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ABSTRACT 

CHARLONDRIA D. SANDERS  

PROMOTION OF PRESCHOOL CHILDREN’S SOCIAL AND EMOTIONAL 

DEVELOPMENT IN A HEAD START PROGRAM: A CASE STUDY 

 

DECEMBER 2015 

 

 

The purpose of this study was to examine the ways in which a Head Start program 

used personnel, standards, and curriculum to promote social and emotional development 

in preschool children. The study included examining three research questions: 1) In what 

ways do staff and teachers use Head Start standards and state curriculum guidelines 

designed to promote the social and emotional development of young children?; 2) How 

do teachers implement the program’s adopted curricula designed to promote the social 

and emotional development of their children?; and 3) What are teachers’ perceptions 

regarding the benefits and challenges of implementing the curricula designed to support 

children’s social and emotional development? 

The study used six forms of data collection, including a demographic 

questionnaire, focus groups, interviews, photography, documents review, and 

observations. Six themes emerged from the data analyzed. The standards, curricula, and 

assessments outlined the importance of young children understanding their abilities and 

individual limitations as well as understanding how to respect and empathize with the 

feelings and rights of others. The teachers and staff shared that they received valuable 
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feedback from each other that helped in developing classroom and family goals. The 

teachers additionally shared how the curricula and assessments supported the social and 

emotional development of young children, but expressed technological concerns about 

on-line applications.      
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CHAPTER I 

INTRODUCTION 

The social and emotional skills that young children develop are both vital and 

critical components of human development. From socializing with others, young children 

are constantly practicing and learning a host of communicative, cognitive, and gross and 

fine motor skills, as well as other important developmental skills (Brewer, 2007; Muuss, 

Velder, & Porton, 1996). Learning appropriate social and emotional skills at a young age 

enables the children to develop various ways to communicate and interact with their 

peers, parents, and teachers (Addison, 1992; Spritz, Sandberg, Maher, & Zajdel, 2010; 

Stacks & Oshio, 2009). Additionally, learning appropriate social mannerisms and 

emotional cues allows children to communicate their needs and desires as well as enables 

them to interpret the social cues of others and attach aspects of empathy and compassion 

to various social situations (Findley, Girardi, & Coplan, 2006).  

Social and emotional development is not only vital to healthy growth and 

development of young children; literature has suggested that having positive social and 

emotional skills can heavily affect a person’s progression throughout the various stages 

and levels of human development (Bronfenbrenner, 1986; Bronfenbrenner & Mahoney, 

1974; Collaborative for Academic, Social, and Emotional Learning, 2010; Elias, Zins, 

Graczyk, & Weissberg, 2003; Muuss et al., 1996; Nissen & Hawkins, 2008). Social and 

emotional development research suggests that at a very young age, children are able to 
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exhibit a wide-range of social and emotional skills that can set a path for positive social 

and emotional growth and development (Addison, 1992; Bandura, Ross, & Ross, 1961; 

Brewer, 2007). Preschoolers’ social and emotional abilities are thought to be a by-product 

of their individual personalities, social setting exposure, cultural backgrounds, and most 

importantly, the social interactions they have with the people around them (Sheridan, 

Knoche, Edwards, Bovaird, & Kupzyk, 2010; Spritz et al., 2010; Stacks & Oshio, 2009).  

The social experiences young children acquire from frequent interactions with 

people within their inner social circles (i.e. peers, parents, and teachers) are often 

associated with the social skills that they will use and practice as they develop (Brewer, 

2007; Muuss et al., 1996; Stacks & Oshio). When children as young as six weeks enter 

into child care settings and learning centers their primary caregiver systems expand to 

include classroom teachers. In the school setting, teachers are often considered as being 

primarily responsible for providing a nurturing and learning-rich environment that assists 

children to better transition into a new social environment outside of their homes (Bailey, 

Zinsser, Curby, Denham, & Bassett, 2013; Knitzer & Lefkowitz, 2005; Mullen, 2013). 

From the moment of contact, young children begin to form bonds and attachments with 

their teachers and often these relationships are used in the shaping and building of their 

social knowledge and skills. Research suggests that when children are able to form 

positive social relationships and attachments with their teachers, they tend to have fewer 

problems in socializing with peers, following class and school rules, and are less likely to 

show significant levels of aggression (Brewer, 2007; Jones & Harcourt, 2013; Roorda, 
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Koomen, Spilt, & Oort, 2011; Ryan, 2011; Stacks & Oshio, 2009; Webster-Stratton, 

Reid, & Stoolmiller, 2008).  

Studies have found that a large percentage of preschool children will spend a 

significant amount of time in childcare settings outside of their homes, and children 

between the age of three and five often are considered the most sociably aware and are 

mature enough to form friendships with their peers (Anthony, Anthony, Morrel, & 

Acosta, 2005; Ellis, 2008; Knitzer & Lefkowitz, 2005; Voegler-Lee, Kupersmidt, Field, 

& Willoughby, 2012). In addition, preschool children are at the critical stage of 

comprehending the complexity of social cues and norms (Boyd, Barnett, Bodrova, 

Leong, & Gomby, 2005). As a result, the preschool classroom becomes a critical social 

environment for young children to have numerous opportunities to interact with their 

peers (Anthony et al., 2005; Bailey et al., 2013; Boyd et al., 2005; Ryan, 2011). Teachers 

will often foster social and emotional development by frequently modeling, assessing, 

and providing classroom routines and instruction based on school adopted curricula  

(Elias et al. 2003; Spritz et al., 2010; Stacks & Oshio, 2009). Consequently, the 

knowledge and skill base of the early childhood educators become critical factors in the 

positive social and emotional development of young children.  

Preschool teachers are often major nurturers in providing many meaningful ways 

for young children to learn, practice, and apply their budding social and emotional 

knowledge and know-how (Edwards, Hunt, Meyers, Grogg, & Jarrett, 2005; Ellis, 2008; 

Lopez, 2012). As a way to nurture and build their children’s positive social development, 
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preschool educators are often charged with the responsibility of using school or program-

adopted curricula  to plan and implement social and emotional lessons for young children 

(Edwards et al., 2005; Ellis, 2008; Lopez, 2012). The manner in which teachers present 

the lessons and model the skills outlined in the curriculum materials may influence the 

children’s developmental outcomes. The purpose of the study was to determine how one 

early childhood program promotes social-emotional development of preschool children.   

Statement of Problem 

It appears that teaching the basic and fundamental elements of social and 

emotional competence has steadily decreased from school curricula  to provide more 

room for “academic knowledge and rigor” (Anthony et al., 2005; Boyd et al., 2005; 

Neace & Muñoz, 2012). As preschool programs turn their attention away from teaching 

young children critical social and emotional behaviors such as the value of compassion 

and the importance of being a friend to requiring preschoolers to demonstrate the 

academic abilities of counting past 100 and knowing at least 16 letters of the alphabet 

before they start kindergarten, less and less time is being allotted for social and emotional 

based learning objectives. Because many children are missing out on learning the 

importance of understanding the views of others and other essential social and emotional 

skills, it appears that by the time young children enter into the 1st grade they may lack 

essential skills for independence, behavior management, and problem solving, which 

research has found to be major contributors to overall positive social and emotional 
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growth and development (Collaborative for Academic, Social, and Emotional Learning, 

2013; Elias et al., 2003).  

