Jaall () 5 ulS
after the visits were good and helpful. The OS5 B g B S L )
content of the workshops was integrated and Lilee 5 SalSia Jaall (3 )5 (5 s1me
practical. Questions, discussions, and videos Cilea il ol 5 Ll 5 AauY)

made it easier to understand and benefit from the  ...4% 82Y) 5 (5 sinall agd el (e
content...

Teachers in the post-initiative focus group mentioned similar points and added some

others:
[Layla:] Everything was clear. In each JS (8 ol s S o ol JS 1
workshop, you tell us what we are going to U Cpmam 58, Aalaiins Loy Uy a3 4 )
learn...you clarify the importance of what we 4o Lduivs (oS 5 daleii Lo dyan]

are learning and how we going to benefit from it S Ly 55 <l gl 22,45 LiSay CaS
and how we can implement it... The videos show  slail awas (e 33 5a L N il )l
us how high-quality kindergartens around the ) alladl
world are.

[Rana:] I like the discussion about the videos and ~ z<idi 5 < saadl) Jsan (3l&all a2l

getting chance to exchanging experiences. .l Jalal Jlas
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Layla’s response agreed with Darling-Hammond (2017) and Garet et al. (2001)
about how clear learning objectives, opportunities for collaborative learning and
discussion, follow-up support, and resources are all characteristics of good professional
development. Layla and Rana were examples of teachers who liked the videos as a way of
learning through discussion. Video-based professional development helps teachers
improve their classroom practices by providing them with concrete examples of effective
teaching strategies; videos can promote a shared understanding of effective teaching
practices among teachers, as they can watch and discuss videos together and learn from
each other’s perspectives (Sherin & Han, 2004). Major and Watson (2018) also noted that
videos can be a valuable tool for in-service teacher professional development. Clear
learning objectives, opportunities for collaborative learning and discussion, follow-up
support, and resources are all characteristics of good professional development (Darling-
Hammond, 2017; Garet et al., 2001).

One of the main pros of this professional development mentioned several times
early on and in every feedback on Vevox was using videos to represent high-quality
teacher-child interaction from real ECEC settings around the world. In terms of
technology, videos are best leveraged as part of professional development that contains
other features as well (DeMonte, 2013). DeMonte (2013) used videos to provide high-
quality professional development courses that brought teachers from several locations
together to develop their practices by watching educational videos, discussing best
practices, and analyzing curriculum for the best ways to integrate it into the classroom.

Fatmah mentioned the handouts as another positive:

The articles and handouts you gave us before the W Lgiesd Al &l il g Yl ;dekls

workshops were good too and the activities in Ul ua il Jaall (35 8
the beginning of the workshops such common Gliall Jie i sl Al el
things between us (it was icebreaking activity). s Al A8yl
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Having access to handouts during lectures is associated with several benefits. It
allows for less notetaking; therefore, learners have more time to listen and think during a
lecture (Wood, 2003). It also organizes, supports, expands on, provides resources, or
provides follow-up to training (Sakraida et al., 2005). In addition, Fatmah mentioned the
icebreaker activities, which can increase motivation and make learning more effective
(Kasimova, 2022).

Nawal and Rana stated that job-embedded professional development was a better
model but added comments related to reflection, feedback, communication, and using

digital technology:

[Nawal:] The presence of the trainer in the
kindergarten is something new for us and her
knowledge of the kindergarten systems... Sometimes
the individual discussions with the trainer draws my
attention to something that | did not pay attention to or
makes me think of developing my interaction through
her suggestions.

[Rana:] I agree, it is better to be in the
kindergarten...communication between the trainer and
the teachers is necessary, face-to-face in the
kindergarten to discuss our practice and implement
what we learn, and via WhatsApp... like what you did
sending articles, handouts, and videos and we discuss

them.

5 A gl d jadl asa s Jis
Le yma g L Al aaa
Llad L3 | A gyl Aadaily
i (g ki il Ay Haall pe

Dshl S8 sl o) Al il

al BV YA e el

oy (O S5 L) JumdY) o3 1L
Ll G daal ) A )
L)l (A sy pa Dlalzall
s Gelal s aa o) Lea s

Mia ... 280 1 Adukai g oliala’
Ol i (S Wl 55 Gl G sl
b gaaall g el il g Al

L il

Nawal and Rana’s responses were related to reflection and feedback that the trainer
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mentioned the importance of discussion with the mentor, while Layla mentioned
discussion with collogues and exchanging experiences:

Discussing with the teachers and exchanging Jalii y Cilaleal) ae A8l L

experiences in the workshops is useful. | got to o et Bada ) ol il )

know a lot of things my colleagues do in the other — J swails 5D 5 Ledslady IS o Ludd
classes that I did not know. Led o) cisla Al

Layla highlighted the common challenge of a lack of opportunities to learn from
colleagues in a supportive, collegial setting structured for showcasing excellent practices.
Many professional development designs that show improvement in teaching and learning
contain some kind of collaboration among teachers in a school (DeMonte, 2013; Guskey,
2003; Kennedy, 2014; Smith, 2012). On a related note, trainers who conduct the workshop
could return for feedback or follow-up (Hill, 2009). Similarly, Smith (2012) recommended
giving feedback to teachers on their practices to increase the chances of a deeper
understanding that helps teachers improve. Teachers’ expertise can also be developed
through feedback and reflection within a professional learning environment (Daniel et al.,
2013).

Rana’s response highlighted the importance of communicating through tools such
as WhatsApp to discuss or share videos, handouts, and articles. This aligned with the
literature claiming that high-quality professional development offers a place where
teachers can discuss their thoughts and work together as part of a learning community and
that WhatsApp can offer an online professional learning community for this purpose
(Cansoy, 2017; Moodley, 2019). Although WhatsApp had been planned as an active
learning tool, | noticed that teachers in the WhatsApp group were not very active in
participating in discussions and limited discussions regarding learning happened in the

group. However, teachers paid attention to resources sent via WhatsApp and discussed

them in the workshops.
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Regarding teachers’ perceived cons of the initiative, prominent ones mentioned in
the post-initiative focus group included duration of the professional development, time
between workshops, length of the workshops, and using WhatsApp, as illustrated by

Reema and Fatmah:

[Reema:] A long program is better, in the same ol (55855 ALy shall el ) :lay
kindergarten that focuses on a specific aspect, Gila e 58 5 e 58 g )l
such as children’s development and el i) g Jalall gad (e
strategies...held every week for example, so we Obie g sanl i Lein s 583
apply what we learned and discuss it with the el ae a5 olialad () (Gaas

trainer. .. Also, workshops need to be not too long, osiels dlsh ;) sSila a 3Y (3 5l Liad

two hours max...focus on practical things. Addae Sl jlae e S 55 I
[Fatmah:] It is better to hold the program in the Aa 5 ) (8 eali ) Aald) Akl
same kindergarten, being close to the trainer Aaald i) Lsuny 4 paall 0 B Jucadl
makes us feel that you understand our work and o gl i ) LlSLia g Lila s
the problems we face so that the suggestions are L) duia ) oS5 sl 8Y)

suitable for us.

The teachers mentioned important characteristics of effective professional
development highlighted in the literature. For example, studies have found that when
professional development programs consisting of a single event are replaced by longer-
term designs that focus on developing practices, teachers will more likely improve their
practices (Jerald, 2012). Furthermore, professional development should be embedded in
the job, enhance teachers’ knowledge about children’s development, and inspire teachers
to reflect on their teaching (Guskey, 2003; Kennedy, 2014; Smith, 2012). In addition, it
should emphasize core content and modeling of pedagogical strategies and offer teachers
opportunities to actively learn new strategies (DeMonte, 2013). Fatmah’s response was

also related to DeMonte’s (2013) claim that school context should be a key concern and
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that effective professional development is connected to the needs of different teachers,
schools, and areas. The closeness of the trainer (mentor) offers the opportunity to
understand the kindergarten context.

Several other cons pointed out in the post-initiative focus group are listed below:

[Layla:] We were under time pressure el s Blad 8 gl Jazal (e IS L
sometimes and | wish the workshops were in auall sl cals
the summer.

[Hessah:] Sometimes I didn’t find time to read <8 )l (&) cuSle (Lal) (any 6 idan

the articles you sent. Lelu i N YA Bl
[Nawal:] I wish you show us some videos il gpadl) Gans W i je o a1 g3
from a high-quality Saudi kindergarten. Adle 33 5a L A gan Jilal Ay (10

[Hanan:] I wish you could give us a training o5 saledis sl e S el ol

certificate from the Ministry of Education. palaill 5 A il 5 ) 5 g e

Many of the cons teachers listed were not directly related to the initiative. For
example, offering the course in the summer would not be doable because the professional
development was meant to be job-embedded to develop teachers’ practices by offering
feedback, reflection, and the chance to implement the strategies and discuss the
implementation. Hessah mentioned not finding time to read some articles, but we discussed
the articles as a group in the beginning of each workshop, which gave her the most
important points of the article even if she had not read it. Nawal mentioned the lack of
Saudi videos, but the researcher did not have the time or skills to create such videos, which
need to be done at an institution level, such as SIREN Films, which was used as a resource
for several videos presented to the teachers during the initiative. Regarding Hanan’s point,
DCU provided a participation certificate, but the Ministry of Education needs a long time

to study the initiative to consider whether they can give a certificate for it.
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Summary of Theme 6

This theme addressed the findings on professional development under two subthemes. The
first was what teachers learned and implemented from the initiative. By the end of the
initiative, the teachers had become more fluent and specific in their answers about teacher-
child interaction quality, showing development in their understanding regarding ECEC
quality in general and teacher-child interaction quality in particular. They also emphasized
their role in achieving ECEC quality and showed development in their understanding of
the self-learning curriculum and the interaction strategies the professional development
introduced (e.g., discussion, sustained shared thinking, and AnjiPlay) by implementing
them to address the high teacher-child ratio. Although AnjiPlay went against their view of
their role in monitoring children (see supervision section), they wanted to implement it in
the kindergarten.

The second subtheme consisted of teachers’ opinions about the initiative. In
general, they gave very positive feedback and showed changes in their perspectives on the
importance of teacher-child interaction quality and their role as teachers; however, they
still needed further development. Nevertheless, the amount of change observed was
reasonable considering the short period of implementation and the initiative occurring
immediately after children and teachers had returned to in-person classes after the COVID-
19 pandemic.

This theme addressed Research Questions 1 and 2 by showing how the teachers
perceived their practices before and after the initiative. It also addressed Research Question
5 regarding how the teachers perceived the initiative as a tool to develop teacher-child
interaction quality.

Reflection
As an insider researcher, | had a close connection and personal involvement with the

subject (Merton, 1972). | was aware that self-reflection and a reflexive approach were
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necessary ongoing processes to identify my positionality. As such, I tried to acknowledge
myself in the research, seeking to understand my part in it (May & Perry, 2017).

During the initiative, | made a conscious effort to be aware of my views and
positions and how they could have directly or indirectly influenced the findings (May &
Perry, 2017). As a qualitative researcher, | aimed to ensure that my prior experiences,
assumptions, and beliefs did not directly or indirectly influence the research process,
analysis or findings (May & Perry, 2017).

As a reflexive qualitative researcher, | frequently asked myself whether my
personal views could be leading me to a preconceived conclusion. Some of the findings
contradicted my initial beliefs, which suggested | was being objective during the study. For
example, drawing on my experience as a kindergarten teacher and supervisor for
undergraduate students during their practicum, I initially doubted whether the initiative
could change teachers’ perspectives on the self-learning curriculum’s emphasis on free
play with minimal interference from teachers, especially during the corners period.
However, teachers expressed their interest in participating more in children’s play without
feeling they were interrupting or disturbing the children. They also suggested that this
interaction would lead to better learning experiences. In several cases, | observed teachers
eagerly waiting for the chance to guide children’s play in a way that supported or expanded
learning.

As another example, I learned how challenging it is in practice to implement
appropriate classroom interactions. A teacher clarified to me that it is not always easy to
ask open-ended questions or provide effective feedback. | agreed with her, despite my
initial perspective that as long as the teacher had the intention to ask open-ended questions
or give feedback that supported learning during activities, it would be easy for them. I also
sometimes struggled to ask children meaningful questions and needed to ask the teachers

for help.
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My previous readings on this study’s topic were all in English and focused on
international literature, and my experience in the U.S. shaped my understanding of ECEC
quality, including teacher-child interaction. However, through my experience and close
observation of Saudi teachers’ practices, | had to reassess my understanding of teacher-
child interaction quality and the factors that can influence it in the Saudi context.
Additionally, I gained insights into how professional development can contribute to
teacher-child interaction quality in Saudi Arabia. For example, the teachers mentioned
several factors that affect the quality of interaction with children. Through my presence
with them during the initiative, | directly observed the impact of these factors. One of the
most highlighted was the ratio of children to teachers. | personally witnessed the difficulty
of interacting with a large number of children, as the teacher could barely monitor them,
especially during outdoor playtime where there was only one teacher for 28-30 children.
Some teachers expressed their relief on the days when | attended and engaged in activities
with the children, noting that they interacted better when the ratio of children was lower
during my presence as an assistant teacher.

Finally, I am glad | used the ABC LD model to design the initiative. It proved to be
very helpful as it provided a structured framework that allowed for easy design,
implementation, and modification based on the teachers’ knowledge and needs.

To me, the highlight of this initiative was realizing the importance of tailoring
professional development to meet the specific context of each group of teachers. It became
evident that a ““sit and get” approach, where teachers passively receive information, does
not effectively develop their teaching practices. Instead, it is crucial to consider the
kindergarten context and teachers’ individual needs to provide them with opportunities for
active engagement and practical application of the strategies. This approach ensures that

the initiative is meaningful and leads to development in teacher-child interaction.
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Chapter Summary

In this chapter, | discussed the themes and subthemes that were generated from the data
(see Table 4.2). The first theme was the implementation of the self-learning curriculum.
The second theme was play-based learning and intentionality, which encompassed
questioning, feedback, discussion, problem-solving, sustained shared thinking, planning
activities based on children’s interests, and encouraging children to complete their work
(perseverance and persistence). The third theme was teachers’ perspectives on their role in
supporting children’s learning and development, including supervising, facilitating
friendship, behavior management, and supporting language development. The fourth theme
was the learning environment, which was broken down into the impact of the environment;
cognitively, socially, and emotionally supportive environments; characteristics of a good
learning environment, and the outdoor learning environment. The fifth theme consisted of
factors affecting teacher-child interaction quality, including professional development,
working conditions, communication and cooperation with parents, teacher-child ratio, and
administration requirements. The sixth theme was the teachers’ reflections on the initiative,
covering what teachers learned and implemented as well as their key takeaways. Together,
these themes helped answer the research questions.

Regarding the first research question (How do teachers perceive their practices
related to teacher-child interaction quality before the professional development initiative?),
the teachers reportedly viewed their roles as monitoring, solving behavioral problems,
facilitating friendship, and supporting language development, following their
understanding of the self-learning curriculum. They struggled before the initiative to
describe the five interaction strategies targeted in the study.

Regarding the second research question (How do teachers perceive their practices
related to teacher-child interaction quality after the professional development initiative?),

teachers showed changes in their understanding of the self-learning curriculum. By the end
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of the initiative, they reported trying to have more teacher-guided activities with children
in the learning corners using the five interaction strategies introduced in the workshops.
They were also more fluent and specific in their answers about those strategies than at the
beginning of the study.

Regarding the third research question (Have any changes emerged in teachers’
pedagogical strategies as a result of the professional development initiative?), the reported
changes in the teachers’ perspectives were largely apparent in practice during the
classroom observations.

Regarding the fourth research question (What factors enable or constrain quality
interactions according to teachers?), the teachers reported teacher-child ratio and
administration requirements as the most important factors constraining their interactions
with children. They mentioned the learning environment, communication and cooperation
with parents, working conditions, and professional development as the main enabling
factors.

Regarding the fifth research question (How do teachers perceive the professional
development initiative as a tool to improve the quality of their interactions with the
children in their classes?), they gave positive feedback, showed changes in their
perspectives on teacher-child interaction quality and their role as teachers, and wanted
similar professional development in the future.