In recent years, violence and aggression have increasingly appeared in every aspect 

of human life and young children are consistently exposed to violent behaviors through 

television, social media, and even as they enter into school settings (Brown, Jimerson, 

Dowdy, Gonzalez, & Stewart, 2012). Studies found that a significant percentage of young 

children are entering into kindergarten lacking the basic social and emotional competence 

skills needed for school success (Brown et al., 2012; Durmusoglu, 2008; Ellis, 2008; 

Rosen, 2013). As a result, these children tend to create more classroom management 

challenges as well as appearing to have more behavioral concerns (Boyd et al., 2009; 

Brown et al., 2012; Rosen, 2013). Studies have also suggested that high school dropout 

rates, teenage delinquency, physical aggression, and other antisocial behaviors can be 

linked to conduct and behavioral issues that were first detected during the preschool years 

(Boyd et al., 2009; Edwards et al., 2005; Lopez, 2013; Steed, 2011).  

It appears that quite a few early childhood programs hold teachers accountable only 

for the academic achievement of their students, but place little or no emphasis on the 

social and emotional growth of young children (Edwards et al., 2005; Elias et al., 2003; 

Mullen, 2013; Voegler-Lee et al., 2012). However, there are programs that maintain and 

hold fast to the idea that positive social-emotional guidance can promote long term 

benefits for young children. The purpose in this study is to examine how a program 

adopted curricula was designed to support the social and emotional development in 
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preschool children. Furthermore, the teachers’ opinions will be solicited to illustrate the 

benefits and challenges during implementation. 

Statement of Purpose  

The purpose of this study was to examine the ways in which a Head Start program 

used personnel, standards, and curriculum to promote social and emotional development 

in preschool children.  

Research Questions 

The study was guided by the following research questions.  

a) In what ways do staff and teachers use Head Start standards and state 

curriculum guidelines designed to promote the social and emotional 

development of young children? 

b) How do teachers implement the program’s adopted curricula designed to 

promote the social and emotional development of their children?  

c) What are teachers’ perceptions regarding the benefits and challenges of 

implementing the curricula designed to support children’s social and 

emotional development? 

Delimitations 

The following delimitations will addressed during in this study: 

1. The study was limited to one specific Head Start Center and the personnel 

employed by the governing agency. 

2. The study focused on the preschool children’s social and emotional development. 
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Summary 

In summary, teachers’ knowledge and instruction of social and emotional skills are 

essential factors that can be related to young children gaining a sense of appropriate 

social functioning that is often related to school success and other aspects of 

development. However, there appear to be few studies examining how teachers’ 

perceptions and use of their schools’ and/or programs’ adopted curriculum can influence 

their teaching and promotion of positive social and emotional development. The purpose 

of the study was to examine how one early childhood program promotes the social-

emotional development of preschool children.    
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CHAPTER II 

LITERATURE REVIEW 

Introduction 

The purpose of this chapter is to discuss literature that is related to how teachers 

and curriculum can influence the social and emotional development of preschool 

children. The following sections will discuss the theoretical frameworks, roles of 

teachers, and other literature about how the various aspects of social and emotional 

development influence the social and emotional competence of young children. 

Additionally, the review will include sections discussing how social demographics and 

curriculum can impact the social and emotional outcomes of young children. 

Theoretical Framework 

Social and emotional development of young children are critical milestones in 

overall development of people. Aspects of social and emotional competence can be 

linked to many positive developmental traits found in young children, which include 

higher levels of language development and communication abilities (Hartas, 2011). 

Social theorists have long held that a young child’s early experiences with meaningful 

social relationships contribute significantly to a person’s overall social adaption 

throughout their life (Bandura, 1977; Bronfenbrenner & Mahoney, 1974; Muuss et 

al.1996).  
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Bronfenbrenner’s Ecological Systems Theory and Bandura’s Social Learning 

Theory will provide theoretical frameworks to examine how teachers’ perceptions and 

use of curriculum can influence the social and emotional development of preschool 

children. 

Ecological Systems Theory 

Bronfenbrenner’s Ecological Systems Theory suggests that children’s social 

constructs are created through interactions and exchanges that take place within the 

various social environments and structures (Bronfenbrenner, 1986; Bronfenbrenner & 

Morris, 1998). Bronfenbrenner contended that social behaviors, personality, and even 

intelligence can be influenced by social interactions and social situations that children are 

directly and indirectly a part of (Bronfenbrenner, 1979; Bronfenbrenner, 1986; Thomas, 

2005). Bronfenbrenner (1994) concluded that there are two major processes that occur 

and promote a child’s social development: 1) the child’s interactions with people and 2) 

the activities that the child is engaged in. Bronfenbrenner surmised that social 

connections and interactions occur within a complex arrangement of circular constructs 

that take on a nested and graduated design. Bronfenbrenner’s system arrangement is 

composed of five major systems that include: microsystem, mesosystem, exosystem, 

macrosystem, and chronosystem (Bronfenbrenner, 1979; Bronfenbrenner, 1986; 

Bronfenbrenner; 1989; Bronfenbrenner & Morris, 1998; Muuss et al. 1996). At these 

various levels of social connectedness, Bronfenbrenner explained that through shared 

interactions the child is not the only one who is being influenced, these interactions are 
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also influencing other systems directly and indirectly, which Bronfenbrenner termed as 

being “bi-directional” in nature (Anfara & Mertz, 2006; Bronfenbrenner, 1986).  

The primary system, the microsystem, displays the connections and interactions 

between children and their immediate social environment. Within the microsystem, the 

children are at the center of the system, featuring children’s interactions and experiences 

with people within their homes, their schools, and their peer groups. Bronfenbrenner 

suggested that the microsystem level should also be considered as children’s primary 

behavior settings based on how the children perceive and interpret their interactions 

(Anfara & Mertz, 2006; Thomas, 2005). The theorist further suggested that the people 

and the social experiences that children have at this level highly influence the children’s 

overall social and emotional development (Bronfenbrenner, 1979; Bronfenbrenner, 1986; 

Bronfenbrenner & Morris, 1998). The theory also suggests that the majority of young 

children’s social learning occurs at the microsystem level, due to the constant and 

frequent social interactions that children experience at this level (Bronfenbrenner, 1979; 

Bronfenbrenner, 1986; Bronfenbrenner & Morris, 1998). 