This study appeared to present a broader image than in other teacher-child
interaction quality studies, illuminating everyday practices within the sociocultural context
explored. The qualitative findings suggested that job-embedded professional development
could help develop teacher-child interaction quality, especially when focusing on
interaction strategies. Therefore, the findings draw attention to the need for early childhood
teachers to receive professional development in teacher-child interaction quality. The data

indicated that the professional development model offered to teachers, at the outset and
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throughout the study, attended to their needs and capacities in their sociocultural setting. In
the final chapter, I reflect on these conclusions with recommendations for policy, practice,

and research.
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Chapter 5: Conclusion and Recommendations
Introduction
In this study, I have critically examined Saudi teachers’ perspectives and practices
regarding teacher-child interaction quality before and after a professional development
initiative. The qualitative data were collected and analyzed through a sociocultural
framework. The findings suggested that systematic professional development could
develop teacher-child interaction quality. Job-embedded professional development
appeared to meet a variety of teachers’ needs and enabled the development of their
perspectives and practices.

In this chapter, | set the context for the study and discuss the findings in relation to
the literature to answer the research questions. This is followed by an account of the
limitations of the study and a discussion of the main findings. Based on those findings, |
present the study’s contribution to knowledge in this field locally and internationally. I
conclude with recommendations for policymakers, practitioners, and researchers. These
recommendations offer alternative avenues for thinking and seek to develop teacher child
interaction quality and thereby the outcomes for children.

Setting the Context for the Study

As explored in Chapters 1 and 2, ECEC lays the foundation for later learning and
development (Melhuish et al., 2015), making this a critical stage of education for countries
around the world (Early et al., 2017; National Child Care Information and Technical
Assistance Center, 2010; OECD, 2021), including Saudi Arabia (Saudi Ministry of
Education, 2022). However, ECEC will only maximize the potential for children’s learning
and development if it is of high quality (Melhuish et al., 2015; Sylva et al., 2007,
Vandenbroeck et al., 2018; Yoshikawa et al., 2013). In light of this, teacher-child
interactions have emerged as a key feature of ECEC quality (Burchinal et al., 2010;

Downer et al., 2010b; Pianta et al., 2009). Al Shanawani (2023) found that Saudi ECEC
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program quality varied widely due to factors such as a lack of qualified teachers. A
strategy to address these challenges is improving teacher training programs.

The literature reveals several ways in which teacher-child interaction quality may
be developed in ECEC settings, especially through teacher professional development.
There is abundant international literature on teacher-child interaction quality and
professional development (e.g., Early et al., 2017; Hamre et al., 2012). However, limited
research has been carried out in Saudi Arabia regarding ECEC quality in general and
teacher-child interaction quality in particular, and no previous studies have examined the
role of such programs in developing teacher-child interaction quality in a Saudi context.

With this gap in mind, my aim was to explore teachers’ perspectives regarding
teacher-child interaction quality and to employ professional development as a tool to
develop teacher-child interaction quality in Saudi Arabia. To achieve this, | examined the
literature to find the best professional development model. However, a single perfect
model does not exist (Smith, 2012). Therefore, rather than being limited to an existing
model, | selected professional development characteristics, deemed effective in the
literature, to design a unique model that would fit the teachers’ needs and the sociocultural
context (Guskey, 2003; Kennedy, 2014; Smith, 2012) while developing their perspectives
and practices. The initiative was designed with a sociocultural lens, mainly based on the
ZPD and scaffolding, which have been expanded by various researchers to include teacher
professional development. According to Shabani et al. (2010) and Eun (2008), Vygotsky’s
claims about students’ learning in a school setting (i.e., the ZPD) are applicable to teachers,
and the developmental theories of VVygotsky, resting on the notions of the social origin of
mental functions, are relevant to teachers’ professional development.

Aligning with sociocultural theory, I created a new job-embedded, research-
informed model of professional development focusing on teachers’ perspectives about

teacher-child interaction quality. Job-embedded programs guided by an academic

246



researcher acting as a mentor/trainer have been shown to be effective in prior studies (e.g.,
Cummins, 2004; Onchwari & Keengwe, 2008; Rogers et al., 2020a, 2020b). Guided by the
literature, | documented the primary objectives of the initiative. This ensured the
establishment of a model that would meet the individual needs of the participating
teachers. Subsequently, | established a scaffolded model that incorporated commonly cited
factors of professional development, mentioned above, along with the VVygotskian concepts
of the ZPD and scaffolding. The professional development model focused on five
interaction strategies related to sociocultural theory.

Limitations of the Study

Many of this study’s limitations were noted by the researcher prior to devising the
methodology and were reported continuously throughout the study to ensure
methodological rigor and valid findings. First, the sample involved only nine teachers in
six classrooms at one kindergarten; as a result, the results could not be generalized to other
Saudi kindergartens. However, the sample size was similar to or larger than some studies
that have examined that impact of professional development on teacher-child interaction
quality internationally in the ECEC field, and unique to Saudi Arabia. Furthermore, the
goal of this sample was particularization, not generalization.

The study was conducted by a single researcher, which limited the amount of data
that could be processed. However, it still represents the first attempt to gather data on a
professional development initiative in a Saudi kindergarten.

The purposive sample from a single kindergarten in Riyadh was another limitation.
Furthermore, the researcher’s presence during observations, interviews, and focus groups
may have influenced the behavior and responses of the teachers.

Each classroom has its own climate, students, and teacher characteristics, making it

difficult to control for variables in naturalistic settings. In addition, the study could not
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control for factors such as teacher-child ratio or kindergarten administration requirements,
which could have influenced the findings.

I did not statistically measure the initiative’s impact on teacher-child interaction
quality or on children’s outcomes. Future research with more resources and quantitative
measures adapted to the Saudi context could provide more refined findings.

Teachers could have altered their behavior during observations, interviews, and
focus groups due to social desirability bias. They may have consciously or unconsciously
presented themselves in a more positive light, leading to a potential discrepancy between
their actual behavior and the reported behavior. This bias could have affected the
trustworthiness of the data collected.

Another potential limitation are reactive effects and the Hawthorne effect. The
teachers’ awareness of being observed may have influenced the interactions of both
teachers and children. I attempted to limit reactivity by gathering data from multiple
sources and participating as an assistant teacher.

The findings might not be easily transferable to different kindergartens. The study’s
focus on a specific group of teachers and their interactions with children may limit the
applicability of the findings to other settings with different demographics, curricula, and
teaching approaches.

Conducting participant observations, interviews, and focus groups requires a
significant investment of time. It could be argued that given the limited timeframe, | might
not have been able to capture a comprehensive understanding of the teacher-child
interactions. This could have resulted in an incomplete portrayal of interaction quality,
affecting the interpretation of the findings. On the other hand, this initiative was longer
than typical professional development programs in Saudi Arabia and uniquely included

job-embedded mentoring.
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Translating the data from Arabic into English might have affected the meanings of
the data, although I tried to make the translation as faithful as possible.

It is important to note that the children and teachers during this initiative had just
started in-person schooling again after the COVID-19 pandemic. This might have
negatively affected teachers’ interactions at the beginning of the initiative.

Finally, reflexivity was another limitation. As a researcher with prior teaching
experience in kindergartens as a lecturer and practicum student supervisor in Saudi Arabia,
as well as experience in U.S. ECEC centers, | may have had preconceived notions and
biases that influenced data collection and analysis. To address this concern, | engaged in
reflexivity by actively reflecting on my biases and assumptions throughout the research
process. The act of engaging in reflexivity required me to critically reflect on my
assumptions and biases, which was a challenging and time-consuming process.
Additionally, I struggled to accurately identify my own biases, as they are often deeply
ingrained and unconscious. However, it is important to acknowledge that my perspectives
may have shaped the interpretation of the findings.

Summary of Research Findings

In this section, | review the main findings of the study that answer the research questions.
The primary question asked, “How do Saudi early childhood education teachers perceive
teacher-child interaction quality?” This question was divided into five sub-questions:

1. How do teachers perceive their practices related to teacher-child interaction

quality before the professional development initiative?

2. How do teachers perceive their practices related to teacher-child interaction

quality after the professional development initiative?

3. Have any changes emerged in teachers’ pedagogical strategies as a result of the

professional development initiative?

4. What factors enable or constrain quality interactions according to teachers?
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5. How do teachers perceive the professional development initiative as a tool to

improve the quality of their interactions with the children in their classes?

The main findings are discussed in the following sections: the self-learning
curriculum and teacher-child interaction quality, teachers’ role in supporting children’s
learning and development, interaction strategies, learning environment, factors affecting
teacher-child interaction quality, and teacher professional development. It is important to
note that the findings were based on two key periods of the daily schedule: learning corner
time and outdoor time.

Self-Learning Curriculum and Teacher-Child Interaction Quality

At first, teachers appeared unfamiliar with the concept of teacher-child interaction quality
but had clear perspectives about their role in children’s learning and development. These
perspectives were based mainly on the self-learning curriculum (Ministry of Education,
2005), which is underpinned by play-based learning. They expressed this sentiment
verbally and through their practices. They placed a heavy emphasis on preparing the
learning environment with activities that children could do mostly on their own with
minimum interference from the teacher (cf. Ministry of Education, 2005), where children
could freely choose play activities (cf. Pyle & Danniels, 2017). This showed that teachers
were largely passive in their role with children. However, they viewed this method of
teaching as an implementation of the self-learning curriculum, saying that corner time was
self-learning time, similar to “child-directed play” (see Pyle & Danniels, 2017).

In general, teachers’ perspectives before the initiative reflected a conceptualization
of play as an activity that teachers should not interfere with, in which the teacher’s
responsibility is “to support, not to disturb” (Pramling Samuelsson & Johansson, 2006, p.
48) and to avoid contriving or “hijacking” the play (Goouch, 2008, p. 95). Therefore,
teachers’ perspectives and practices opposed the idea of guided play (see Pyle & Bigelow,

2014). After the initiative, this perspective shifted, with teachers describing play as an
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opportunity for children to explore and understand academic concepts and teacher
involvement as a chance to expand and encourage learning (cf. Pyle & Bigelow, 2014;
Weisberg et al., 2013).

The teachers reported improving their understanding of play-based learning and the
self-learning curriculum after the initiative. Before the initiative, they were mainly focused
on free-play/child-directed play, but afterward, they included teacher-guided and self-
learning as worthy goals. They expressed more clearly the importance of their interaction
and participation in children’s play and how this interaction could benefit children,
agreeing with Vygotsky’s (1979) perspective on the role of adult interactions in children’s
learning and development.

Most teachers’ responses showed a shift in their understanding about play-based
learning. This shift was either in seeing the value of interaction to guide children’s play or
in how they saw their role in children’s play and learning. In this way, their perspectives
became more in line with Weisberg et al.’s (2013) description of guided play, which
preserves unstructured play while allowing children to relate to material in a real way.
Children co-construct learning with teachers and peers, making meaningful discoveries and
working towards learning goals. Guided play is pleasurable, self-selected, process-focused,
child-directed, and teacher-facilitated, with teachers actively participating as planners,
observers, and guides (Weisberg et al., 2013). By the end of the initiative, teachers said
they tried to have more teacher-guided activities with children in the learning corners using
the interaction strategies that the initiative focused on (see the interaction strategies section
for further details).

By the end of the initiative, teachers showed a deeper understanding of teacher-
child interaction quality that aligned with the literature. For example, they stated that high-
quality interaction is a daily exchange between teachers and children (cf. Hamre et al.,

2014), is always purposeful, and involves teachers interacting with children with a goal in
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mind, such as teaching them a concept through a scientific experiment or teaching about
something they need (DEEWR, 2009; Epstein, 2007). The teachers said they had become
more intentional in interacting and initiating interactions with children, in contrast to their
previous attempts not to interrupt children’s play unless the children asked and in other
specific cases. This followed sociocultural theory’s assertion about the important role of
adult interactions in children’s learning and development (Topg¢iu & Myftiu, 2015).

By the end, teachers showed changes in their practices related to a play-based
learning approach. More specifically, they were interacting with children more in guided
play, using more interaction strategies with children, and initiating more interactions. In
other words, they sought to participate actively to promote children’s learning and
development through interaction strategies. Teachers appeared to intentionally reconsider
their role in engaging in children’s play (cf. Epstein, 2007).

Overall, teachers’ perspectives and practices related to the self-learning curriculum
(Ministry of Education, 2005) appeared to shift after the initiative from focusing on free or
child-directed play to including guided play. While teachers were acting with intentionality
in play-based learning, they acknowledged children’s freedom in play and their agency for
creative expression (cf. Leggett, 2023). In this way, they showed a merging of learning
through play and intentional teaching into a new practice, play-based learning and
intentionality, aligning with recent literature, such as Leggett (2023) and AGDE (2022).
Teachers’ Roles in Supporting Children’s Learning and Development
Before the initiative, teachers viewed their role as encompassing supervising and
monitoring, facilitating friendship, solving behavioral problems, and supporting language
development. Teachers stated these roles verbally and were observed practicing them as
well.

The teachers emphasized that their main role was supervising children and

monitoring their safety. This included making sure children followed classroom rules,
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which in the teachers’ opinion was essential to have a positive learning environment and to
help children understand what they could expect from themselves and other children in the
class (cf. Beazidou et al., 2013; NAEYC, 2022). This role included making sure children
were engaged in learning activities, as opposed to focusing on interacting with children
through the activities, in order to give the children the freedom to learn on their own,
which is the core of the Saudi self-learning curriculum (Ministry of Education, 2005).
However, they also said they were responsive when children initiated an interaction, such
as asking the teacher to play with them, asking the teacher a question, or asking for help in
doing an activity. The teachers said they could initiate the interaction or interfere when
necessary if they noticed a behavioral problem or that a child was not engaging in any
learning activity during corner time.

Teachers stated that their role extended to facilitating children’s friendships and
social interaction among children. In their opinion, this included “design opportunities that
promote peer engagement, help children sustain and enhance play, and help children
resolve conflict” (NAEYC, 2022, p. 11). They emphasized the importance of providing
activities that would promote positive social interactions among young children as well as
the impact of supportive adults in facilitating social skill development and creating a
welcoming and inclusive environment for all children. This finding was similar to Kemple
(2004) and Tan and Perren (2021).

Teachers likewise described managing children’s behavior as one of their roles
before the initiative. They stated that one of the ways a teacher could help a child solve
behavioral problems was by developing alternative behavior, such as through sharing and
discussion. They added the importance of spotting and talking about feelings and
cooperating with families to solve problems. These responses were similar to NAEYC

(2022) standards. One factor they reported that could help avoid behavioral problems and

253



manage the class was a high-quality learning environment (Touhill, 2017) and letting
children implement classroom rules (cf. Beazidou et al., 2013).

The teachers stated that another role they had was supporting children’s language
development in different ways, such as encouraging them to engage in roleplay with their
friends in the learning corners or doing some activities such as show and tell (see
Mortlock, 2014). All the roles noted by the teachers agreed with sociocultural theory’s
main principle that children’s learning and development occur in the context of their
communities (Nolan & Raban, 2015; Vygotsky, 1979).

In general, the teachers listed several roles they had as ECEC teachers before the
initiative, especially supervision, but placed more emphasis on interaction after the
initiative, viewing their interactions as a key factor in children’s learning and development
(cf. Rogoff, 2003; Vygotsky, 1979). At the same time, the observations showed that
teachers continued focusing on the roles they emphasized above in addition to using the
initiative’s interaction strategies.

Interaction Strategies

Informed by sociocultural theory, | selected five teaching strategies for the initiative:
questioning, feedback, discussion, problem-solving, and sustained shared thinking (Siraj-
Blatchford et al., 2002). These strategies were largely based on the ZPD (Topciu & Myftiu,
2015) and scaffolding (Siraj-Blatchford et al., 2002). Before the initiative, teachers
mentioned some of these as strategies they used with children. The findings showed
general development in their perspectives on four of the target strategies: questioning,
feedback, discussion, and problem-solving. Teachers also said they had started considering
three new strategies in their interaction with children: sustained shared thinking, planning
activities based on children’s interests, and encouraging children to complete their work.