At the next level, the mesosystem, Bronfenbrenner explained that children’s 

social learning also results from two or more microsystems interacting with each other 

(Bronfenbrenner, 1979; Bronfenbrenner, 1986; Bronfenbrenner; 1989; Bronfenbrenner & 

Morris, 1998; Thomas, 2005). The mesosystem links children to other microsystems that 

are housed within their homes, schools, and peer groups. Neighborhoods are often 

highlighted as major mesosystems because they are primary hotspots for microsystems to 



11 
 

socially interact and connect. For instance, the income levels contained within children’s 

neighborhoods could affect their perceptions of how education can be related to 

employment and safety (Thomas, 2005). The theory suggests that communal resources 

that are available within neighborhoods could drastically influence many aspects of their 

social and emotional development as well (Anfara & Mertz, 2006; Bronfenbrenner, 

1989). 

The exosystem, the third layer, houses indirect social connections that affect 

children’s social development (Bronfenbrenner, 1979; Bronfenbrenner, 1986; Muuss et 

al. 1996). Examples of ecosystems could include a parent’s job, school adopted 

curriculum, and sibling’s friendships. If parents have to leave for work before their 

children wake up and do not return home until after the children go to bed, this could be a 

scheduling factor that affects the amount of time that children spend with their parents. 

Another exosystem example is the manner in which children’s behaviors are affected 

when parents’ friends have to consistently care for the children because their older 

siblings want to spend more time outside of the home with their friends. At the ecosystem 

level the school’s use of anti-bullying curriculum could be viewed as influencing young 

children’s problem solving capabilities with peers. 

The macrosystem is the outermost layer and contains social influences that are 

based the laws, customs, and cultural norms of society that a child lives in 

(Bronfenbrenner, 1979; Ryan, 2011). An example of a macrosystem influence would be 

governmental funding for low-income medical and preschool programs such as Medicaid 
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and Head Start centers. A prime example of a macro-influencing factor would be how 

many Head Start programs nationwide were forced to close their local centers due to the 

governmental shutdown (Plumer, 2013). For weeks, thousands of parents were forced to 

find alternative means of childcare and in turn, hundreds of Head Start teachers did not 

receive wages for those days (Emmanuel, 2012). As a result of the lack of funding from 

the government, young children, families, and numerous communities nationwide were in 

some way directly or indirectly affected by the government shutting down. 

In recent years, a fifth element has been added to the ecological system theory, the 

chronosystem, which is the influence of time and events on social development 

(Bronfenbrenner & Morris, 1998; Muuss et al. 1996; Ryan, 2011). Bronfenbrenner 

explained that life and situational changes are constant influential factors in the social 

development of children. For example, the chronosystem can affect a microsystem with 

the birth of a new baby or the death of a parent. Examples of the chronosystem at the 

mesosystem level can include the effects of teacher turnover rates at a school or the 

opening of a community center in a community with high rates of juvenile delinquency. 

At the exosystem level, the chronosystem influencing factors could be a parent receiving 

a promotion or the school board implementing an updated reversion of a curriculum. War 

and terrorism can be viewed as chronosystem factors that influence how the government 

reforms and revises immigration rules and regulations. 

In outlining the social levels of the Ecological Systems Theory, Bronfenbrenner 

suggested that children’s social and emotional competence is developed from their 



13 
 

individual understanding of social information that is provided from the social 

interactions that they have with various people within the social systems surrounding 

them (Bronfenbrenner & Mahoney, 1974; Muuss et al., 1996). Bronfenbrenner’s theory 

holds that social situations and cultural influences also contribute heavily to a person’s 

social and emotional development. Additionally, Bronfenbrenner explained these 

powerful social influences are most often found in macrosystems and mesosystems that 

children belong to (Bronfenbrenner, 1986; Bronfenbrenner & Mahoney, 1974; Muuss 

Muuss et al., 1996).  

Bronfenbrenner’s Ecological Systems Theory further clarifies how different 

layers of society directly and indirectly shape the social development of young children. 

Through the theoretical lens of theory, this study will investigate how various systems 

influence the social and emotional development of young children. 

Bandura’s Social Learning Theory 

The social learning theory posed by Albert Bandura will also serve as a 

theoretical lens for this research study.  The social learning theory suggests that 

children’s social behavior is the result of their observations of their peers, parents, 

teachers, and their environments (Bandura, 1977; Muuss et al., 1996; Thomas, 2005). A 

major component of this theory insists that children gain their social and emotional 

knowledge from modeling and imitating the behaviors of others (Bandura, 1989; 1996; 

2001; Bandura & Walters, 1963). Bandura (1977) further contends that most of children’s 

social learning comes from their active mimicking or copying of what they have seen and 
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heard other people do. In a study on the learning habits of children, Bandura concluded 

that children as young as four years would mimic actions from viewing the social signals 

(i.e. verbal and physical movements) of people around them (Bandura al., 1961) and 

apply action to various social situations and interactions.  

The social learning theory also highlights aspects of the term observational 

learning, which involves the cognitive functioning of the observer. Bandura (2001) 

explains cognitive elements such as identifying what will be observed, associating 

meaning to the observation, as well the type of emotional impact, and the motivation of 

the observer; all play a role in how children will interpret and use the observed 

information in the future. Through symbolic representations, observational learning 

provides the observer with the ability not only to learn how to process the information, 

but also helps the observer to arrange the observed behaviors into skills that will assist 

children in replicating the behaviors observed. As a result, Bandura explained that four 

principle processes have to take place in order for observational learning to effectively 

happen. These processes include: attentional processes, retention processes, production 

processes, and motivational processes (Bandura, 2001).  

In using the attentional processes, children determine what information is useful 

when making observations of the person they are modeling. This process provides 

children with the opportunity to use their cognitive abilities, gain perceptions, and help 

them to attach values to observations. Attentional processing additionally defines how the 

person observed by the child will be valued by children. Children do not always pay close 
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attention to everything that they see, but who and what they focus on must be considered 

attractive or appealing and hold some type of value to them. 

The retention process involves the cognitive ability to recall or retain the modeled 

activities and/or behaviors (Bandura, 2001). This process also restructures and converts 

the modeled behaviors into information that develops into rules and symbols for memory. 

Bandura (2001) explains that in order for behaviors to be copied during the retention 

process, the observer must be able to convert rules or symbols into a symbolic 

representation to replicate the appropriate actions. For example, if children often see a 

teacher using a soft voice and gentle gestures when calming upset children, they will use 

this information to develop a rule or an understanding that these gestures will help in 

resolving conflicts (Bandura, 1989; 1996; 2001; Bandura & Walters, 1963).  

The next process is behavioral production which involves putting observations 

that were committed to memory into action. At this point, children will attempt several 

times to replicate the demonstrated behavior when they believe that they are in similar 

situations that they observed the model (Bandura, 2001). During this step, the practicing 

process, children will try to vary their behaviors to match the situation, while still 

attempting to accurately portray their model. Expanding on the above mentioned 

example, the child will attempt to mimic their teachers’ actions in various ways as they 

practice conflict resolution strategies with their peers. 