Before the initiative, questioning was mentioned by only a few teachers as an

interaction strategy. However, all teachers after the initiative mentioned using it to interact
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with children and emphasized open-ended questions as a way to promote learning and
development, in keeping with the literature (e.g., Gourlay et al., 2020; MacNaughton &
Williams, 2008; Parker & Hurry, 2007). Even teachers who had not mentioned questioning
before the initiative described it as a strategy afterward. The teachers showed they had
become more aware of the importance of this strategy by saying they wanted to change the
daily question to an open-ended question. Some of the teachers mentioned extending this
strategy to include encouraging children to ask questions to improve learning. Some stated
that children’s questions were important and that teachers needed to know how to answer
them and benefit from them in extending children’s learning, similar to such studies as
Baram-Tsabari (2006), Olsson (2013), and Murray (2022). All teachers used questioning as
an interaction strategy before the initiative but relied more on closed-ended questions,
similar to Siraj-Blatchford and Manni (2008). However, during the last weeks, some
teachers asked more open-ended questions and used other techniques, such as asking one
short question at a time and giving children time to think and respond, in agreement with
Dengler (2009) and MacNaughton and Williams (2008). On the other hand, they still used
closed-ended questions when there was a chance to use open-ended questions. As noted by
some teachers they needed more practice and training with asking open-ended questions.
Feedback was mentioned indirectly only by one teacher before the initiative as an
interaction strategy, but most considered it an important strategy that supported children’s
learning by the end of the initiative (cf. Pushparatnam et al., 2021). Their perspectives after
the initiative aligned with Shin et al.’s (2007) assertion that feedback could be seen as a
simple strategy, but it is important for teachers to pay attention to their feedback style and
their strengths and weaknesses in applying it intentionally. Teachers pointed out some
characteristics about effective feedback, such as giving it as soon as possible and
describing a child’s work rather than judging it, agreeing with Dunlap et al. (2007) and

Pushparatnam et al. (2021), and giving children the sense that the teacher is interested in
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their accomplishments and responsive to their attempts to learn, agreeing with Shin et al.
(2007).

In the beginning of the initiative, teachers implemented feedback to interact with
children even before being introduced to it in the workshops. However, they used verbal
feedback mainly to express appreciation of effort (e.g., “good job”) or to promote positive
behavior (e.g., “I like your attitude when you apologized”). Nevertheless, the observations
did show effective feedback that promoted learning by giving children clear, specific
information about their work that helped them to deepen learning (cf. Dunlap et al., 2007;
MacNaughton & Williams, 2008). Furthermore, teachers did not use nonverbal feedback at
the beginning of the initiative, in keeping with studies claiming that verbal feedback can be
more appropriate in early education (e.g., Dunlap et al., 2007; Pushparatnam et al., 2021).

By the end of the initiative, teachers were observed implementing effective
feedback more often, showing interest in children’s accomplishments and being responsive
to their attempts to learn, in agreement with Shin et al. (2007). Feedback was mainly used
in learning corners to support science, mathematics, and literacy (cf. Pushparatnam et al.,
2021; Shin et al., 2007). This approach may be related to teachers coming to view
intentional teaching strategies (such as feedback) as part of play-based learning (see
AGED, 2022).

All teachers explained discussion more thoroughly after the initiative, while only
four even mentioned it as a strategy before. They stated that through class discussions, they
could teach children respect for others, improve communication skills, and show how to
interact with peers and adults, aligning with the literature (e.g., lllinois Early Learning
Project, n.d.; Sylvia, 2009). Moreover, one teacher claimed that children come up with
creative ideas when they discuss a problem, which aligned with Sylvia (2009).

In the beginning, teachers used discussion during corner time and on the

playground to solve behavioral problems. Only a few conversations were observed during
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corner time that could support children’s learning, and these could have been extended (see
Siraj-Blatchford & Sylva, 2004). A potential reason for the brevity of these conversations
was that teachers saw play-based learning as child-directed play that should have minimum
interference from the teacher and they were focusing more on monitoring children.

On the other hand, in the last few weeks, teachers were having longer conversations
and appeared to benefit from ideas presented in the workshops, such as having discussions
after a story that a teacher would lead. Such activities provided opportunities to develop
children’s thinking capacity (cf. Kook, 2023). In addition, teachers tried to engage in
discussions that involved positive, targeted verbal feedback (cf. Kook, 2023) and clarify
misunderstandings, which aligned with Howard et al. (2018). Some tried to engage
children in longer discussions more often to help them plan, evaluate, or reflect on their
activities, in accordance with the OECD (2012, 2014).

Problem-solving is one of the main interaction strategies in ECEC (NAEYC, 2022;
OECD, 2012), but only two teachers mentioned it before the initiative and only four
mentioned it as important afterward. In the first few weeks, teachers used problem-solving
mainly to resolve conflicts between children, similar to MacNaughton and Williams
(2008), rather than to support learning. During the last few weeks, some were using it as an
interaction strategy in certain situations. They facilitated problem-solving by valuing
children’s problems and solutions, focusing on children’s answers, and encouraging them
by creating a positive climate in which children felt free to try their own solutions or share
their solutions with the group, in alignment with Recep (2018). Also, teachers encouraged
children to listen to and understand other perspectives, identify problems, and find
different solutions, as recommended by the NAEYC (2022).

Teachers were observed implementing problem-solving with materials and giving
children the chance to test their solutions individually and in a group, in keeping with

MacNaughton and Williams (2008) and Recep (2018). The materials used to encourage
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problem-solving were appropriately flexible and open-ended, such as water, sand, blocks,
and art materials.

Teachers reported that the workshops were the first time they had been exposed to
the concept of sustained shared thinking; even so, eight mentioned it after the initiative as a
high-quality interaction strategy, aligning with Siraj-Blatchford et al. (2002) and Touhill
(2012a), and said they were trying to use it in their classes. They expressed an
understanding of how this strategy depends on the other strategies that this initiative
focused on: questioning, feedback, discussion, and problem-solving (cf. Fisher, 2006;
Siraj-Blatchford et al., 2002; Touhill, 2012a). Teachers after the initiative stated that they
were not involved in sufficiently deep interactions with children and that sustained shared
thinking could let them interact in more meaningful discussions and ask open-ended
questions that would create opportunities for learning together. Teachers also expressed
their interest in implementing activities that involved sustained shared thinking. This
strategy required more practice and preparation for open-ended questions and further
professional development. However, some teachers were observed using this strategy,
which they referred to as “interaction,” and in some cases, teachers planned activities to
implement it.

Another interesting post-initiative finding was that teachers showed an interest in
planning activities based on children’s interests to extend their learning. According to the
teachers, this strategy promotes engagement, motivation, and positive attitudes toward
learning. They emphasized the importance of giving children the chance to choose topics
and plan activities based on their interests and questions, which can promote a sense of
belonging and engagement, essential for children’s overall development and well-being.
Similar claims have been made in Baram-Tsabari (2006), Olsson (2013), and Murray
(2022). Teachers said this strategy aligned with play-based learning, although challenges

such as time constraints, curriculum requirements, differing interests among children, and a
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large class size hindered its implementation. Despite these challenges, teachers were
observed implementing simple activities based on children’s interests when possible.

Although only discussed as a side point in the workshops, encouraging children to
have perseverance and persistence emerged as a key takeaway, as reported by the teachers,
in line with the literature (e.g., Leonard & Garcia, 2020; McClelland et al., 2011).
Observations did not show many examples of this strategy being implemented, perhaps
due to the hindering factors teachers mentioned or their focus on implementing the main
interaction strategies.

Teachers generally showed more development in their perspectives and
implementation of four strategies that they had been using before the initiative:
questioning, feedback, discussion, and problem-solving. Sustained shared thinking was a
new strategy introduced to them in this initiative, and they showed an interest in
implementing it.

First, some teachers planned activities to extend children’s learning and planned
activities based on children’s interests. This stemmed from some examples given in the
initiative, after which teachers identified children’s interests by observing children play, in
agreement with Seitz (2006). However, this strategy was only observed a few times, even
though they emphasized the importance of this strategy after the initiative, as mentioned
above. This paucity of examples was likely due to the activities in the kindergarten being
generally planned by the administration, limiting the chances for teachers to plan this kind
of activity. Second, although encouraging children to have perseverance and persistence
emerged as an important theme, there were few observed instances of teachers encouraging
children to complete their work.

The observations also showed how teachers interacted during one of the most
important periods in the kindergarten’s daily program: outdoor playtime. The teachers’ role

during this period tended to be passive and focus mainly on monitoring children’s safety.
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In addition, there was always a large number of children (typically 28-30) for one teacher.
A teacher would generally remind the children about outdoor rules in the beginning of the
period and then sit on a chair and watch the children play. Teachers also focused on
dealing with behavioral problems (resolving conflicts) and answering questions. This
conflicted with studies that view teacher-child interaction quality as daily social and
instructional exchanges within a positive environment (e.g., Hamre et al., 2014; Howes et
al., 2008; Manning et al., 2019), suggesting the teachers could have taken advantage of
more learning opportunities outdoors.

In summary, the main goal of this initiative was to develop teacher-child interaction
quality by focusing on five interaction strategies. Observations revealed teachers adopting
these strategies and focusing more on teacher-guided play, following the international call
for better play-based learning with intentionality (e.g., AGDE, 2022; Leggett, 2023).

The Learning Environment

The learning environment was emphasized by teachers as an important factor in teacher-
child interaction quality before the initiative, and they continued emphasizing its
connection with almost every aspect of ECEC, including teacher-child interaction. This led
to overlap between the findings, as mentioned in Chapter 4, and made separating the
themes difficult. One possible reason for this was the self-learning curriculum, which
views the establishment of an enriching play-based environment as the main factor in
children’s learning (Ministry of Education, 2005). Although teachers still emphasized the
learning environment after the initiative, they showed more understanding of teacher-child
interaction as a key factor in learning and development. Below is a summary of the main
findings on teachers’ perspectives about the learning environment.

Even before the initiative, all teachers could list key characteristics of a high-
quality learning environment that aligned with the Ministry of Education (n.d.),

international standards such as the NAEYC (2018, 2022), and literature such as Touhill
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(2017). They noted that the physical environment affected the quality of ECEC interactions
(cf. OECD, 2021) and shaped their behavior as educators and children’s behavior as
learners. They agreed with Touhill’s (2017) claim that a well-resourced environment could
keep children more engaged in meaningful and extended learning, giving educators more
time for supportive interactions.

Most teachers cited safety as the most important characteristic, which reflected
their broader emphasis on their supervisory role. Although children’s safety is essential,
teacher-child interaction is also vital for “their development, learning and well-being”
(OECD, 2021, p. 3). While teachers emphasized the risks of outdoor learning (cf. Coleman
& Dyment, 2013; Erdem 2018), they also showed interest in risky play outdoors in the
form of AnjiPlay, saying this was a key takeaway from the initiative.

Teachers likewise noted that a socially, emotionally, and cognitively supportive
learning environment was important to teacher-child interaction quality before and after
the initiative. They emphasized closeness, unconditional acceptance, love and tenderness,
getting down to a child’s level, and communicating with children (cf. Hamre & Pianta,
2007; Mashburn et al., 2008; NAEYC, 2018, 2022). They also emphasized making sure all
children interact and enjoy the activities and providing an environment with
developmentally appropriate learning opportunities (cf. AGDE, 2022; Hamre, 2014).

The teachers’ perspectives on the importance and characteristics of a good learning
environment were nearly the same before and after initiative, with general agreement about
the essential role it played in teacher-child interaction quality. After the initiative, teachers
emphasized the importance of asking children about their opinions and suggestions
regarding the learning environment and activities, considering children’s opinions when
planning activities or changing the classroom (which they noted as a new strategy for

them), and using open-ended materials (cf. AGDE, 2022; NAEYC, 2022; OCED, 2021).
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Factors Affecting Teacher-Child Interaction Quality

The teachers’ considered teacher-child interaction quality to be influenced by various
factors, including teachers’ professional development opportunities (Early et al., 2017;
Pianta, et al., 2008), working conditions (Markowitz & Seyarto, 2023; OECD, 2011),
communication and cooperation with parents (AGDE, 2022; Halgunseth, 2009; NAEYC,
2022), the teacher-child ratio (NAEYC, 2021), and the kindergarten administration
(Gadikowski, 2013).

Teachers noted how professional development could enhance the quality of
teacher-child interaction and asked for more training to develop their interaction strategies,
especially questioning and sustained shared thinking. Working conditions, such as a
positive and stimulating work environment, adequate learning resources, and supportive
kindergarten administration, were other important factors in interaction quality. In
addition, they mentioned effective communication and cooperation with parents as crucial
for improving interaction quality, as this involves parents in their children’s learning and
reveals insights into the children’s background and experiences.

Teachers noted that a high teacher-child ratio hindered teacher-child interaction
quality. The appropriate ratio in their opinion was 12 children for each teacher, with 24
children and two teachers in the class being ideal (cf. NAEYC, 2021). They also stated that
the kindergarten administration’s policies played a crucial role in determining teacher-child
interaction quality, as a supportive administration would offer opportunities for
professional development, establish good working conditions, and empower teachers to
plan activities and make decisions for their classes.

Teacher Professional Development
The teachers gave largely positive feedback about the initiative. Some recommended
repeating it for teachers who had not participated and in other kindergartens. Teachers

agreed that this was their first time receiving professional development on teacher-child
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interaction quality, a concept they were not familiar with. However, they became more
fluent and specific in their answers about this topic after the initiative. Teachers
highlighted a shift in their thinking about teacher-child interaction and ECEC quality in
general. For example, some said they had started viewing their interactions as a key factor
in early education quality, which has been widely acknowledged in studies such as
McNally and Slutsky (2018) and Melhuish et al. (2015). They said the initiative had
changed their perspective about ECEC quality, seeing the interaction between teacher and
child as bidirectional, with positive, purposeful interaction throughout the day supporting
learning and development, similar to Hamre et al. (2012) and Hoang et al. (2018).
Moreover, teachers said they misunderstood the self-learning curriculum as depending
entirely on learning through free play with minimum interference. These perspectives
aligned with the growing push for teachers to integrate traditional beliefs about play with
new insights into the role of social interactions, modeling, and relationships in children’s
learning (Edwards, 2017).

Teachers claimed the initiative gave them ideas for addressing the high teacher-
child ratio. This included implementing the strategies they learned in the initiative,
especially discussion and sustained shared thinking, in addition to their interest in
implementing some risky outdoor play (i.e., AnjiPlay).

Overall, the key takeaways teachers reported were related to the interaction
strategies presented in the workshops, in addition to the development in their
understanding of the self-learning curriculum. However, two of the main points they
agreed on were not main components of the workshops: encouraging children to complete
their work and risky play (AnjiPlay).

The teachers mentioned several components they felt made the professional
development a useful tool that improved their understanding and practices regarding

teacher-child interaction quality. In their Vevox feedback, they emphasized discussion,
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practical examples of implementing strategies, and videos from high-quality ECEC around
the world. Those points are discussed in the next section.

Teachers said they needed more such programs to develop their interaction
strategies, especially questioning, feedback, and sustained shared thinking. Overall, the
professional development in this small-scale investigation showed promise in changing
practices in relation to teacher-child interaction quality, with all teachers reporting it to be
effective. Teachers maintained that the initiative differed from the traditional model they
had seen before, i.e., consisting of one or two workshops (cf. Jerald, 2012). The findings
suggested that teachers required guided and sustained assistance after the workshop to help
implement strategies, reflect on their practices, and get feedback.

Contribution to Knowledge

Despite the growing demands for professional development to help teachers support
children’s development and learning, this area remains understudied, with little determined
about what would constitute the most effective models to follow (Han, 2012). As shown by
Zaslow et al. (2010a, 2010b), most ECEC professional development has focused on
children’s academic skills, mainly literacy, even though many studies have demonstrated
the importance of teacher-child interaction (e.g., Downer et al., 2010a; Early et al., 2017;
Hamre, 2014; Hamre & Pianta, 2007; McNally & Slutsky, 2018; Melhuish et al., 2015;
Siraj-Blatchford & Sylva, 2004; Wylie et al., 2006). In addition, no Saudi studies have
focused on improving teacher-child interaction quality through professional development.
In fact, professional development for Saudi teachers in general, and ECEC teachers in
particular, is very limited and relies heavily on workshops that last for only one or two
days. To address this gap, | designed an initiative to improve teacher-child interaction
quality in a public Saudi kindergarten.

Despite its potential benefits, improving teacher-child interaction quality through a

job-embedded professional development model is a new concept in Saudi research and
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practice. Thus, | have sought to provide evidence on the duration, frequency, and intensity
of professional development in this context. As such, this is the first study to examine the
effect of professional development on Saudi ECEC teachers’ perceptions and practices
regarding teacher-child interaction quality, adding to the growing ECEC research in Saudi
Arabia (e.g., Al-Ahmadi, 2009; Al-Othman, 2015). Based on its reported and observed
effects, the proposed model could act as a foundation for future work designing
professional development for this context.

By eliciting teachers’ opinions and directly observing their practices, this study
contributes to existing knowledge on professional development strategies for enhancing
teacher-child interaction quality. As such, the findings add to the limited Saudi and
international research on this topic. Furthermore, the study serves as a foundation for
future research on the factors that influence teacher-child interaction quality and the
effectiveness of different professional development approaches in different cultural and
educational contexts. It is hoped that the findings will foster ongoing discussions,
collaborations, and advancements in the ECEC field, ultimately benefiting children’s
learning and development.

The most effective parts of the initiative appeared to be collaborative learning and
discussion, in-class implementation of interaction strategies, teacher reflection, feedback,
and learning resources.

Based on the literature, study findings, and sociocultural theory—i.e., the ZPD and
scaffolding (Eun, 2008; Shabani et al., 2010)—I have produced a model for professional
development that targets Saudi teachers’ perspectives and practices, is job-embedded
(Darling-Hammond et al., 2017; Pacchiano et al., 2016), includes multiple workshops
(Brunsek et al., 2020), focuses on interaction strategies (Egert et al., 2020; Siraj et al.,

2023), is based on discussion and collaborative learning with video examples (Arya et al.,
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2015; Christ et al., 2014) of high-quality ECEC settings, and features an exchange of
experiences between participants and a mentor. This model is illustrated in Figure 5.1.

Following the workshops, teachers asked to implement the interaction strategies
with mentor support, i.e., helping them reflect on their practices and giving feedback
(Darling-Hammond et al., 2017). This model fosters a learning community that offers
collaborative learning through discussion via social media (Cansoy, 2017) and sharing
resources such as handouts, articles (Sakraida et al., 2005), and videos (Rubio-Alcala et al.,
2020).

This model was designed to align with any evidence-based curriculum informed by
the international literature. Due to the model’s inherent flexibility, it can be adapted to
other contexts by researchers or trainers as long as they understand the framework
underpinning the model, the local teachers’ needs and knowledge, and the social context.

Figure 5.1: Proposed Professional Development Model

Workshop on
interaction
strategies with
learning through
discussions and
examples

Learning
community
(sharing Implementing
resources, interaction
collaborative strategies in class
learning through

discussions)

Self-reflection
through Feedback from
discussion with mentor
mentor

At a national level, this research sheds light on the potential of job-embedded
professional development to develop teachers’ perspectives and practices regarding

teacher-child interaction. By incorporating professional development within the teacher’s
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daily work, I challenge the traditional approach of detached, one-size-fits-all workshops.
The findings highlight the potential of job-embedded models to foster sustainable and
contextually relevant learning experiences for educators in Saudi Arabia. Furthermore, this
study contributes to the ongoing international discourse on teacher development,
emphasizing context-specific approaches.
Recommendations for Policy and Practice
Based on the findings, | offer the following recommendations for policymakers and
practitioners. The first is to align the Saudi self-learning curriculum with the literature by
finding a balance between child-guided and teacher-guided learning (AGDE, 2022;
Epstein, 2007; Leggett & Ford, 2013; Pyle & Danniels, 2017). To this end, the curriculum
should place greater emphasis on teacher-child interaction in learning corners and outdoor
learning (Maier et al., 2020; OECD, 2021; Tonge et al., 2018) rather than only preparing
the learning environment (cf. Bukhalenkova et al., 2022; Melhuish et al., 2015; Yang et al.,
2021). The curriculum should be reviewed in light of recent literature highlighting
teachers’ intentional interactions in play-based learning (e.g., AGDE, 2022; Leggett,
2023).

The curriculum should likewise emphasize teacher-child interaction outdoors
(Howe et al., 2021), and policy should require appropriate teacher-child ratios in that
context (Coleman & Dyment, 2013; Maynard & Waters, 2007). Also, the Ministry of
Education should examine how children might benefit from the risky outdoor play, for
example AnjiPlay approach, and adapt it to the Saudi context, as it could benefit children’s
development (Liu & Birkeland, 2022) through rich opportunities for problem-solving,
learning, and social skills development (Greenfield, 2004). Brussoni et al. (2015) found
that the overall positive health effects of increased risky outdoor play provided a greater

benefit than the associated risks.
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More funding is needed for research documenting high-quality evidence-based
professional development programs for teachers in ECEC. The findings could shape ECEC
educational policies, develop teacher-child interaction quality, improve professional
development, and guide future research in the field. More professional development should
be given on interaction strategies, such as sustained shared thinking, feedback, and
questioning (Hamre & Pianta, 2007; McNally & Slutsky, 2018). The model proposed in
this study could be implemented in any Saudi kindergarten by a researcher or trainer with
experience in ECEC professional development and could be adjusted to the given context.
Teachers should have mentoring sessions associated with this professional development to
get feedback from an expert in the field while training them to be more reflective on their
practices (Early, 2017; Egert, 2020; OECD, 2018; Onchwari & Keengwe, 2008).

According to international standards, the teacher-child ratio should not exceed 1:12
(NAEYC, 2021; Rogers et al., 2020b). Higher child-teacher ratios are negatively related to
children’s learning and development (e.g., Hong et al., 2019), while lower ratios enable
teachers to focus on the individual needs of children, engage them in meaningful
interactions (OECD, 2011), improve child outcomes, reduce behavioral problems, lower
teacher stress, improve the teacher’s experience, and lower rates of special education (e.g.,
Ackerman & Barnett, 2006; Pianta et al., 2005; Schachner et al., 2016). A lower ratio does
not automatically translate into higher-quality learning, however, as teachers need to adapt
their pedagogy to take advantage of the lower ratio. If lowering the ratio to international
standards is not possible in some cases, teachers should receive special training to manage
larger group sizes (Hong et al., 2019).

Kindergartens should give teachers more flexibility to plan activities themselves
(Epstein, 2007; OECD, 2021) based on children’s interests (Biermeier, 2015). Children
learn best when they are interested and engaged (Touhill, 2012b). Planning activities based

on children’s interests to extend their learning and development is thus an important aspect
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of high-quality ECEC (AGDE, 2022; Copple & Bredekamp, 2009; Hedges et al., 2011;
NAEYC, 2020).

Policymakers and administrators should provide non-financial support and
incentives for teachers to improve their well-being and encourage ongoing professional
development (OECD, 2011). For instance, administrators could employ more flexible
requirements to promote teacher-child interaction quality, especially in terms of the daily
schedule (Gadikowski, 2013), which should be predictable yet responsive to individual
needs (NAEYC, 2022).

Regarding practitioners, 1 would encourage teachers to build positive and
supportive relationships with children (NAEYC, 2009; Yoshikawa et al., 2013) through
warm, responsive interactions and acknowledging children’s interests. When children feel
valued and supported, they are more likely to engage in learning (Touhill, 2012b). 1 also
emphasize the role of effective interaction between teachers and children through
questioning, feedback, discussion, problem-solving, and sustained shared thinking.

Teachers should pay attention to the type of questions they ask children, try to ask
more open-ended questions that promote thinking and learning, and leverage children’s
questions and interests to extend their learning (Murray, 2022; Olsson, 2013).

Feedback is especially effective when teachers give children clear, specific
information about their work, as this helps them think for further learning (Dunlap et al.,
2007; MacNaughton & Williams, 2008); describe children’s work rather than judge it; and
deliver feedback as soon as possible after the action being commented on (Pushparatnam et
al., 2021).

Teachers should involve children in good discussion based on meaningful questions
and positive feedback (Kook, 2023). Group discussion can produce a high level of

cognitive conflict, thus stimulating children’s positive thinking and producing higher-order
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thinking (Sylvia, 2009). As an example, a group discussion could follow reading a story
(Kook, 2023).

Problem-solving is a foundational skill in all walks of life, and teachers can nurture
it in children by creating an environment that encourages such activities, provides
guidance, acknowledges emotions, fosters a culture of trial and error, and creates a safe
space for learning (Kook, 2023; MacNaughton & Williams, 2008; Touhill, 2012a).

Adapting sustained shared thinking to interactions with children can promote the
development of language, social, and critical-thinking skills (Touhill, 2012a) and lead to
better developmental progress (Wall et al., 2015).

Finally, I encourage teachers to engage in regular self-reflection (Boud et al., 2013;
Daniel et al., 2013) and professional development focusing on teacher-child interaction
quality (Siraj et al., 2023). By reflecting on their practices, teachers can identify areas for
development and implement new strategies to enhance their interactions. Well-designed
and well-delivered professional development has been shown to contribute to teacher-child
interaction quality (Hamre et al., 2012; Siraj et al., 2023).

Recommendations for Future Research

Future studies could employ a larger sample to arrive at more robust and generalizable
results. Including more participants from different kindergartens across Saudi Arabia
would enhance the external validity. Additionally, including participants from different
cities or types of kindergartens (public, private, international) could provide valuable
insights into the impact of professional development on teacher-child interaction across
diverse contexts.

A longitudinal study would allow researchers to examine the long-term effects of
this professional development model. By following the same group of teachers over an

extended period, it would be possible to track changes and identify sustained development.
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Future studies could employ a control group to compare the impact of the
professional development with a group that did not participate in it. This would help
determine whether any improvement in teacher-child interaction could be attributed to the
professional development or if it was due to other factors, such as experience.

Examine the impact of various models of professional development programs on
the quality of teacher-child interactions. For example, examining the success of comparing
the outcomes of programs that focus on certain interaction strategies with those that take a
more holistic approach to professional development.

Including the perspectives of parents and children could offer a more holistic
understanding of the impact of professional development. Data could be gathered from
parent interviews or surveys to see if they notice changes in teacher-child interaction
quality. Similarly, studies could elicit children’s perspectives via age-appropriate methods,
such as observations or asking them about the activities their teachers implement.

Investigate the effect of contextual factors in shaping the influence of professional
development on the quality of teacher-child interactions. Professional development efforts'
efficacy may be influenced by factors such as school resources, classroom size, and student
demographics. Examine how these elements interact with professional development
treatments to see how they affect the quality of teacher-child interactions.

Examine how teacher beliefs and attitudes toward professional development
influence outcomes on the quality of teacher-child interactions. Investigate whether
teachers who have favorable attitudes and views about professional development are more
likely to implement the interaction strategies they learn and have better interactions with
children.

Investigate the relationship between the quality of teacher-child interactions as a
result of professional development and children's outcomes. Examine if increases in the

quality of teacher-child interactions lead to increased children's engagement in activities,
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and socio-emotional and language development. This would demonstrate the larger impact
of professional development programs on children's learning and development.

By conducting additional research in these areas, we may gain a better knowledge
of the impact of professional development on the quality of teacher-child interactions and
inform the development of more effective and focused interventions in the future.
Conclusion
Based on the literature showing the importance of teacher-child interaction (e.g., Hamre,
2014; Hamre & Pianta, 2007; Melhuish et al., 2015) and professional development’s role
in teacher-child interaction quality (e.g., Early et al., 2017; Hamre et al., 2012; Pianta et al.,
2008; Siraj, 2023), Saudi Vision 2030 development goals, and the researcher’s “felt need”
as an educator, this was the first study of its kind to examine Saudi teachers’ perspectives
and practices regarding teacher-child interaction quality before and after a professional
development initiative.

The study was guided by a sociocultural framework that has been extended to
include teacher-child interaction (Bodrova & Leong, 2005; Bukhalenkova et al., 2022;
Fernyhough, 2008), as well as teachers’ professional development (Eun, 2008; Shabani et
al., 2010). This framework helped me to understand teacher-child interaction, design a job-
embedded professional development model, and collect and analyze data. Based on this
literature and framework, | developed a professional development model targeting five
interaction strategies that teachers implemented during the initiative. Data were collected
before, during, and after the initiative to determine if there were any changes in teachers’
perspectives and practices.

Teachers’ perspectives on teacher-child interaction relied heavily on the Saudi self-
learning curriculum (which is underpinned by play-based learning), emphasizing the
importance of preparing the learning environment for children to work on their own with

minimal interference from teachers. As such, teachers viewed their role as passive

272



implementation of that curriculum, focusing on supervision and safety. After the initiative,
they reported they could interact with children to promote learning and development using
interaction strategies within the self-learning curriculum.

Teachers showed a general development in their perception and use of the
interaction strategies, including sustained shared thinking, which they said was entirely
new for them. While they showed awareness of several factors affecting teacher-child
interaction, they put great emphasis on teacher-child ratio and administrative requirements
and noted the importance of professional development in teacher-child interaction quality.

The evidence suggested that professional development, if used systematically,
could improve teacher-child interaction. Job-embedded professional development in
particular was found to be sufficient to meet a variety of teachers’ needs and effective at

shifting their perspectives and practices.
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Appendix B: Pilot Study Materials
1-Letter to the School Principal
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quality before and after a Professional Development Initiative (Pilot Study)

Dear Principal,

My name is Norah and | am a lecturer at PNU. | am currently on a career break
while undertaking a PhD scholarship funded by the Ministry of Education. I am planning a
research project in a kindergarten. The aim of this project is to develop teacher-child
interaction quality, focusing on pedagogical (interaction) strategies that teachers can use to
develop the quality of their interactions with children. This project takes the form of a
professional development (PD) initiative that | have designed based on early childhood
education literature.

The PD initiative is designed to be suitable for any evidenced-based curriculum,
including the self-learning curriculum used in your kindergarten. The PD contains 4
workshops during school hours, including discussion and reflection. Each workshop will
take 2-3 hours to complete. | will deliver this PD and support the implementation of the
interaction strategies. |1 would like to invite your school to take part in this study. At any
point in this study, teachers can withdraw from participating and their decision will be
respected without question.

If your school decides to participate, teachers will be asked to attend an individual
interviews in Week 1 to know their perception of TCIQ. They will be asked, also, to use
interaction strategies (introduced in a PD session) to interact with children throughout the
school day. After being introduced to the strategy, teachers will be encouraged to
implement the strategy for three weeks. I would like to observe the teachers’ interactions
with children and record notes of these interactions. These notes will form the basis of an
individual reflective dialogue sessions. I would like to investigate the teacher’ perspective
on teacher-child interaction quality and the PD initiative individually (Week 6) and in a
focus group (Week 6). My role in this study as a researcher is not just mentoring, | will be,
also, learning with teachers and from them. | will implement the strategies in your school
classes as well and ask teachers sometimes to take notes for later discussions.

The confidentiality of information provided will be kept within limitations of the
law. My supervisors, Dr. Geraldine French and Prof. Padraig O Duibhir, and | hope that
the quality of interaction in your school will develop as a result of participating in this
study. We hope that you find the PD valuable and that the strategies prove useful to you in
your school.

You are welcome to receive feedback on the project throughout the process and
upon its completion. In any reports on the project, individual teachers’ names and the name
of the kindergarten will be replaced with pseudonyms to ensure anonymity. All recordings
on the researcher’s Dictaphone will be kept in a secure location in her office filing cabinet.
Electronic data will be stored on a password-protected laptop. These data will be
appropriately disposed of within five years, in accordance with the DCU Data Protection
Policy.

If you have any questions or concerns, please contact me at any stage.
Alternatively, you may wish to contact my supervisors and/or an independent person. If so,
please contact the administration office using the details below. Thank you for considering
participating in this study.

Norah Alshbili

norah.alshbili2@dcu.ie
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REC Administration

Research Office

Dublin City University

Glasnevin

Dublin 9

Tel: (01) 7007816

Institutional Review Board (IRB)
Princess Nourah University, Riyadh
IRB@pnu.edu.sa

0548867916
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2-Plain Language Statement for Teachers
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quiality before and after a Professional Development Initiative (Pilot Study)

Dear Teacher,

My name is Norah and I am a lecturer at PNU. | am currently on a career break
while undertaking a PhD scholarship funded by the Ministry of Education. | am planning a
research project in a kindergarten. The aim of this project is to develop teacher-child
interaction quality, focusing on pedagogical (interaction) strategies that teachers can use to
develop the quality of their interactions with children. This project takes the form of a
professional development (PD) initiative that | have designed based on early childhood
education literature.

The PD initiative is designed to be suitable for any evidence-based curriculum,
including the self-learning curriculum that you used in your kindergarten. The PD contains
four workshops, including discussion and reflection. Each workshop will take 2-3 hours to
complete. | will deliver this PD and support the implementation of the interaction strategies
on site. I would like to invite you to take part in this study. At any point in this study, you
can withdraw from participating and your decision will be respected without question.

If you decide to participate, you will be asked to attend an individual interview in
Week 1 to know your perception of teacher-child interaction quality (TCIQ). The
workshops will focus on some strategies for interacting with children and you will be
asked to use these strategies to interact with the children in your class whenever the
opportunity allows. I would like to observe your interactions with children and record
notes of these interactions. These notes will form the basis of an individual reflective
dialogue sessions. Also, |1 would like to investigate your perspective on TCIQ and the PD
initiative, individually and in a focus group Week 6. My role in this study as a researcher is
not just mentoring, | will also be learning with you and from you. I will implement the
strategies in your class as well and ask you sometimes to take notes for later discussions.