In the final component called the motivational process, the observer determines 

which behaviors to model. Bandura (2001) suggested that while children may observe 
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many behaviors, they will not model or repeat them all. Children must be motivated to 

repeat behaviors and believe that in modeling them, there must be some benefit. In the 

case of children observing the teacher’s calming methods, if the teacher is hit by the upset 

student or the child continues to cry, the observing children are not likely to be motivated 

to replicate the actions of the teacher.  

Bandura’s social learning theory demonstrates how teachers’ actions and behaviors in 

their classrooms can influence the social and emotional habits and behaviors of their 

students. The theory further suggests that children will often mimic the habits and actions 

of people they see as having the most power and influence. In the classroom, the teachers 

are highly influential in imprinting positive social skills on their students, primarily due 

to their roles and positioning. The social learning theory is useful in examining how 

teachers’ perceptions and use of social and emotional curricula could influence the social 

and emotional skill development of preschool children.  

The Importance of Social-Emotional Development 

 

Social and emotional developmental skills learned and practiced during the preschool 

years play a vital role in creating a positive foundation for life-long social and emotional 

development (Anthony et al., 2005; Epstein, 2009; Sassu, 2007). Additionally, not only 

are healthy social and emotional development critical developmental milestones for 

young children, they are vital contributors to the overall positive development of people 

during their lifetimes (Anthony et al., 2005; Epstein, 2009; Sassu, 2007). 
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Social-emotional learning or social competence is defined as the processes which 

children acquire and apply the knowledge, attitudes, and skills necessary to understand 

social interactions and manage their emotions (Stacks & Oshio, 2009; Zero to Three, 

2010). Social competence provides young children with the ability to feel and show 

empathy for others as well as to establish and maintain positive relationships with people 

that they consistently interact with (Ellis, 2008; Findley et al., 2006; Sheridan et al., 

2010; Zero to Three, 2010). Having positive social and emotional behaviors also enable 

young children to demonstrate positive social skills which heavily contribute to laying the 

foundation for their abilities in making responsible decisions and choices as they age 

(Collaborative for Academic, Social, and Emotional Learning, 2010; Stacks & Oshio, 

2009).   

The social and emotional competence of young children can influence other aspects 

of their development as well (Jones & Harcourt, 2013; Roorda et al., 2011; Ryan, 2011; 

Satcher, 2000). These developmental skills include cognitive and motor development as 

well as school readiness skills (Fleming, 2012; Nissen & Hawkins, 2010b; McWayne, 

Fantuzzo, & McDermott, 2004). The U.S. Department of Health and Human Services 

(Satcher, 2000; Tran & Sharpiro, n.d.) suggested that having positive social and 

emotional experiences and behaviors help to build a healthy foundation for young 

children’s current and future thinking and communicative skills, emotional growth, self-

images, and learning capabilities. Satcher (2000) explained that as children learn to build 
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positive social and emotional behaviors, they are also learning coping behaviors that will 

allow them to handle potentially stressful situations. 

Fleming (2012) further suggested that young children are more likely to have a 

positive transition from home to school if they possess vital social-emotional skills and 

behaviors such as demonstrating the ability to manage their emotions, finding ways to 

positively problem solve, and being able to express feelings of anger, sadness, and 

frustration in socially appropriate ways. Several studies reported that the positive 

socialization experiences during interactive play of young children are often linked to 

higher receptive language skill levels as well as influencing their willingness to engage in 

classroom learning activities (Coolahan, Fantuzzo, Mendez, & McDermott, 2000; 

Fantuzzo, Manz, Atkins, & Meyers, 2005; Stanton-Chapman, Kaiser, Vijay, & Chapman, 

2008). In examining whether disadvantaged children peer play is related to learning and 

problem behaviors, Coolahan and colleagues (2001) found that preschool children who 

demonstrated positive play behaviors also showed active engagement in classroom 

learning. Similarly, Fantuzzo and fellow researchers (2005) suggested that preschool 

classrooms that facilitate the creation of routine positive play experiences between young 

children can help to improve the social competence of maltreated preschool children. 

Stanton-Chapman and colleagues (2008) also concluded that positive social interactions 

between preschoolers with behavior and language delays and their classroom peers can 

reduce the likelihood of the children experiencing peer rejection.  
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The literature also suggests that prosocial habits and positive social actions that young 

children display while engaged in play with peers can influence positive peer 

relationships and enhance their later academic and career success (Brewer, 2007; Stacks 

& Oshio, 2009). Addison (1992) proposed that the positive social skills of children at a 

young age can influence their future socialization patterns and experiences. Addison 

(1992) further explained that the manner in which young children gain social knowledge 

as they enter into diverse social settings and interaction can influence their social 

competence in adulthood. The literature also suggests that having positive social and 

emotional behaviors during childhood appears to influence future income and educational 

levels and could help to prevent later delinquency issues and concerns (Miller et al., 

2003; Neace & Muñoz, 2012).  

The Beginnings of Social-Emotional Development  

Social-emotional literature and research suggest that social and emotional 

development begins in infancy and lasts throughout the lifetime of a person (Bolten, 

2013; Maas et al., 2012; Meltzoff & Keith Moore, 1983; Peterson, 2012; Zero to Three, 

2010).  Peterson (2012) explained that during infancy, babies are primarily building 

social and emotional behaviors through their curiosity and willingness to explore and 

observe the world surrounding them.  Bolten (2013) further suggested the manner in 

which infants will smile, coo, and/or make eye contact, can be strong indictors of early 

attempts to socialize and build emotional connections with others. As infants, children are 

not able to fully understand emotions, however as they continue to grow and develop, 
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young children during the preschool years primarily begin to learn how to recognize, 

label, manage and communicate their feelings as well as learn to empathize with the 

emotions of others (California Department of Education, n.d.; Elias et al., 2003; Nissen & 

Hawkins, 2008). During the preschool years, social and emotional awareness and 

knowledge takes on rapid growth and progression as young children become more skilled 

as they interact with others and learn various ways to manage their emotions (Miller et 

al., 2006; Nissen & Hawkins, 2010).  

Social and Emotional Development During the Preschool Years 

Literature on social and emotional development and competence suggests that 

when children reach preschool age, the social and emotional behaviors that they began to 

form from the interactions and experiences that they shared with their parents, provide 

the foundation for how they will bond, connect, and interact with their preschool teachers 

and classroom peers (Churchill, 2003). Additionally, the literature suggests that as young 

children’s social environments are extended outside of their homes. During these 

instances, children are given the opportunity to be socially and emotionally influenced by 

persons such as their teachers and peers, especially during the preschool years (Churchill, 

2003; Ellis, 2008; Elias, 1997).  

The social and emotional skills acquired during the preschool period are often 

enhanced and modified as children experience numerous social encounters with their 

teachers and peers (Anthony et al., 2005; Miller et al., 2006; Vallotton & Ayoub, 2009). 

In the preschool classroom, social and emotional skills are practiced as young children 
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solve problems with others, learn how to follow classroom routines, and explore 

discourse with their teachers and their peers (Anthony et al., 2005).  Arda and Ocak 

(2012) further explained that when children show positive social and emotional skills, 

they have a tendency to have higher levels of self-efficacy and confidence and are more 

inclined to demonstrate higher academic achievement throughout their school years. In a 

study conducted by Miller and her colleagues (2006) that sampled 60 children in 

examining emotional competence in preschool, the researchers found that preschool 

children who showed social awareness to the emotions of others, typically are able to use 

various problem solving methods with their peers and in their later school years. The 

study additionally concluded that these preschool children generally have more positive 

social outcomes in peer acceptance, and demonstrated a wide variety of prosocial 

behaviors and social skills (Miller et al., 2006).      

Social competence during the preschool years can dramatically affect other areas 

of young children’s development (Anthony et al., 2005; Nissen & Hawkins, 2010; 

Voegler-Lee et al., 2012).  In an article written by Nissen and Hawkins (2010) on how to 

support the social competence of young children, the authors explained that social and 

emotional behaviors can often be linked to the manner in which children acquire higher 

levels of language, cognitive, and motor development. Additionally, Durmusoglu (2008) 

suggested that when young children have age appropriate social and emotional skills and 

behaviors upon entering preschool, they appear more receptive and willing to engage in 

new experiences that are introduced in a classroom setting. Durmusoglu (2008) further 
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explained that when children are learning how to sing nursery rhythms and move to 

music in-group settings, other developmental skills, such as cognitive, verbal, and motor 

abilities can be enhanced through these social-emotional exercises. Additional social 

research studies have found that the manner in which preschool classrooms are structured 

often can be used to meet the various social and emotional developmental needs of young 

children (Anthony et al., 2005; Boyd et al., 2005; Ellis, 2008; Mullen, 2013). In 

preschool classrooms, teachers are vital in the structuring of a socially rich learning 

environment because they often bring a wealth of professional knowledge and skills in 

organizing and providing the social lessons in the classroom settings (Brown et al., 2012; 

Ellis, 2008; Nissen & Hawkins, 2010).  

Literature suggests that there are four major components to social-emotional 

learning: 1) emotional self-regulation and self-awareness, 2) social knowledge and 

understanding, 3) social skills, and 4) social dispositions (Epstein, 2009; Nissen and 

Hawkins, 2010). Epstein (2009) defined emotional self-regulation and self-awareness 

during the preschool years as demonstrating the growing ability to respond to experiences 

with an appropriate range of emotions. Epstein provided the following example:  

At work time ….Sklar wants Carrie to be his dog, and so does Lily. The 

teacher asks how they can solve the problem. Sklar says, “I can be a dog too, 

and Lily can be the owner for both dogs (p. 5).  

In this example, social-emotional learning is being formed because the preschool child 

was able to share a plan with peers and then revise it to better accommodate the interest 
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of others in the play group. Comparably, Nissen and Hawkins (2008) further suggested 

that when young children are able to regulate their emotions they are able to balance both 

positive and negative emotional during social interactions, allowing for positive social 

responses from their peers and teachers. Elias (1997) suggested that young children 

demonstrate these abilities by recognizing and defining emotions and controlling negative 

impulses. 

The second component, social knowledge and understanding, involves knowing 

and recognizing social norms and cues. Epstein (2009) suggested that social knowledge 

and understanding is critical to preschool children socializing and understanding the 

dynamics surrounding ways in becoming a community member. Literature further 

suggested that this process should be highly emphasized by preschool teachers because 

the teachers are vital in establishing ties with families and creating a communal 

environment in their classrooms (Elias, 1997; Epstein, 2009; Nissen & Hawkins, 2010). 

In order for children to grasp social cues, they must transition from self-focusing to 

functioning within a group (Rubin, 2009; Saarni, 2010).  

Social skills, the third component, involve using strategies and skills in interacting 

with others. Children develop social skills through the use of their cognitive abilities that 

process perspective-taking and empathy skills (Epstein, 2009; Findley et al., 2006). Elias 

(1997) also suggested social skills allow young children to show sensitivity to others, 

work as a part of a team, and constructively problem solve. Similarly, Miller (2010) 

explained that as young children learn social skills they become more aware of how their 
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behaviors can influence others, providing them with opportunities to take responsibility 

and show concern for others.  

The final component of social-emotional competence is social dispositions, which 

involves the social traits of curiosity, humor, argumentativeness, generosity, selfishness, 

and closed-mindedness (Epstein, 2009; Miller, 2010; Saarni, 2010). Literature suggest 

that these social traits are innate in nature, are present at infancy, and can last throughout 

adulthood (Epstein, 2009; Miller, 2010; Nissen & Hawkins, 2010; Saarni, 2010) 

However, the literature further shared that social environments also contribute the 

shaping of social dispositions and traits that are expressed (Elias, 1997; Epstein, 2009; 

Nissen & Hawkins, 2008; Rubin, 2009).  

The Critical Roles of Social Development and Emotional Development during the 

Preschool Years 

“Social and emotional development” is a term often used to combine the attributes 

of both social development and emotional development. This is mainly due to how social 

development often complements and supports the attributes of emotional development 

and vice-versa (Boyd et al., 2005; Collaborative for Academic, Social, and Emotional 

Learning, 2010; Collaborative for Academic, Social, and Emotional Learning 2013; 

Cooper, Masi, & Vick, 2009; Epstein, 2009). For instance, emotional knowledge and 

skills can be applied to and organized around social engagement. Similarly, social 

competence can assist in determining emotional expressions (Brown et al., 2012; 

California Department of Education, n. d.; Denham, Bassett, Sirotkin, & Zinsser, 2013; 
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Miller et al., 2006). Although social development can assist in emotional competence 

both domains have very distinctive characteristics and features (Denham, et al., 2013, 

Elias, 1997; Epstein, 2009; Goleman, 1995; Miller, 2010). The following two sections 

will discuss the individual features of social development and emotional development.  

Social Development in Preschool Children 

The social knowledge that young children develop is both vital and critical as 

components of human development. From socializing with others, young children are 

constantly practicing and learning a host of communicative, cognitive, physical, and other 

developmental skills (Brewer, 2007; Muuss et al., 1996). Learning social competence at a 

young age enables the children to develop various ways to communicate and interact with 

their peers, parents, and teachers (Addison, 1992; Spritz et al., 2010; Stacks & Oshio, 

2009). Learning appropriate social mannerism and cues allows developing children to 

communicate their needs and desires as well as enables them to interpret the social cues 

of others. Not only are social skills vital to the healthy growth and development of 

children, they can heavily affect their progression through various stages and levels of 

development well into adulthood (Bronfenbrenner, 1986; Bronfenbrenner & Mahoney, 

1974; Muuss et al., 1996).  