The confidentiality of information provided will be kept within limitations of the
law. My supervisors, Dr. Geraldine French and Prof. Padraig O Duibhir, and | hope that
the quality of interaction in your class will develop as a result of participating in this study.
We hope that you find the PD valuable and that the strategies prove useful to you in your
teaching.

You are welcome to receive feedback on the project throughout the process and
upon its completion. In any reports on the project, individual teachers’ names and the name
of the kindergarten will be replaced with pseudonyms to ensure anonymity. All recordings
on the researcher’s Dictaphone will be kept in a secure location in her office filing cabinet.
Electronic data will be stored on a password-protected and encrypted laptop. These data
will be appropriately disposed of within five years, in accordance with the DCU Data
Protection Policy.

If you have any questions or concerns, please contact me at any stage.
Alternatively, you may wish to contact my supervisors and/or an independent person. If so,
please contact the administration office using the details below. Thank you for considering
participating in this study.

Norah Alshbili

norah.alshbili2@dcu.ie
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3-Informed Consent Form for Teachers
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quiality before and after a Professional Development Initiative
(Pilot Study)

Purpose of the Research

The aim of this research is to develop teacher-child interaction quality (TCIQ)
through job-embedded professional development (PD).
Requirements of Participating in This Study

You will attend 4 PD sessions that focus on one interaction strategy, which you will
be asked to implement in your class for three weeks during the second semester (January-
February 2022). If you take part in this study, you will be expected to attend three PD
workshops. During the initiative, you will be encouraged to keep a diary to note your
learning experiences and thoughts for use during interviews and reflective dialogue
sessions. You, as a class teacher, will implement the strategy if it is suitable for a given
situation. The strategy will be discussed in a PD session, and after three weeks, you will
have an individual stimulated reflective dialogue session with the researcher. You will
have individual interview in the first week of the semester, another individual interview in
Week 6, and an interview in a focus group after the PD is completed in Week 6. In the
individual interviews, you will express your perceptions of TCIQ and the PD in general. In
the focus group interview, you will express if the PD has changed anything in your
perceptions and/or practices.

Every effort will be made to protect the anonymity of all participants. The names of
teachers and the school will not be used in any report. This guarantee of anonymity is
promised within the legal limits of data anonymity.

Confirmation That Involvement in the Study Is Voluntary

| am aware that if | agree to take part in this study, I can withdraw from
participation at any stage. There will be no penalty for withdrawing before all stages of the
study have been completed. | have read and understood the information in this form. The
researchers have answered my questions and concerns, and | have a copy of this consent
form. Therefore, | give my consent to take part in this research project.

Please complete the following (circle Yes or No for each question):

| have read the Plain Language Statement (or had it read to me). Yes/No
| understand the information provided. Yes/No
| understand the information provided in relation to data protection. Yes/No
| have had an opportunity to ask questions and discuss this study. Yes/No
| have received satisfactory answers to all my questions. Yes/No
| am aware that my interview will be audiotaped. Yes/No

Teacher’s Signature:
Name in Block Capitals:
Date:
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4- Plain Language Statement for Parents (pilot study)
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction

Quiality before and after a Professional Development Initiative

Dear Parents,

My name is Norah and | am a lecturer at PNU. | am currently on a career break
while undertaking a PhD scholarship funded by the Ministry of Education. I am planning a
research project in a kindergarten. The aim of this project is to develop teacher-child
interaction quality, focusing on teaching strategies that teachers can use to develop the
quality of their interactions with children. This project takes the form of a professional
development (PD) initiative that | have designed based on early childhood education
literature. 1 will deliver this PD and support the teachers during the implementation of the
interaction strategies in your child’s class.

For academic research purposes, | will take notes of the children during their
interaction with their teachers, your child’s name will not be mentioned anywhere. At any
point in this study, you can withdraw your child from participating and your decision will
be respected without question. When you chose to withdraw your child, that means your
child will remain in class and involve in the class activities however the researcher will
take notes of the other children’s interactions with the teachers.

The confidentiality of information provided will be kept within limitations of the
law. My supervisors, Dr. Geraldine French and Prof. Padraig O Duibhir, and | hope that
the quality of teacher-child interaction in your child’s class will develop as a result of
participating in this study.

Confidentiality will be ensured at all times. In any reports on the project, individual
children’s names and that of the school will not be used in order to safeguard anonymity.
However, it should be noted that the confidentiality of information provided cannot always
be guaranteed by the researcher and can only be protected within the limitations of the law.
All notes will be kept in a secure, locked location. Electronic data will be held on a
password-protected and encrypted computer. All data will be disposed of appropriately
within five years, in accordance with DCU Data Protection Policy.

You are welcome to receive feedback on the project throughout the process and
upon its completion. If you have any questions or concerns, please do not hesitate to
contact me at any stage. Alternatively, you may wish to contact my supervisors and/or an
independent person. If so, please contact the administration’s office using the details
below.

Thank you for your time and consideration.

Norah Alshbili

norah.alshbili2@dcu.ie

REC Administration

Research Office

Dublin City University

Glasnevin

Dublin 9

Tel: (01) 7007816

Institutional Review Board (IRB)

Princess Nourah University, Riyadh

IRB@pnu.edu.sa

0548867916
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5- Informed Consent Form for Parents
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quiality before and after a Professional Development Initiative

Purpose of the Research

The aim of this research is to develop teacher-child interaction quality through job-
embedded professional development (PD).
Requirements of Participating in This Study

Your child’s teachers will attend PD workshops on interaction strategies, which
they will be asked to implement in your child’s class during (January-February 2022). If
your child takes part in this study, | will take notes of his/her interaction with the teachers.
All notes will be taken strictly for the purposes of the study. Every effort will be made to
protect the anonymity of all participants. The names of children, teachers, and the school
will not be used in any report. This guarantee of anonymity is promised within the legal
limits of data anonymity.
Confirmation That Involvement in the Study Is Voluntary

| am aware that if | agree to allow my child to take part in this study, my child can
withdraw from participation at any stage. There will be no penalty for withdrawing before
all stages of the study have been completed.

Parent, Please Complete the Following (Circle Yes or No for Each Question)

| have read (or had read to me) the Plain Language Statement Yes/No
| understand the information provided Yes/No
| have had an opportunity to ask questions and discuss this study Yes/No
| have received satisfactory answers to all my questions Yes/No

| have read and understood the information in this form. The researchers have
answered my questions and concerns, and | have a copy of this consent form. Therefore, |

give consent for my child to take part in this research project.

336



Parent’s Signature:

Name in Block Capitals:

Child’s Name in Block Capitals:

Date:
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Sample Reflection Notes

Reflection notes

Reflection is a powerful form of learming as it not only encourages the learner to make sense of
what happened. it also encourages them to focus on what they could do differently next time.
The act of completing written reflection notes not only brings subconscious learmning into the
caonscious mind, but it also provides some discussion points for the next session with the mentor,
A sample reflection note is shown below. Once again you may choose to change this.

N The mantor is
PG Soses encouraged to
can be completad complete a reflection
aftar a key learming ot
event reated o an d after each the
acton pom'l or any mmm”' h"'e"u'
other event. men
mprove their practice
Sample reflection notes s A menkor

Briefly describe the avent that you are reflecting on
What did you think/ffeel whilst it was happening?

What have you leamt about the event. e.g. what you
could have done differently or what did you do well?

What will you do differently as a result of reflecting on
thiz event?

Sampile Reflectian Notes {Bournemauth University, n.d., p. 17)

0o

LEE
This work is- & derivative of ABC Leaming Design method by Clive Yeoung and baiags Eamis, UCL (2019) and is licensed under CC BY-MNC-SA 4.0. Original resources available at abe-ld.cog.
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Appendix B

would you do
differently if you were
doing it again?

@ b Tlmea ovt...f

what it solnds like

French (2013) p.73, adapted from Dukes and Smith (2007, p. 5) and NCCA (2009).

This work Is & derivative of ABC Leaming Design method by Clive Young and Biaiads Bail UCL (2019) and is licensed under CC BY-NC-SA 4.0. Original resources avallable at abc-ld.org.
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Appendix C: Information Sheet
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quiality before and after a Professional Development Initiative

The aim of this research is to develop teacher-child interaction quality (TCIQ)
through job-embedded professional development (PD).

The significance of high-quality early childhood education and care (ECEC) is
gaining traction internationally (National Child Care Information and Technical Assistance
Center, 2010; Organisation for Economic Co-Operation and Development, 2012),
including Saudi Arabia (Ministry of Education, 2019). This is because high quality ECEC
is needed to maximise the benefits programmes offer to early development and learning
(Melhuish et al., 2015; Vandenbroeck et al., 2018). Teacher-child interactions have
emerged as a key feature of ECEC quality (Burchinal et al., 2010). For instance, the
National Association for the Education of Young Children (2009) states that effective
teaching is intentional and teachers should employ various interaction strategies to support
children’s interests and ability in each learning domain. According to Yoshikawa et al.
(2013), one of the most valuable characteristics of ECEC, especially kindergarten, are
stimulating and supportive teacher-child interactions. Helping teachers develop their
interaction strategies through mentoring in professional development (PD) could yield
significant benefits. This claim is supported by studies showing effective PD included
training on specific skills and job-embedded coaching, mentoring, or consultation (e.g.,
Pacchiano et al., 2016; Sheridan et al., 2009). This type of PD has improved learning
outcomes in developmental areas such as literacy (Wasik & Hindman, 2011) and
mathematics (Clements et al., 2011).

The present study investigates the perceptions of teachers in relation to teacher-
child interaction quality (TCIQ) in a Saudi kindergarten. A relationship is expected

between TCIQ and teaching strategies, with the hypothesis that PD can improve TCIQ.

350



The researcher designed an initiative using a PD model to improve TCIQ focusing on five
interaction strategies. Classroom observation and teacher interviews will identify and
explore changes, if any, in teacher’s perceptions of TCIQ after the initiative.

Dissatisfied with traditional PD, researchers have recommended new perspectives
that consider the inclusive nature of teacher learning (Halle et al., 2010a, 2010b; Zaslow et
al., 2010a, 2010b). Despite the growing demands for PD that helps teachers support
children’s development and learning, research on ECEC PD remains underdeveloped with
little determined about effective models (Han, 2012). According to Zaslow et al. (2010a,
2010b), most ECEC PD focuses on developing academic skills, mainly literacy, even
though many studies have demonstrated the importance of teacher-child interaction (e.g.,
Downer et al., 2010a; Hamre, 2014; McNally & Slutsky, 2018; Melhuish et al., 2015), and
no Saudi studies have focused on improving TCIQ through PD. In fact, PD for Saudi
teachers in general and ECEC teachers in particular is limited and relies heavily on
workshops that last one or two days. To address this gap, the present study will design a
PD initiative to improve TCIQ in a Saudi kindergarten.

There is growing interest in improving ECEC by developing teachers’ knowledge and
skills. However, few studies have examined whether PD can make a sustainable
improvement in teaching practices and outcomes (Rogers et al., 2020a; Yoshikawa et al.,
2013). Rogers et al. (2020b) stressed the importance of improving ECEC teachers’
pedagogical knowledge, understanding, and skills through accessible PD. The current
study aligns with this global trend in research by offering specially designed on-site PD.
Rogers et al. (2020b) concluded ECEC policymakers should invest in evidence-based PD.
Thus, the findings could help the Saudi Ministry of Education plan PD for ECEC and add
to the limited Saudi research in this field, while the model used could serve as a foundation

for local PD in all Saudi kindergartens.
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Appendix D: Parents’ Consent Form-Ministry of Education
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Appendix E: Letter to the School Principal
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quality before and after a Professional Development Initiative

Dear Principal,

My name is Norah and I am a lecturer at PNU. | am currently on a career break
while undertaking a PhD scholarship funded by the Ministry of Education. | am planning a
research project in a kindergarten. The aim of this project is to develop teacher-child
interaction quality, focusing on pedagogical (interaction) strategies that teachers can use to
develop the quality of their interactions with children. This project takes the form of a
professional development (PD) initiative that | have designed based on early childhood
education literature.

The PD initiative is designed to be suitable for any evidenced-based curriculum,
including the self-learning curriculum implemented in your school. The PD contains six
workshops, including discussion and reflection. Each workshop will take 2-3 hours to
complete. | will deliver this PD and support the implementation of the interaction
strategies. | would like to invite your school to take part in this study. At any point in this
study, teachers can withdraw from participating and their decision will be respected
without question.

If your school decides to participate, teachers will be asked to attend an individual
interview in Week 1 to know their perception of TCIQ. They will be asked, also, to use
five interaction strategies (introduced in the PD sessions) to interact with children
throughout the school day. After being introduced to each strategy, teachers will be
encouraged to implement the strategy for 2 weeks before another strategy is introduced.
However, they are encouraged to continue using all introduced strategies depending on the
situation and their own evaluation of what is the best strategy to use in a particular
interaction. I would like to observe the teachers’ interactions with children and record
notes of these interactions. These notes will form the basis of an individual reflective
dialogue sessions (30-60 minutes for each session). At the end of the semester, | would like
to investigate the teacher’ perspective on teacher-child interaction quality and the PD
initiative individually and in a focus group. My role in this study as a researcher is not just
mentoring, | will be, also, learning with teachers and from them. I will implement the
strategies in your school classes as well and ask teachers sometimes to take notes of my
practices for later discussions.

The confidentiality of information provided will be kept within limitations of the
law. My supervisors, Dr. Geraldine French and Prof. Padraig O Duibhir, and | hope that
the quality of interaction in your school will develop as a result of participating in this
study. We hope that you find the PD valuable and that the strategies prove useful to you in
your school.

You are welcome to receive feedback on the project throughout the process and
upon its completion. In any reports on the project, individual teachers’ names and the name
of the kindergarten will be replaced with pseudonyms to ensure anonymity. All data will
be kept in a secure location in the researcher office filing cabinet. Electronic data will be
stored on a password-protected laptop. These data will be appropriately disposed of within
five years, in accordance with the DCU Data Protection Policy.

If you have any questions or concerns, please contact me at any stage.
Alternatively, you may wish to contact my supervisors and/or an independent person. If so,
please contact the administration office using the details below. Thank you for considering
participating in this study.

Norah Alshbili

355



norah.alshbili2@dcu.ie

REC Administration

Research Office

Dublin City University
Glasnevin

Dublin 9

Tel: (01) 7007816

Institutional Review Board (IRB)
Princess Nourah University, Riyadh
IRB@pnu.edu.sa

0548867916
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Appendix F: Plain-Language Statement for Parents

Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quality before and after a Professional Development Initiative
Dear Parents,

My name is Norah and | am a lecturer at PNU. | am currently on a career break
while undertaking a PhD scholarship funded by the Ministry of Education. | am planning a
research project in a kindergarten. The aim of this project is to develop teacher-child
interaction quality, focusing on teaching strategies that teachers can use to develop the
quality of their interactions with children. This project takes the form of a professional
development (PD) initiative that | have designed based on early childhood education
literature. 1 will deliver this PD and support the teachers during the implementation of the
interaction strategies in your child’s class.

For academic research purposes, | will take notes of the children during their
interaction with their teachers, your child’s name will not be mentioned anywhere. At any
point in this study, you can withdraw your child from participating and your decision will
be respected without question. When you chose to withdraw your child, that means your
child will remain in class and involve in the class activities however the researcher will
take notes of the other children’s interactions with the teachers.

The confidentiality of information provided will be kept within limitations of the
law. My supervisors, Dr. Geraldine French and Prof. Padraig O Duibhir, and | hope that
the quality of teacher-child interaction in your child’s class will develop as a result of
participating in this study.

Confidentiality will be ensured at all times. In any reports on the project, individual
children’s names and that of the school will not be used in order to safeguard anonymity.
However, it should be noted that the confidentiality of information provided cannot always
be guaranteed by the researcher and can only be protected within the limitations of the law.
All notes will be kept in a secure, locked location. Electronic data will be held on a
password-protected and encrypted computer. All data will be disposed of appropriately
within five years, in accordance with DCU Data Protection Policy.

You are welcome to receive feedback on the project throughout the process and
upon its completion. If you have any questions or concerns, please do not hesitate to
contact me at any stage. Alternatively, you may wish to contact my supervisors and/or an
independent person. If so, please contact the administration’s office using the details
below.