Social research and literature suggest that at a very young age, children are able to 

exhibit social skills which can set a path for positive social and emotional growth 

throughout their lives (Vallotton & Ayoub, 2009; Zero to Three, 2010). Vallotton and 

Ayoub (2010) suggested that even before children can communicate verbally, they use 
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social skills through symbols and gestures to make social connections with others. In 

articles published by The National Center for Infants, Toddlers, and Families (Zero to 

Three, 2010), the authors suggested that starting from birth infants begin learning who 

they are through their everyday interactions with their parents, relatives, and other 

caregivers. As young children grow they discover that relationships with others can be 

enjoyable and rewarding. During infancy, babies are not aware that these social 

experiences will heavily influence the later social and emotional skills that they will 

develop and refine during their preschool years.  

A preschooler’s social skill ability is thought to be by-product of their individual 

personality, social settings, cultural backgrounds, and interactions with the people around 

them (Sheridan et al., 2010; Spritz et al., 2010; Stacks & Oshio, 2009). The social 

experiences that young children develop from their frequent interactions with people 

within their social circles are often associated with the social skills that they will use and 

practice as they grow (Brewer, 2007; Muuss et al., 1996; Sheridan et al., 2010; Stacks & 

Oshio). For example, a study that sampled and interviewed 185 African-American 

mothers and female caregivers to examine the influence of family and community factors 

on the social skill development of inner-city preschool children found that young 

children’s social skills were affected by their exposure to community and family violence 

(Oravecz, Osteen, Sharpe, & Randolph, 2011). The study further concluded that the 

children’s exposure to violence increased the children’s risks of later behavioral issues 

and concerns (Oravecz, Osteen, Sharpe, & Randolph, 2011). In a study conducted by 
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Stanton-Chapman and colleagues (2008), the researchers sampled eight four-year-old 

children and examined the effects of an intervention program designed to increase peer-

directed social communication with children at risk for delayed social skill development. 

Using a multiple baseline design, the researchers found that consistent positive social 

interactions assisted preschoolers in communicating effectively with their peers and 

provided opportunities for the children to independently engage each other in play/center 

time, sharing materials, taking turns, and solving problems. 

As young children consistently practice their social and emotional skills, they will 

also apply them to develop and maintain current and future social relationships with peers 

as well as other people that they will come in contact with throughout their lives 

(Addison, 1992; Brewer, 2007; Bronfenbrenner, 1986; Spritz et al., 2010; Stacks & 

Oshio, 2009). Research suggests that preschool settings are often vital in creating 

nurturing and safe environments that help in the shaping of emotional skills for young 

children (Denham et al., 2013; Miller et al., 2003). In an article written by Denham and 

her colleagues, the authors suggested that for young children to be successful in gaining 

the necessary skills for kindergarten, the preschool classroom must center on children 

being able to experience, express, and exchange a wide range of emotions. The authors 

further suggested that in order for children to have positive and learning rich experiences, 

they must practice and learn how to send and receive emotional messages in ways that 

are beneficial to themselves and others (Denham et al., 2013). Similarly, Miller and her 

cohorts (2003) explained not only is emotional competence needed for preschoolers to 
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successfully transition into formal school settings, but the preschool environment allows 

for children to practice reading the emotional languages and cues of others, skills that are 

critically important in developing and maintaining positive social relationships. The 

authors further suggested that emotional development during the preschool years allows 

young children the opportunity to gain adaptive and social appropriate behaviors that they 

will need to successfully function in various social situations (Miller et al., 2003). 

Emotional Development in Preschool Children 

The development of the awareness of self and the awareness of others are the two 

major features of the successful emotional development of young children. In an article 

written by Brazelton and Greenspan (2006), the authors explained nurturing emotional 

competence in young children helps lay the primary foundation for advancing their long-

term social and cognitive growth. The authors further suggested that children who 

experience supportive and warm emotional interactions frequently with their caregivers 

are often learning skills that enable them to better process and regulate their moods and 

emotions as well as demonstrate empathy to others (Brazelton & Greenspan, 2006). 

According to the theory of emotional intelligence (EI), when young children 

understand how to express their emotions appropriately, they are better enable to achieve 

various aspects of social competence and are better prepared to avoid social conflicts 

(Abe, 2011; Findley et al., 2010). In having a sense of self-awareness, of self-motivation, 

and the ability to process the emotional cues of others, young children can use emotional 
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information to guide their thoughts and actions as they relate to others and understand 

their inner feelings (Bahman & Maffini, 2008; Findley, Girardi, & Coplan, 2006).  

Goleman (1995) explained that there are five domains of emotional intelligence:  

1) Knowing one‘s emotions: Self-awareness is the keystone of emotional 

intelligence. It is the ability to recognize feelings as they happen in real-life 

situations.  

2) Managing emotions: Handling feelings appropriately is an ability that builds on 

self-awareness. It is being able to manage strong feelings so that we can soothe 

ourselves, maintain balance and not be overwhelmed or paralyzed by them.   

3) Motivating oneself: Self-motivation and mastery is about being goal-oriented, 

keeping focused and channeling emotions toward desired results. It leads to being 

highly effective and productive.  

4) Recognizing emotions in others: Empathy is the fundamental people skill. It 

means being able to recognize emotions in others and understand others’ point of 

view.  

5) Handling relationships: Managing emotions in others is the art of relationships. 

It is the ability to handle a range of social relationships and to interact smoothly 

with others. 

Research studies have found that children‘s emotional intelligence can be linked 

to academic achievement and can aid young children in being better able to self-regulate 

(Abe, 2011; Cakir, 2014; Jewett, 1997).  As young children enter into preschool 
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classrooms, their teachers are often playing a major role in their social and emotional 

skills development and progress outside of their homes. Preschool teachers are often seen 

as being primarily responsible for helping young children to learn and develop healthy 

social-emotional skills and traits before they enter into kindergarten. The manner in 

which preschool teachers model, engage, and facilitate social and emotional learning and 

experiences can heavily influence the social and emotional practices of young children. 

Teachers’ Roles and Influences on the Social-Emotional Development of Preschool 

Children  

There are many social experiences and factors that can contribute to the social and 

emotional development of young children. Studies have shown that positive social-

emotional skill development rapidly increases during the preschool years and teachers are 

often associated as playing major roles in how well or poorly a child will develop socially 

(Brewer, 2007; Stacks & Oshio, 2009; Vallotton & Ayoub, 2009). The literature suggests 

that children who have a secure attachment to their teachers are mostly often very 

sociable and can adjust to various social situations compared to children with insecure 

attachments (Addison, 1992; Brewer, 2007; Stacks & Oshio, 2009). In a longitudinal 

study conducted by Dupere and colleagues (2010), the authors followed 1,364 families 

for 15 years to examine how childcare and school environments could influence young 

children‘s later school achievements. The researchers examined child care and classroom 

instructional qualities and used a curve modeling strategy to conclude that exposing 

young children to positive social-emotional classroom environments can influence how 
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well young children will later achieve in the areas of language acquisition, in reading, and 

in mathematics (Dupere, Leventhal, Crosnoe, & Dion, 2010). The study supports the 

literature that suggests that when teachers model positive social skills and prosocial 

attitudes to their young students, their behaviors can influence young children‘s current 

social-emotional development and their later academic, college, and career success 

(Brewer, 2007; Stacks & Oshio, 2009).  

The teacher-child relationships are critical components of social-emotional skills 

developed during the preschool years as well. Research has suggested that the teacher-

child bonds are intensified during the preschool years largely due to the time that young 

children spend interacting with their teachers (Brewer, 2007; Stacks & Oshio, 2009). 

Peisner-Feinberg and colleagues (2001) suggested that a large percentage of three-to-five 

year-old children will spend a large majority of time in a child care setting outside of the 

home, interacting with a primary caregiver other than their parents. Social competence 

research additionally offers that children who have a secure attachment to their preschool 

teachers are mostly often very “social-able” and can adjust to various social setting 

compared to children with insecure attachments (Addison, 1992; Spritz et al., 2010; 

Vallotton & Ayoub, 2009). Brewer (2007) suggested that when young children are able 

to form positive social relationships with their teachers and are securely attached to them, 

they tend to have fewer classroom behavioral problems and are less likely to be 

aggressive. 
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Research has also suggested that teacher-child relationships which are warm and 

open can assist young children in developing critical social and academic abilities that are 

vital in building beneficial school readiness skills (Miller et al., 2003; Roorda et al., 2011; 

Vallotton & Ayoub, 2009). Pianta and Stuhlman (2004) conducted a study that sampled 

490 children, their family members, and teachers that assessed the teacher-child 

relationships during the preschool, kindergarten, and first grade years. The study 

concluded that early teacher-child relationships have unique influences on children’s 

overall development and later school success (Pianta & Stuhlman, 2004). The researchers 

furthered suggested that additional studies are needed in examining how the quality of the 

teacher-child relationship can be related to young children’s current and future social 

development (Pianta & Stuhlman, 2004). 

As significant contributors of social-emotional development, teachers are often 

given the primary role to construct lessons and classroom routines that assist preschoolers 

in learning and practicing social and emotional skills in their classrooms and with their 

peers. In a study conducted by Brewer (2007), the researchers concluded that positive 

social and emotional development rapidly increases during the preschool years and 

teachers have been widely associated as significant influences of how well or poorly a 

child will develop social and emotionally. After investigating the emotional skills and 

social competence of 44 preschool children, Spritz and colleagues (2010) determined that 

teacher-child attachment behaviors can be associated to peer likability and students’ 

emotional regulation skills abilities.  
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Most often preschool teachers gain knowledge about the social-emotional 

competencies of preschool children through formal and informal means of assessment. 

Preschool teachers use a variety of curricula, note taking strategies, and various forms of 

structured and unstructured assessments tools in their classrooms to provide insight to the 

social and emotional abilities of their young students. Dombro and Jablon (2011) found 

that when teachers were able to combine positive teacher-child relationships with their 

knowledge and skills, they were better able assist in young children in increasing their 

social and emotional learning capabilities. Dombro and Jablon (2011) further defined the 

ability to combine social connections with teaching styles as being fundamental 

components for intentional teaching. The researchers further suggested that intentional 

teaching can also involve teachers reflecting at the end of each week by asking 

themselves how the children responded to the lessons, what worked, and what needed 

improving (Dombro and Jablon, 2011). The authors further explained that when teachers 

employed intentional teaching methodology they often were better engaged with their 

students and appeared more tuned with their students’ needs. The researchers explained 

that practice of intentional teaching also helped teachers keep alive their own curiosity 

and awareness to what a difference they were making in the lives of children (Dombro & 

Jablon, 2011).  

As preschool teachers nurture the social and emotional experiences of their young 

students, other social dynamics and influences should be factored in young children 

gaining social knowledge about the world surrounding them (Hartas, 2011; Knitzer & 
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Lefkowitz, 2005; Lopez, 2012). Although teachers are primarily responsible for guiding 

and assessing the social and emotional skills of preschooler children within a school 

setting, their social worlds often extend outside of their classrooms. Community and 

other social factors also assist in the shaping of the social and emotional developmental 

skills of young children.  

Social Demographical Influences 

There many social experiences and factors that can contribute to the social-

emotional development of children. As young children regularly practice social 

competence skills, they accumulate and refine social habits and knowledge bases that 

they will apply to assist, develop, and maintain current and future social relationships 

with peers as well as other people that they will come in contact with throughout their life 

spans (Addison, 1992; Brewer, 2007; Bronfenbrenner, 1986; Stacks & Oshio, 2009; 

Spritz et al., 2010). As a result, social demographics can influence the manner in which 

children gain social and emotional skills. Studies have found that children growing up in 

families whose income is below the poverty level have increased probabilities of having 

less exposure to positive social experiences (Spritz et al., 2010). Studies have suggested 

that early intervention services, such as child care, can have long lasting positive effects 

on children within the low-income bracket (Denham et al., 2013; Miller et al., 2003; 

Sassu, 2007; Sirotkin, Denham, Bassett, & Zinsser, 2013; Summers et al., 2007). 

Bronfenbrenner (1989) emphasized that social programs that offer positive socialization 

and cognitive skill development to low income families can assist parents in building 
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positive social supports systems as well as aid young children in becoming more 

successful socially and academically.  

The Head Start Program, co-founded by theorist Bronfenbrenner, offers families 

with low socio-economic status (SES) the opportunities to access medical, educational 

and social service resources for their children and families (American Psychological 

Association, 2004; Lang, 2005; Preschool Matters, 2006; Ramey, 2013; Summers et al., 

2007). Head Start is widely associated with helping families to develop a sense of 

independence by providing them with opportunities for social and educational growth 

within their community settings (Addison, 1992, Chazan-Cohen et al., 2007; Denham et 

al., 2013). Studies have found that young children who attended Head Start Programs are 

often better able to demonstrate high positive social behaviors and long term academic 

outcomes (Addison, 1992; Spritz et al., 2010; Stacks & Oshio, 2009). Although the 

social-emotional outcomes of Head Start children have been extensively examined, there 

appear to be limited studies conducted on how their program standards and goals are used 

to support teachers in implementing social-emotional curricula for preschool children. 

The Critical Role of Curriculum and Assessments 

Children’s social and emotional skills and aptitudes often depend on teachers’ 

abilities not only to construct a positive social climate and learning environment but also 

to depend on the tools and resources that can be applied in promoting social competence. 

Social and emotional literature suggests that the effectiveness of social competence 

curriculum is often driven by the manner in which it is used to increase and promote 
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children’s social competence (Addison, 1992; Brewer, 2007; Gestwicki, 2011; Spritz et 

al., 2010; Vallotton & Ayoub, 2009). Often times, the curriculum is used to assist 

preschool teachers in using a host of learning and instructional strategies that help to 

guide the positive social and emotional development of preschool children. 