Thank you for your time and consideration.

Norah Alshbili

norah.alshbili2@dcu.ie

REC Administration

Research Office

Dublin City University

Glasnevin

Dublin 9

Tel: (01) 7007816

Institutional Review Board (IRB)

Princess Nourah University, Riyadh

IRB@pnu.edu.sa

0548867916
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Appendix G: Informed Consent Form for Parents
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quiality before and after a Professional Development Initiative

Purpose of the Research

The aim of this research is to develop teacher-child interaction quality through job-
embedded professional development (PD).
Requirements of Participating in This Study

Your child’s teacher will attend PD sessions on interaction strategies, which they
will be asked to implement in your child’s class during the semester (March-June 2022). If
your child takes part in this study, the researcher will take notes of his/her interact with the
teachers. All notes will be taken strictly for the purposes of the study. Every effort will be
made to protect the anonymity of all participants. The names of children, teachers, and the
school will not be used in any report. This guarantee of anonymity is promised within the
legal limits of data anonymity.
Confirmation That Involvement in the Study Is Voluntary

| am aware that if | agree to allow my child to take part in this study, my child can
withdraw from participation at any stage. There will be no penalty for withdrawing before
all stages of the study have been completed.

Parent, Please Complete the Following (Circle Yes or No for Each Question)

| have read (or had read to me) the Plain Language Statement Yes/No
| understand the information provided Yes/No
| have had an opportunity to ask questions and discuss this study Yes/No
| have received satisfactory answers to all my questions Yes/No

| have read and understood the information in this form. The researchers have
answered my questions and concerns, and | have a copy of this consent form. Therefore, |

give consent for my child to take part in this research project.
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Parent’s Signature:

Name in Block Capitals:

Child’s Name in Block Capitals:

Date:
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Appendix H: Plain Language Statement for Teachers
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quality before and after a Professional Development Initiative

Dear Teacher,

My name is Norah and I am a lecturer at PNU. | am currently on a career break
while undertaking a PhD scholarship funded by the Ministry of Education. | am planning a
research project in a kindergarten. The aim of this project is to develop teacher-child
interaction quality, focusing on pedagogical (interaction) strategies that teachers can use to
develop the quality of their interactions with children. This project takes the form of a
professional development (PD) initiative that | have designed based on early childhood
education literature.

The PD initiative is designed to be suitable for any evidence-based curriculum,
including the self-learning curriculum used in your kindergarten. The PD contains six
workshops. Each workshop will take 2-3 hours to complete. | will deliver this PD and
support the implementation of the interaction strategies on site. | would like to invite you
to take part in this study. At any point in this study, you can withdraw from participating
and your decision will be respected without question.

If you decide to participate, you will be asked to attend an individual interview in
Week 1 to know your perception of TCIQ. You will be asked, also, to use five interaction
strategies (introduced in the PD sessions) to interact with children throughout the school
day. After being introduced to each strategy, you will be encouraged to implement the
strategy for 2 weeks before another strategy is introduced. However, you are encouraged to
continue using all introduced strategies depending on the situation and your own
evaluation of what is the best strategy to use in a particular interaction. | would like to
observe your interactions with children and record notes of these interactions. These notes
will form the basis of an individual reflective dialogue sessions. At the end of the semester,
I would like to investigate your perspective on teacher-child interaction quality and the PD
initiative, individually in and in a focus group in Week 14. My role in this study as a
researcher is not just mentoring, I will also be learning with you and from you. | will
implement the strategies in your class as well and ask you sometimes to take notes for later
discussions.

The confidentiality of information provided will be kept within limitations of the
law. My supervisors, Dr. Geraldine French and Prof Padraig O Duibhir, and | hope that the
quality of interaction in your class will develop as a result of participating in this study. We
hope that you find the PD valuable and that the strategies prove useful to you in your
teaching.

You are welcome to receive feedback on the project throughout the process and
upon its completion. In any reports on the project, individual teachers’ names and the name
of the kindergarten will be replaced with pseudonyms to ensure anonymity. All data will
be kept in a secure location in the researcher office filing cabinet. Electronic data will be
stored on a password-protected and encrypted laptop. These data will be appropriately
disposed of within five years, in accordance with the DCU Data Protection Policy.

If you have any questions or concerns, please contact me at any stage.
Alternatively, you may wish to contact my supervisors and/or an independent person. If so,
please contact the administration office using the details below. Thank you for considering
participating in this study.

Norah Alshbili

norah.alshbili2@dcu.ie

REC Administration
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Dublin City University
Glasnevin

Dublin 9

Tel: (01) 7007816

Institutional Review Board (IRB)

Princess Nourah University, Riyadh
IRB@pnu.edu.sa

0548867916
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Appendix I: Informed Consent Form for Teachers
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quiality before and after a Professional Development Initiative
Purpose of the Research

The aim of this research is to develop teacher-child interaction quality (TCIQ)
through job-embedded professional development (PD).
Requirements of Participating in This Study

You will attend PD workshops that focus on five interaction strategies, which you
will be asked to implement in your class during the semester (March-June 2022). If you
take part in this study, you will be expected to attend six PD. During the intervention, you
will be encouraged to keep a diary of your learning experiences and thoughts for use
during interviews and reflective dialogue sessions. You, as a class teacher, will implement
the strategy that most suitable for a given situation. Each strategy will be discussed in a
separate PD workshop, and after 2 weeks, you will have an individual stimulated reflective
dialogue session with the researcher. You will have individual interview in first week of
the semester, another individual interview in the end of the semester (Week 13), and an
interview in a focus group after the PD is completed in Week 14. In the individual
interview, you will express your perceptions of TCIQ and the PD in general. In the focus
group interview, you will express if the PD has changed anything in your perceptions
and/or practices.

Every effort will be made to protect the anonymity of all participants. The names of
teachers and the school will not be used in any report. This guarantee of anonymity is
promised within the legal limits of data anonymity.

Confirmation That Involvement in the Study Is Voluntary
| am aware that if | agree to take part in this study, I can withdraw from

participation at any stage. There will be no penalty for withdrawing before all stages of the
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study have been completed. | have read and understood the information in this form. The

researchers have answered my questions and concerns, and I have a copy of this consent

form. Therefore, | give my consent to take part in this research project.

Please complete the following (circle Yes or No for each question):

I have read the Plain Language Statement (or had it read to me).

I understand the information provided.

I understand the information provided in relation to data protection.

I have had an opportunity to ask questions and discuss this study.

I have received satisfactory answers to all my questions.

Teacher’s Signature:

Yes/No

Yes/No

Yes/No

Yes/No

Yes/No

Name:

Date:
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Appendix J: Examples of Data

Post-Initiative Interview Example
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1. High-quality teacher-child interactions appear when: (indicators)

2. The teacher shows her enthusiasm to interact with the child. Interact in an
appropriate way to the child's age; the teacher's questions, activities are all
appropriate to the child's age, level of knowledge and what he wants to

learn.
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The teacher uses variety of educational means and materials, especially
those with open ends, which encourage the child to be creative and
innovative.

Children interact with the teacher interestingly and enthusiastically« there is
an exchange of roles between the teacher and the child (asking, discussing,
interacting...)

The children are attracted to the activities and not being bored, distracted or
moving a lot in the class.

The teacher is smiling and affectionate.

The topics of the activities are interesting and based on the children's

interests, suggestions, and questions.

For example, we discussed the seeds and trees. The children were wondering if the

seed is big (like avocado seed) does the tree will be big too? If the seed is in a certain

color, is the tree will be the same color? The children came up with so many ways to

answer theses question for example planting some seeds, visiting a farm, searching online.

8.

10.

11.

The teacher is motivated and interested in her work with children.
Children's trust and love for their teacher and their feel of justice and
equality.

The teacher prepares the learning environment very well to create the
perfect atmosphere for interaction.

The teacher always strives to develop herself by reading and attending
courses, she always looking for and trying new things (interaction methods -
activities)

Educational means and materials are High-quality, varied, attractive and
suitable for educational goals, at the same time visual and sensual. For

example, if you want to teach children about the sheep you can bring them a
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picture of the sheep, some sheep wool and play a clip of its voice, however,
it is better if you take them to a farm where they see the sheep in its natural
environment.

First-hand experiences are always better, taking the children to the zoo, for
example, is better than just talking about the animals, planting some seeds themselves,
watching and watering their plants is better than just showing some pictures.

12. Familiarize children with the classroom roles from the beginning of the
school year; their commitment to the roles create a calm atmosphere for
higher quality learning and interaction.

2- To develop education in Saudi kindergartens:

13. Teachers' development is the most important factor. Teachers must attend a
minimum of one course a year. Courses on interaction, planning and
implementing activities, and developing a learning environment. Promoting
teachers’ professional development.

14. Providing modern and advanced educational means such as three-
dimensional screens that give an atmosphere similar to reality as if the child
was wandering in the forest or in a zoo, for example.

15. Appropriate number of children in each class, if the ratio of children to the
teacher is appropriate; teacher-child interaction will be high. I cannot
interact with children, follow their growth, or teach them if the number is
large. The appropriate number of classrooms in the kindergarten is 20
children with two teachers. However, If the class has children with special
needs, there should be a special education teacher (third teacher).

16. Raising the quality of the learning environment (physical environment),
proper classroom temperature (air conditioning) / proper lights (sunlight is

best / large windows), and a safe environment that is suitable for children
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(size-needs). Kindergarten facilities are very important too, outdoor area
include (sand area, football field, cycling area, slides and swings), and a
comfortable rest room for teachers.

3- The strategies that | use and | think that they are the most effective are:

Using sensory means.

Love and affection.; forming a positive relationship with the child.

Using open-ended questions.

Brainstorming, listening to children's answers, ideas, suggestions, and experiences
and making them an entry point for discussion and sometimes becoming an entrance to
other activities, for example, watching a video or reading a story inspires children to
suggest an activity or a trip.

Stimulating children’s curiosity with questions, discussion, feedback and
sustained??-shard thinking strategies.

Using materials from the environment, asking children to bringing materials from
their environment.

Use open-ended materials and discuss about them, for example, a picture of a child
with a tree and talking about the picture.

4- Some of my practices with children have changed, for example, | became
interested in knowing information about the child. In one of the workshops, you showed a
video about the quality of interaction. The teacher said that at the beginning of the year she
asks each child some questions about their families or their interests, such as the name of
his pet or siblings, child feels that the teacher cares about him, close to him. That also helps
in developing the child's language, encourages him to express himself, and gives him

confidence.
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I am trying to ask more open-ended questions and make the discussions longer so
that all the children participate and share their opinions and each child feels that his
opinion is important.

5- The content of the workshops was useful and coherent

The feedback you were giving us after the visit is useful and | hope you give us
more.

I prefer that the workshops be face to face for one hour per week at the beginning
of the semester for a period of 6 weeks, for example

I think it is a useful course for teachers.

The videos presented during the course were useful and inspiring, through which
we learned new experiences from other countries. I still, remember the Chinese videos

(AnjiPlay) for example

Pre-Initiative Focus Group
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(Translated)

Observation 6 / Week 8 / Birds Class / Fatmah and Hanan

The first corner | went to was the discovery corner. There was a scale, a child
trying to weigh things. Later, another child joined him. Teacher Hanan was close to the
child and asked him some questions, such as which one was heavier, why is it heavier, and
why one of the scale sides went down to go down to the bottom of the scale. How do we
make the scale balanced? The child was enjoying the activity. The teacher asked him a
question and went, she said, “If you could balance the scale let me know.” The child was
trying and the other child helped him for a while until he balanced the scale. He was happy
with the result and did not call the teacher. Another child was playing with sand and trying
to decorate a cake of sand with leaves. The teacher noticed that it was a creative work and
praised him and asked him what he had done and how he did it. the child said that he took

the leaves and decorated the cake.
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There was a café corner (new corner). The teacher sat with the children and took
the role of the customer and asked for coffee and a cake and had coffee with the children...

she asked them some questions to create a conversation. Three children were doing
a puzzle and were enjoying their work. the teacher asked them if they could do it again and
they said yes, they did it much faster the second time...

Teacher Fatmah made dough with some children. The dough was too sticky and she
had a discussion with the children about how to make it less sticky so it would not adhere
to their hands during play. Some of them added salt and some flour. She let them keep
trying until the dough was good enough to play with. The children looked interested in the
activity, and she mentioned to me later that she purposely wanted the children to try for

themselves to make the dough usable........
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Appendix K: Implementation Plan

March 2022
Sun Mon Tue Wed Thu Fri Sat
27 28 1 2 3 4 5
8
6 7 9 10 11 12
13
14 15 16 17 18 19
Workshop 2
Learning environment.
Workshop 3
General introduction to
Workshop 1 Introduction  pedagogical (interaction)
Week 1 to the initiative strategies in high-quality
Pre-interviews  Pre-interviews  Pre-focus group ECEC.
24
20 21 22 23 25 26
Week 2
Birds (1) Sunshine (1) Rainbow Flowers (1)
Bees (1) 1) Colors (1) Maryam (1)
31 1 2
27 28 29 30
Week 3 Workshop 4
Birds (2) Sunshine (2) - Questioning, feedback,
Bees (2) Rainbow (2) discussing
Notes:
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April 2022

Sun

27

Week

Colors

@
10

Week

Sunshi
ne (3)

17
Week

Colors

4

24

X
Notes:

X - Holiday

Mon
28

Flowers

@

11

Rainbo
w(3)

18
Birds
)
Flowers

Q]

25

Tue

29

Maryam (2)
12

Colors (3)

19

Bees (4)

26
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Wed
30

Birds (3)
13

Workshop

5

Problem-
solving strategy

20
Sunshine

Q)
Maryam
4

27

Thu
31

Bees
3
14

Marya
m (3)
Flower
s(3)
21

Rainbo
w (4)

28

Fri

15

22

29

Sat

16

23

30



May 2022 2022

Sun Mon Tue Wed Thu Fri Sat
1 2 3 4 5 6 7
X X X X X
8 9 10 11 12 13 14
Week?7
Maryam (5) Birds (5)
Bees (5) colors (5) Flowers (5) Sunshine (5) Rainbow (5)
15 16 17 18 19 20 21
Week 8 Workshop 6
Rainbow (6) Sustained-shared
Sunshine (6) thinking strategy Birds (6)
Colors (6)

25

|

lo

long weekend
22 23 24 m 26 27 28
Week 9
Bees (6) Flowers (6) Maryam (6)

X Long weekend X Long weekend
29 30 31 1 2 3 4
Week 10
Birds (7) Bees (7) Sunshine (7)
Notes:

X - Holiday
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June 2022

Sun Mon
29 30
Week 10
5 6
Week 11
Bees (8) Sunshine (8)
12 13
Week 12
Bees (9) Sunshine (9)
19 20
Post-interviews
Week 13
Rainbow (9) Maryam (9)
26 27
Week 14
Post-interviews
Summer Holiday
starts (children)
Notes:
X - Holiday

Tue
31

Birds (8)
14

Birds (9)
21
Post-interviews

Colors (9)
28

2022

Wed

1

Maryam (7)
Rainbow (7)
8

Rainbow (8)
Maryam (8)

15

X Long-weekend
22
Post-interviews

Flowers (9)
29

Post-focus group

385

Thu

2

Colors (7)
Flowers (7)
9

Colors (8)
Flowers (8)

16

X Long-weekend
23
Post-interviews

30

Fri

10

17

24

Sat

11

18

25



Appendix L: Pre-Initiative Interviews

Interview Questions for Teachers
First Interview (Week 1) (Pilot & main study)
Saudi Kindergarten Teachers' Perceptions of Teacher-Child Interaction Quality before and after a
Continuing Professional Development Initiative

As you know, my name is Norah and I am in the middle of a PhD study investigating Saudi kindergarten
teachers’ perceptions of teacher-child interaction quality before and after a continuing professional
development mitiative. The aim of the study 1s to develop teacher-child interaction in Saudi kindergartens
through a job-embedded CPD. I would like to take this opportunity to thank you for participating in this
research. Today, I would like to ask you a few questions based on your experience. During this interview,
you can ask any questions and add to the conversation, As you are aware from the consent form, with the
exception of my supervisor, no one will have access to this interview, and when reporting findings, a
pscudonym will be used to protect your identity and ensure confidentiality at all times.
1. What are your own beliefs about the role of the adult in supporting young children's learning and
development?

Prompts — to be a co-player with children and interact with them, let children play and monitor for safety,
to interact and extend children's language and thinking, ...

2. What is the extent to which you feel you should intervene in children’s activities in order to
engage them in dialogue?

3. From your perspective, what do high-quality teacher-child interactions look like?

Prompts (if needed):

What are the key factors of teacher-child interaction quality?

4. Do you have opportunities to plan for and assess your interactions for the leaming and development of the
children?

5. Had you attended any CPD that focused on teacher-child interaction quality?
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Prompts (if nceded):

The concept of teacher-child interaction quality is new in Saudi education, and several key factors
of this concept are mentioned under other names, such as teaching strategies, learing through
play, and teacher competencies. Have you attended any CPD during your career as a teacher that
you thought was effective in developing your practices?

If so, how long was the CPD, what did you think of it, what did it include, what were the main

components, and how were you asked to implement the knowledge you gain from the CPD?

What role does the environment have in teacher — child interactions?

From your perspective, what are the most important characteristics and components of a high-quality
leaming environment (indoor & outdoor)?

8. In what contexts, parts of the daily routine and locations, do you think are interactions most like to happen?

N

9. lam interested to know what opportunities and/or barriers may arise in your view to promote
children’s thinking and lcarning and development through interactions?

10. In your opinion, how can teacher-child interaction quality be developed in Saudi kindergartens?

Prompts (if needed):
Do you think job-embedded CPD is an effective way?

Do you recommend any other ways? (educational policy?)

11, What strategies do you use to interact with children in your class?

Prompts (if needed):
What interaction (or pedagogical) strategies do you use to promote children's leaming and

development in your class?

12-What do you think are the most effective interaction strategies?

13-How do you decide which strategy is appropriate to a specific learning event?

14 - At the end of the interview, I would like to thank you for your time and am happy to answer any
questions you have and hear any addition or comment you would like us to wrap up our interview with

today.
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Appendix M: Post-Initiative Interviews
Interview Questions for Teachers

(Second Interview) (Week 13)

Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction
Quiality before and after a Professional Development Initiative

1. From your perspective, having completed the PD, what do high-quality teacher-

child interactions look like?

Prompts (if neaded):
‘What are the key factors of teacher-child interaction quality?

2. Inyour opinion, how can teacher-child interaction quality be developed in Saudi

kindergartens?

Prompts (if needed):
Do you think job-embedded CPD is an effective way?
Do you recommend any other ways?

3. What interaction strategies do you use to interact with children in your class?

Prompts (if needed):
‘What interaction (or pedagogical) strategies do you use to promote children’s learning

and development in your class?
‘What do you think are the most effective interaction strategies?

How do you decide which strategy is appropriate to a specific learning event?

Has your practice changed as a result of this initiative? If so, in what ways?

Prompts (if needed):
‘What interaction (or pedagogical) strategies did you adapt to promote children's learning

and development in your class?
‘What do you think are the most effective interaction strategies? Perhaps as prompt, list

them?

How do you evaluate the PD? And how it can be developed?

What did you like about the PD?
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What could | improve on?

Any other comments about the PD, length, timing, content?

Prampts (if needed)

What do you think about the CPD duration? Was it long enough?

What do you think about the CPD contents? What would you add or delete?

What is the best model of CPD in your opinion and why? {Onling, in the Ministry, in-
school, hybrid, all face-to-face

Was there any key learning or idea for you in this CPD? (Take-away message)
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Appendix N: Pre-Initiative Focus Group Questions

Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction Quality

before and after a Professional Development Initiative

(Week 1)

1.

From your perspective, what do high-quality teacher-child interactions look
like?

Have you attended any PD that focused on teacher-child interaction quality?
In your opinion, how can teacher-child interaction quality be developed in
Saudi kindergartens?

What strategies do you use to interact with children in your class?

From your perspective what enables and constrains quality interactions?
From your perspective, what is the most effective PD model and why?
From your perspective, how long the PD should be? What are the main

characteristics of an effective PD model?
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Appendix O: Post-Initiative Focus Group Questions
Saudi Kindergarten Teachers’ Perceptions of Teacher-Child Interaction Quality
before and after a Professional Development Initiative
(Week 13)

1. From your perspective, what do high-quality teacher-child interactions look like?

Prompts (if needed):

What are the key factors of teacher-child interaction quality?

2. From your perspective what enables and constrains quality interactions?
3. Inyour opinion, how can teacher-child interaction quality be developed in Saudi

kindergartens?

Prompts (if needed):
Do you think job-embedded PD is an effective way?

Do you recommend any other ways?

4. Based on the individual interviews, almost all of you agree that the large number of
children in the class affect the quality of teacher-child interaction, what solution do
you have for this problem (based on what we have discussed during the

workshops)?

Prompts (if needed)

How can you organize the environment in a way that helps you to interact with
children?

How can you plan activities that are interesting to the children?

Would you give the children the chance to plan the learning activates with you?
If yes, how can you do that?
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5. Inyour opinion, which strategies are most effective with big classes?

Prompts (if needed)

What do you think about the strategies that we have discussed
(questioning, feedback, discussion, problem-solving, sustained-sheared
thinking) are they appropriate to be used in big classes?

6. Has your understanding of the self-learning principle changed based on what you

have learned about TCIQ during this PD? If yes how?

Prompts (if needed)

In your opinion, what is your role during the learning centers time / outside play
time? To be a co-player with children and interact with them>Let children play
and monitor for safety? To interact and extend children’s language and

7. Was there any key learning or idea for you in this PD? (Take-away message)

Prompts (if needed)

Has your classroom practice changed in any way based on what you learned in
the PD?

Is there anything else about teacher child interaction or the PD initiative that you

would like to add?
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Sample Reflection Notes

Reflection notes

Reflection is a powerful form of learning as it not only encourages the learner to make sense of
what happened, it also encourages them to focus on what they could do differently next time.
The act of completing written reflection notes not only brings subconscious learning into the
conscious mind, but it also provides some discussion points for the next session with the mentor,
A sample reflection note is shown below. Once again you may choose to change this.

" The mentor is
Rafiection notes encouraged 1o
can be uurrq:lated complete a reflection
after a key learning el
event related to an after each
action point or an discussion with the
e b ¥ mentee 1o help
: Improve Meir practice
Sample reflection notes 85 & mentor

Briefly describe the event that you are reflecting on

What did you thinkffeel whilst it was happening?

VWhat have you learmt about the event, e.g. what you
could have done differently or what did you do well?

What will you do differently as a result of reflecting on
this event?

Zumple Reflection Notes {Bourmemauth University, n.d, p. 17)

This work is & darivathve of ABC Leaming Design methad by Clive Young and Maiass Beuds, UCL (2018) and is licensed under CC BY-NC-54 4.0. Original resources available at abe-ld.ong.
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Aspendix

Connecting 9 paints

Without Efting up your pencil, connect the 9 points with 4 straight Ine segrments.

Seluton

hitps/ fwwi poutube comywatch Tv=Xgngd INNIgU

@020

Workshop 1: Iintrodiction to the initiative

Interactions matter: What research says and what you can do! (article)

Supporting children’s active learning (video)

Inspiring words by Crown Prince (video)
Human Capability Development Program (video)
Saudi Vision 2030 and Education (video)

Workshop 25earning environment!

Living spaces-Indoor learning environments
Environments & materials for supporting physical play (video)

Building Supportive Environments: Setting Rules and Expectations (video)
Anji Play - Barrels, Ladders, Sandbags (video)

Children at Play in Anji County, China Kindergartens (video)

True play development|Anji China (video)
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http://bkc-od-media.vmhost.psu.edu/documents/HO_InteractionsMatter.pdf
https://www.sirenfilms.co.uk/library/supporting-childrens-active-learning/
https://www.youtube.com/watch?v=DhKJm-liLuU&list=PLbei_nzMGYeM6TRN9IlnQkZUVjzh1XPPg
https://www.youtube.com/watch?v=Q4cZUqV5GXY
https://www.youtube.com/watch?v=XF3RQBWFXJ8
http://www.earlychildhoodaustralia.org.au/our-publications/research-practice-series/research-practice-series-index/2017-issues/living-spaces-indoor-learning-environments/
https://www.sirenfilms.co.uk/library/environments-materials-supporting-physical-play/
https://www.youtube.com/watch?v=B6qIa2CanBM
https://www.youtube.com/watch?v=qS0C855oPVc
https://www.youtube.com/watch?v=EujRlX65jms
https://www.youtube.com/watch?v=LjlppF4HOmY

Workshop 3 - General introduction to pedagogical (interaction) strategies in
high-quality ECEC.

10 Effective DAP Teaching Strategies (article)
5 Ways to Support Social-Emaotional Development in Early Childhood (article)

Making salad (video)
Building Positive Relationships with Young Children (supporting social emotional

development) (video)

I’'m angry! I'm sad (Video)

Workshop 4 | Quiéstioning. feedback. discussing

Skillful questioning: the beating heart of good pedagogy (article)
Intentional teaching: Extending children's ideas (video)

Why don’t cows live in the water? (video)

Making bread (video)

Early Childhood Pedagogy: Questioning (video)

Play Based Learning: Open Ended Questions (video)

Sophie rolls bottles (video)

Workshop 5 - Problem=Solving strategy

Problem Solving for Preschoolers: 9 Ways to Strengthen Their Skills
Learning Problem Solving (video)
Extending children's ideas/The problem of the fence (video)

It won’t fit through! What will we do? (video)
Supporting creative and critical thinking (video)

Workshop 6- SUstained=shared thinking strategy

Sustained shared thinking (Article)

Sustained shared thinking (video)

Responding to children's ideas and interests (video)
Discovering—Sustained, shared conversation (video)
Play and learning 5 (video)

Play and learning (video)
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https://www.naeyc.org/sites/default/files/globally-shared/downloads/PDFs/resources/topics/inforgraphic_DAP_2%202.pdf
https://teachingstrategies.com/blog/5-ways-support-social-emotional-development-early-childhood/
https://www.youtube.com/watch?v=EqlVjlZN4Fw
https://youtu.be/nQixEKut8bM?t=324
https://youtu.be/nQixEKut8bM?t=324
https://www.sirenfilms.co.uk/library/im-angry-im-sad/
https://impact.chartered.college/article/doherty-skilful-questioning-beating-heart-pedagogy/
https://www.youtube.com/watch?v=CThIN-nLqm8
https://www.sirenfilms.co.uk/library/why-dont-cows-live-in-the-water/
https://www.sirenfilms.co.uk/library/making-bread-weights-and-amounts/
https://youtu.be/8dgXY9L-IYQ?t=537
https://www.youtube.com/watch?v=2IrPWWyw9WQ
https://www.sirenfilms.co.uk/library/sophie-rolls-bottles/
https://www.rasmussen.edu/degrees/education/blog/problem-solving-for-preschoolers/
https://www.youtube.com/watch?v=oQvcbLmNfok
https://www.youtube.com/watch?v=bylL-3W7pAI
https://www.sirenfilms.co.uk/library/it-wont-fit-through-what-will-we-do/
https://www.sirenfilms.co.uk/library/supporting-creative-and-critical-thinking/
https://www.acecqa.gov.au/sites/default/files/2020-12/SustainedSharedThinking.pdf
https://www.youtube.com/watch?v=6H2oEMrC1ME
https://www.youtube.com/watch?v=zX7yebGRs9A
https://www.youtube.com/watch?v=mmykWaWl8dM
https://www.sirenfilms.co.uk/library/play-and-learning-observation-clip-5/
https://www.sirenfilms.co.uk/library/play-and-learning-observation-clip-3/

Appendix Q: Handout Example

tl“edagngical Interaction Strategies: Questioning

Questioning as an interaction strategy:

Dfforing children guestions, *Providos them with
spportanity to think and to uesp Inngunge inn
fundsmenial meanner by sllowing tham te roport
abeorvatione, describe sxporiences, nnd mako
pradictiona” (Rasmeey & Fowlor, 204, p. 83).

NIT A A ey

R

Why Questioning Is an Important
Pedagogical (Interaction) Strategy

Huaslsenizg ip an imporksnd padagogical siratagy ore sevarml
rensanE

“I.lFl chtldran refloct on theer losrring and E“llﬂ!l.
2 hild n ncirva b img wnd di
= Enccuragus childrun o I.I.Itll.ll-rl:ﬂ"ﬂ'h\‘l.ﬂlil.iﬁ-. ruch za
F\cﬁ.llm-lnh

ln chaldres’s spzio-d iz mnd imaginais

= Promotes chaldras’s senes of wondar and carssaity.
= Helpr devalop childrun's lang ekills.
= Enablos tuschars b2 gut b= know chaldress likas, dislikos and
what they know and undsratund

akills.

Types of Questions

Tumchara in kindargurion ues s swis Wld%
ded questi ol e L
l"l d-anded sti uszally hmat the -:h.'lld B nmewer bz a
apuzifiz, clear snawar, such as inding cut if the chald knowa tha
numan of specdfic things (s.g., nsimale, ioole, celars, Bods) o
clumrosm rulos. Buch quasizons require children o remembar
what they hove losrned. Therefors, somo tenchors rely oo sech
grapations = chock what childrun know and what they noed =
B tuught. Howaver, ckildren cas End eloasd-snded
gqueationa boring lnd mlghl: ignara tham.
] ] 1 which havs so right ar
wrung anewore, no apusdic ons anly. dad
guestiong promets losrsing acrose diverss dnml.'inl-ul

lhlnlln,';. amcouragany children bo sxplore, imagana, snd cruste
| of muroly rupungtsting knowledps. Op dasd

guestiong can make children fosl there sre no right or wraag

angwers bul rathar muny peasnble snewars, gve many

apanings for tham o snawser snd many ways o expros
knowledgs, tkinking, foslings, und beliofs. Siusch quostiona cam
b= used when taschers want to find out bew children are
thinking and muking sacan of tho soceal nnd natersl world
Dpan-andad questions raquare the child o shar thair
tkaughts, und ding, and Esalings with cthers and enkance
probdem-solving, ac and hamatical akilla.

EBr tha ard of the workmtap, YUU Will:

- Dlafrren
- Hrow the mmporiancs of guesinmng simtagy.

asan mh i Aratag

= Hecoprmm dfarent dypes of guesinmm

m Hraw kaw io ask ma ful guast
chaldrana laarmmg

#  Healos thar own gmsinmmg siyl, srongile, and
wankremsas m uang gustnme o pooots childns anmng

that ap

Keys to Using Questioning to Qpkimiss Children's
Learning

.ﬂ.lluun!' guesticne that prompl levrnang is & ekill that tskos tomo b= bone. As with
any ion eiralegy, q will b morw afluctive if tanchers kave sbrang,
1 |atinnsheps wikh zhzld if ikey pide tha deasrsom ina
-Iﬂllnpmlntl.ll;f appropriato way, snd if ke child foncker rutio allews for
mieaninghal converastione.
Effaciive g g bechea luds anly ssking one short quaslsen st s b=
and !’l.'l'lﬂ! children tizes to th:nh and rawpond.
Tanckera should review thatr quasisesing style, whether thay have o balanca
Eabwann opan- und closd-ended quasticn e, whather their queations ascourmga
learning snd tako indo neceunt devalopmanial stage, snd sny other sresgihe and
woaknemsna,

5% of ECEC teachers"qusations s closs-smadaad,
requiring = simphl recsl]l of informstion, scpecied
behsviour, choosing hetw een limid ed choicea.
Only 5 5% of tescham” queations xre opensended
guestions including sncours gemae nt or sustsined

shared thinking (Hirsj:Blstchiord & M snni, 5 E)

Open=ended Questions Examples:

* Tellmsakmi what you ars deang”

*  Why s you think tha happaned!

*  What do you tlank will hap pan naxi?

*  Why ds you think thai will happan naxdi?

#  How canwa sohra ihs problam?

*  What alss we can &

*  How & you dotha?

#  How &id you build this ligh build ing with all thaas wooden blocks?

"d’u:-pn:aﬂ of Bgiss (1) i yioe o brsosan byhelp you siding more qucstions tal
e apen-mded
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-oddywdo
dif ferently if you were
doing it again?

What was easy cbout this?
What was difficult about this?

@W\ny?

' Why
How? 1:.-""“.«""
s u

<>

\ wonc\er....

<

Tell me about...?

@

G

Figare (1) Peanch (013) p. 70, adspwed from Dakes and Smrh (2007, p 5) aad NOCA (2009)
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Reading Article: Skillful questioning: The beating heart of good pedagogy

(Translated)
) Ay il alad il sl 25 jalall Ay
SR 5 B s ala
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https://my-chartered-college.translate.goog/impact_article/skilful-questioning-the-beating-heart-of-good-pedagogy/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/author/jonathan-doherty/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/author/jonathan-doherty/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/author/jonathan-doherty/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/2017/07/09/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/2017/07/09/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/2017/07/09/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/2017/07/09/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/2017/07/09/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/2017/07/09/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/2017/07/09/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/2017/07/09/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/glossary/assessment-for-learning/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/glossary/assessment-for-learning/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/glossary/assessment-for-learning/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/glossary/assessment-for-learning/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/glossary/assessment-for-learning/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/glossary/assessment-for-learning/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/glossary/assessment-for-learning/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp

"8 oLl ISl LeShiay ) ¢ DY) dae a8 JU) Qoo Ao ¢ il sleall gl il dalaiall il sleall 2
Moty J sl bl (g3l Jalal sa Lt e ¢ iy lef Al 3

L& /8 5 ¢ Glaslaall g la yind ki 737 5 ¢ 5oL dalaie Alaul) (0 757 OIS « Wragg a0 4
Llall Satl ¢l jlga Chass

Sl "aad" Jie 83 s0ne s ) (255 Aunbiia 4 yae AS jlia Led Ay lEial) 5 Aslaal) AlLiusy)
Tofade: ) dad¥) ool sall Joadll ) ga 5385 lla¥) (A S G s Aliiall ol da gidal) ALY aanis "Y"
& OS) ¢ A yrall Balaiad & ac s ¢ Gl aa g ¢ dage J) 35 Y Adlaall ALY (2013 <Elsner and Haines
U 53 Las Juadll (3 ) sall (e axi g e Y Gl g Ban) 5 AalS (g 4 5l Cllall bl of Cus ¢ Lin sy
ALY (e aiiall Juasdl) 553 GOl aitn (14 o= :2006) "8 me i o sila" [0Sy slassd L
eV Jrantll 553 COUall Gty et ¢ cncZil) Al L gy 305 etV 3 ST 483 agd iy Laa ¢ Aladl)
¢ s 3 AFL aidaxi Jal e (2008 ¢ ll il 5 5) Gant ASY) AL Juadl JCi

il

O () 8 sl gl el CoUall 8 g (g5 jm 5 5y slae ) lUall Uil i ) (S,
il slaay Cppaleall g 55 8 Qi Ary yuadl A1) g3 0 (2001) Brooks and Brooks aa s .alsill e s
O S Ban) 5 4l s Ul Ala) 5 s 2 e o i 1) (0S5 e Bale DUl agd J g A3
AL 4G 15 ) Jeay Lag Aslaall AL ) 55 Gl ) SN o JUE) B sy oam 52 (2004) 0053 5
s gl

4 prall S sl

o3 lia & Ja (K1 (2016) Qs s Qlialall Jalag LS ¢ dinall Sl ) 3 Bamal) AasY)
Al e 3580 oY) A peall i) o Gfiald) oamy aa s laa¥) L plaa) 8 (el cllia $Adal)
55 ALY (40 760 ) sn paidia Gaalaal) il (5 sisa ¢ ol JS0 I Jady ol AY) (sl Lty YY)
Gl i) of (1987) 2a5 .Lee and Kinzie« 2012). Samson et al) c3thall (e 428 5 il slae Laid
Al = 5l 3 yme o o As) ) o3 LS 1S 0S5 a1 13 oS0 ¢l e gl 85 L Llall 80 a1 ALy

Ml (g el A jaa 2538 )5 wally die i ¥ el 4 jae

420



iy o gar asba) agdll g HISELYT ) Coagy 3 5 (mddia (5 ste o ALY & jla (i ¢ ale IS
Gt g (15 ¢ (Bael 15805 lad eV (g siusal) Al it () (S Ao o (ol ) Joadl) B aladl] e
ALY e g e a5 GlSe Al LaadIS () 5

Jlaill gl

Krathwohl (1964) ¢ _hil) aleall ol sainl 4 gl Caiuaill cildyial y ghat &5 ¢ cpind) e e
Maladll e ALY & Hh Al ekl (5% A5S (1991) Morgan and Saxton s (1986) Wilen
aAlaiadl s yital) 43 Hhal) Jiahi g ¢ Ul A8 HLia aleall Aliud ) 323 <aS (2005) Hannel s Hannel = daalall
(2016) Goms sinad Sl ¢ L) gaae Jlae (2015 « Dekker-Groen) "caltall 5 aladl) dliuf Julis
&30 S 5inn (A me (5 siue JS o ) e aad apafil il sse L (e 45 5Sall M 2] (e Jgbail) 4 ) el
Jss Alaall 3 ) gall (e Al 5 4 geaa e (Shirley Clarke (www.shirleyclarke-education.org
L) gan il all A & 5l gl il

By aina) o i (535 ¢ (1956) (mall ook Caieal oa 3 et i) Jae s} ST ()5S0 L
ALY i ¢ il sne A (e sSall e sedl Judell 138 3 (2001) Anderson and Krathwohl s s
il ) (535 (s sineal) e ALY = shag ¢ (5 siunall Jans sl ubiall 48 yaa Ghadat ¢ agdll 52V il <l

sl 5 Jalaill

"% Jery S Sl
Gl

C"haill 1 cl ) AT o f A
Qs

RECRVRR DR FOW L

-

gl

1138 (e Lpaa i) SliSey Sl LY o L

421



-
MOl Adled (S0 Ll iy Ja"

1 dsanll L mn e sn LS ALY deLual Allad 48l Sl S 2a3

il b Ly yail IS

15 Jlhan 4y oS5 S e glan iy aledl) 5y 5l g e RO o saial) il (g ol llia
ALY Dl e O e il 230 s inth Lee ¢ cung O gt (Y (S Jaaill pae ]
ALY e Alayls oAl a8all" A Guslall e GOl Gl ALl aedall 4D
e GAY) Call auaiil IS g s ¢ Cpma g snin e Joa llall e Al alaall = lay | ual) JLd 3
ALY 7 5k
Jeadll 8 L) ) gaall 8 el Siatl Ay €Al ALY e hae alaall (i ey Jeadll JLu) 4
Zoobe g o a5l 5 el 55 aa HISEY)AS jLiad i ) iy o i 53 885
Ala) Ual J5Y1 llall adiy aleall Jses e el AT Ul L e s 53080 ati) il (S320m Josll L6
o Lo e 2l e ganall e Al &l g deail) o aleal) Jii ¢ e sanal) doard Ladie caaiill 7
JPS: e
Ul B il Gapadi ) aleal) Lgasna Al ALY (e Al e ndll 3 gaiall g giny I 3udl 250 .8
o) 33 a4 andll HLEAY £ sl
Gl 7 A H<al) aadil Calal) ) e $U0 sl 08 Lo e sl S0 9
Alayoda o clll Jal Qs s e ge DY) sty Y Gl aleall Jlaw e 6110

Ledle) e cang eLadi

o o (Al e Y) G Lo AdaY) o o A ALY el (ol )3 Juad bl 6% o JuadY) "
(Morgan and Saxton ¢« 1991)."lxle LY

W g IS5 ol (5380 () Ad) A0S Sy CalESIY) ) se i s AiBliall ) skt sl ALY
Aload Jysat ) ey o 5Y A £ 53l (e Ao sl de sama aladiul (25 O (S OB e Wl 20y
Ve |l dpara 8l o aslaiill g sl 52l Jocdll 5 pind ALY Ll asd 53 Jaad ) sl 50l
5 abail) 5 Gyl DS Jladll alasin) 5 ) sall J81 Alaud () saladd) & lay 5 Coalgll Cuaall (asgn Cum ¢

Dl e Ll 3 jae (e Yoy Gpalaall Al ilila] ol s Cum Sl (3Uai aans 5l 3jalall ALss) paiiy

422



A e el (5255 ¢ Lra Vbl Qb 5aY) 31 13) aggun 5 3ale) 5 Ol cilila) e o)l aleall
Jumdl sl 5 ¢ Ll Gy il 5ol (5 581 i (o (o ALY Ol i) g 58 g oL ) sl )
Al g Gl B3 g S S ) Jres Sl laall

lgidlia / L il Al

$'a gide Al Jucad Liad Ja

§ o b Bale Lga syl il ALY sae oS5 ALY ¢ 5l L

a8 o 138 o $48 el (e 35 el uSal Coagins Lea hal ) ALY Ja
€21 gall

o0 2023 ©

) s ol )

o) AY) daal e dulee il

423


https://translate.google.com/website?sl=en&tl=ar&hl=en&client=webapp&u=https://www.facebook.com/charteredcollegeofteaching
https://translate.google.com/website?sl=en&tl=ar&hl=en&client=webapp&u=https://twitter.com/charteredcoll?lang%3Den
https://translate.google.com/website?sl=en&tl=ar&hl=en&client=webapp&u=https://www.instagram.com/charteredcollegeofteaching/
https://translate.google.com/website?sl=en&tl=ar&hl=en&client=webapp&u=http://linkedin.com/company/chartered-college-of-teaching/mycompany/
https://my-chartered-college.translate.goog/impact-submission-guidelines/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-submission-guidelines/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-submission-guidelines/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-submission-guidelines/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-submission-guidelines/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-peer-review-process/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-peer-review-process/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-peer-review-process/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-peer-review-process/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-peer-review-process/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-peer-review-process/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-peer-review-process/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-editorial-board/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-editorial-board/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-editorial-board/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-editorial-board/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp
https://my-chartered-college.translate.goog/impact-editorial-board/?_x_tr_sl=en&_x_tr_tl=ar&_x_tr_hl=en&_x_tr_pto=wapp

(Translated)

R v 1 Je N il as Al gl

T e - U )

AT I TR NS
B e L )

ol gt o ¥ | Rty o Wi b - S0 20

Sora e

g () R Bl L 53

hed il gy e A e ey
b il et ) SEEE b M wLy o
_m,m,:.nu;m.u_,ug o
e e el 3 i e U] ey
A

iy el AR e g
il g ey Y el ey

Al QR ) e Ly

Lo o g U dmy e e el 25
gl y g

o000

g

A1)l A1 ALY o et 9 ARl Sl it
R AT LT P O  e T RC LRI L TN FREE |
el el o e S el P s L ] g
i g ol R R A e e ] ald

i e At el L il gL A B e el
s pluty g Al A2 A A K | iy o R o,

oty U 1 S e ] gl 8 e AL LD 4
LY By g0 M i 00 e ALY 2 Ll
e AR ey e i e o I iy I
AR o bl iy s ) ) 2 Y gy MR
R ] g gl e spcal il a e ] e < ALie ]
Al il 2 L A i il Gy iy iy
A5 ke e ALY AT g e D e P
ol 0yl y I ) g ) s ey 0,

s e P
ity ..L—.é':’

e Ll et A
e e L B ]
M

A ol A

ok B ] S e ot ol

U i Sppenind] bkl s gl sl plidienl pgiidie

Lo Lyl 20y 3 i g g 1 a3 § jad il ALt 7 o
(T IVPRT TN, P PR PO PT -  S  [U
Csadll g g | gl K3f o Tkl s gglagl p By DB Salaall (A4S

] A s a1 W 5 g gl i s Aasdie Sy g ]

FYE T P &l 3l Erl.u.r Ealaluall,

US A bl p el e e Sl 3L s gl el
.'_):II)_H'S..I..A.I.I H:J.ﬂllil'll'n.'-n”é-!_

H.jﬂ\]l_‘. ||_p.1__£jﬁuli"c_|i‘rljl-ijq|y&wldjnuﬂ
il gy gl 2l 13 Ly o Rilall p s gkl L1 o 31 5

2 il (10 e e S T 1T e e e Fuipl R

Sk i e L e s A e ey e e ] e e
S e Rt e f e s R 2t g Y i Ll g et < B
ey =
AR el eabd M g S o sl gl el J el e aiba e Ml b i s deid

i g likemiipgh ol gaspess §

{Siraj-Blatchford & Manm, 2005)

A k) Alialh) e AL

Talail L i

Tiia Va2 g V)

Pull} 2a inay o pes i Ve

Ul g g Vi i

TR i e Uy i

ol Jui Ly VL

s ild i

TRl s Sl i it Sl i
i el ully e g 1 il g (] SR pr St i g i
A il kgl S i1 (o gl 7 gl

(Translated)

424



Figure (1): French (2013) p.73, adapted from Dukes and Smith (2007, p. 5) and NCCA

(2009).
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Appendix R: DCU Approval

o DCU

Morah Alshbili
School of Language. Literacy and Early Childhvwood Education

Or. Geraldine French
School of Lamnguage. Literacy and Eary Childhood Education

Prof. Padraig © Duibhir
School of Lamnguage. Literacy and Eary Childhood Education

1= Fabruary 2021

REC Reference: DCUREC/Z020M266

Proposal Title: Saudi Kindergarten T 5" Percepti of T her-
Child Interaction Quality before and after a Continuing
Professional Development Initiative

Applicant(s): Morah Alshbili, Dr. Geraldine French, Prof. Padraig @
Duibihiir

Dear Colleaguss,

Further to expedited review, the DCU Research Ethice Commitiese approves this
resaarch proposal.

Materials usad to recruit participanis showld note that ethical approwval for this project
has bean obtained from the Dubdin City University Ressarch Ethics Committea.

Showld substantial modifications to the research protocol be required at a latar stags,
a furthar amendment submission showld be made fo the REC.

Yours sincarshy,

Dr Geraldine Scanlon

Chairperson | ___...--j;}

DU Research Ethics Committes
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Appendix S: PNU Approval

Kingdom ol Saudi Arabla
Ministry of Education
Princess Nourah b
Abdulrabman University
(04an)

Graduate Studies and Scientific
Research Vice- Rectorate

A ogaanll 4yl ASL aall
palailiajig
G5 1ol 4 ool
(p—oolin s lsayg )
{-£n)
oalall Ciadd o Glad Gl 0B dadiad 43S,

IRB Regastration Number with KACST, KSA: H-OI-R-059

January 24, 2021

IRB Log Number: 21-0030

Project Title: Saudi Kindergarten Teachers”™ Perceptions of Teacher-Child Interaction Quality before and
after a Continuing Professional Development Initiative

Category of Approval: EXEMPT

Dear Norah Hamad Alshbili, Dr. Geraldine French, Prof. Pidraig O Duibhir, and Dr. Aljawharh Alsukah,

Thank you for submitting your proposal to the PNU Instituizonal Review Board. Your proposal was evaluated
considering the national regulations that govern the protection of human subjects. The IRB has determined that
your proposed project poses no more than minimal risk to the participants. Therefore, your proposal has been
deemmed EXEMPT from IRB review. Please note that this approval is from the research ethics perspective only.
You will still need to get permission from the head of the department in PNU or an external instiution to
commence data collection.

Please note that the research must be conducted according 1o the propasal submitted to the PNU IRB. If changes o
the approved protocol occur, a revised protocol must be reviewed and approved by the IRB before implementation.
For any proposed changes in your research perotocol, please submit a Reguest for Modificatson form to the PNU
IRB. Please be aware that changes to the research protocol may prevent the research from qualifying for exemnpt
review and require submission of a new IRB application or other materials to the PNU IRB. In addition, if an
unexpected sifuziion or adverse event happens during your investigation, please notify the PNU IRB as soon as
possible. If notified, we will ask for a plet L son of the event and your respoase.

Please be advised that regulalmns require that you submil a progress report on your rmh every 6 months.
Please refer to the prot lenoted above in all ¢ ication or corr e related to your

application and this approval. You are also required to submit any P resullmg fmm this research for
approval by IRB before submission to journals for publication.
The researcher is personally liable for plagiarism and any violats of mtell | property rights.

For statistcal services you are advised to contact the Data Clinic at the Health Sciences Research Center (g

DC@pnuedu ss) or the Scientific Research Center at the Deanship of Scientific Research (dsr-rse@pnu edu sa)

extenston 30711,

We wish you well as you proceed with the study. Should you bave addi 1 g or require clarification of
the contents of this letter, please contact me.

You can apply for research funding at (RDSR-RS oy cdusi)-

| aapkage S

Sincerely Yours, | yoo R
g oll anylgall galsy
) [ S Institutional Review !

P
Prof. Omar H. Kasule Sr. '
Chasrman, Institutional Review Board (IRB)
Princess Nourah bin Abdulrshman Universaty, Riyadh, KSA
Tel: +966 S48367916

E-mail: ghigpouedusay obkasulodonyedsa

Jonrd (IRB) 724%\]‘" 2021
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