The learning objectives and goals of the curriculum as well as the supplementary 

classroom materials and lesson strategies provided within its content are also vital in 

advancing and supporting the social skill development of young children in the preschool 

classroom setting (Arda & Ocak, 2012; Durmusoglu, 2008; Edwards et al.). Most social-

emotional preschool curricula focus on promoting problem-solving skills, self-control 

and regulation, as well as ways of preventing and reducing negative behaviors and 

emotional concerns (Ellis, 2008; Jack, 2009; Washburn, 2001).  

The organization of curricula designed to promote social competence should 

assist teachers in identifying the potential growth and lags in children’s social and 

emotional development (Broadbear, 2001; Durmusoglu, 2008; Nissen & Hawkins, 2008). 

Edwards and colleagues (2005) suggested that the use of pre-posttest assessments to 

measure the social-emotional growth of preschool children could provide insight to how 

the curriculum supports social competence. Additionally, Stanton-Chapman and 

colleagues (2008) recommended the use of social-emotional rating scales in assessing the 

social competence of preschoolers because the scales can assist in evaluating curriculum 

effectiveness. There are several social and emotionally based curricula that are used to 
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promote social and emotional competence in young children. The following sections will 

discuss two programs that feature such curricula. 

Promoting Alternative Thinking Strategies (PATHS) 

Promoting Alternative Thinking Strategies (PATHS) is an early childhood social-

emotional curriculum used to enhance young children’s social and emotional competence 

and to promote school readiness (Cooper et al., 2009; Domitrovich, Cortes, & Greenberg, 

2007). The program is based on the Affective-Behavioral-Cognitive-Dynamic (ABCD) 

model which promotes emotional awareness and communication, self-concepts, self-

control, and strategies for social problem solving (Hamre, Pianta, Mashburn, & Downer, 

2012; U.S. Department of Education, 2011). These social and emotional skills are often 

identified as contributing to preschool children’s school readiness development and 

reducing problem behaviors (Cooper et al., 2009; Eisenhauer & Katz, 2011). The 

program’s curriculum consists of 20-minute lessons that are given three to five days a 

week. Students build social and emotional skills with their teachers through role playing, 

storytelling, and the use of puppets (U.S. Department of Education, 2011). Additional 

classroom materials include posters, books, and other materials that display “feelings 

faces” to assist young children in identifying their feelings and to aid in conflict 

resolution (Cooper et al., 2009; Domitrovich et al., 2007; Hamre et al., 2012).  

In a longitudinal study that sampled 246 three- and four-year-old children, the 

researchers collaborated with the center’s staff to create a pilot program to examine the 

effectiveness of the PATHS program (Domitrovich et al., 2007). Data were collected 
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over a three year period from scales and teachers and parents’ reports assessing the 

children’s emotional knowledge, inhibitory control skills, attention capabilities, and 

interpersonal problem-solving abilities (Domitrovich et al., 2007) The researchers 

conducted an analysis of covariance (ANCOVA) to analyze the data and the findings 

concluded that the teachers and parents reported improvements in the children’s social 

and emotional competence. The study’s findings also suggested that the children showed 

improvements in understanding emotional vocabulary and in recognizing facial 

expressions (Domitrovich et al., 2007) 

Similarly, in study conducted by Hamre and colleagues (2012), the researchers 

sampled 223 preschool teachers to examine positive social and emotional growth and the 

reduction of problem behaviors using the PATHS curriculum in their classrooms. The 

teachers used a web-based version of the curriculum and provided weekly lessons that 

focused on prosocial friendships, emotional understanding, self-control, and problem 

solving (Hamre et al., 2012). Data were collected with the use of the Teacher-Child 

Rating Scale (TCRS), in which the teachers rated the children on 20 social competencies 

and problem behaviors for two semesters (Hamre et al., 2012). The findings concluded 

that the teachers who reported using the PATHS lessons often determined that their 

preschool children showed an increase in their social competence over the two semester 

period (Hamre et al., 2012).  
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Second Step: A Violence Prevention Curriculum  

Second Step for Preschool is a research-based program that was developed by the 

Committee for Children (2002). This curriculum helps build social and school-readiness 

skills through play (Broadbear, 2001; Committee for Children, 2002). Twenty-eight 

weekly themes provide lesson plans to lead group discussions, skill practices, and other 

activities (Committee for Children, 2002).  

The Second Step Curriculum includes two main character puppets, Impulsive 

Puppy and Slow-Down Snail, that are used to present and demonstrate social and 

emotional skills and concepts. A small bunny, called Be Calm Bunny, is used to help the 

children to listen to the person who is holding the bunny and wait for their turn to talk. 

The black and white photos included in the curriculum are used to assist children in 

discovering the social interactions of the characters represented. A sing-along CD is used 

to present and emphasize important social skills that the students are learning. A small 

cardboard heart is used to promote pro-social behaviors by reinforcing caring and 

responsible habits.  

Research studies that evaluated the Second Step Curriculum suggested that the 

program appears to have a positive impact of the social-emotional development and 

problem-solving skills of young children (Brown et al., 2012; Edwards et al., 2005; 

Neace & Munoz, 2012). Brown and colleagues (2012) reported that the program has 

shown effectiveness in students’ knowledge of pro-social behaviors as well as reducing 

aggressive problem solving among early childhood students. In a study conducted by 
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Neace and Munoz (2012), the researchers discovered that the curriculum consistently 

showed social and emotional behavioral improvements of students across various ages 

and levels of social development.  

The Second Step Curriculum was adopted by Head Start of Greater Dallas as an 

intervention tool to reduce the aggressive behaviors and increase the social competence 

of their preschool students. The lessons include using black and white photos as well as 

puppets, songs, posters, and hearts that help teach children about empathy, emotional 

management, and social problem solving.  

Based on the programs reviewed, the literature suggests that using puppets, 

pictures, storybooks, and other classroom materials can promote social and emotional 

learning in the preschool classroom (Broadbear, 2001; Committee for Children, 2002; 

Cooper et al., 2009; Domitrovich et al., 2007; Hamre et al., 2012). The literature further 

implies that assessing the effectiveness of social-emotional based curriculum can be vital 

in evaluating the social-emotional competence of preschool children (Brown et al., 2012; 

Domitrovich et al., 2007; Edwards et al., 2005; Eisenhauer & Katz, 2011; Hamre et al., 

2012; Neace & Munoz, 2012). The purpose of the current study is to examine how 

program’s standards, state educational guidelines, assessement, curricula , and center 

personnel support social and emotional competence of preschool children enrolled in the 

Head Start  programs in Dallas County.  
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Summary 

Based on the literature reviewed, there appear to be relationships between positive 

social-emotional competence of young children to their later advancement in the areas of 

social development and independent problem-solving skills (Addison, 1992; Brewer, 

2007; Bronfenbrenner, 1986; Stacks & Oshio, 2009; Spritz et al., 2010). Additionally, 

research further suggests that teacher-student relationships could influence social-

emotional skill levels and outcomes of young children (Addison, 1992; Brewer, 2007; 

Bronfenbrenner, 1986; Spritz et al., 2010; Stacks & Oshio, 2009). Literature suggests that 

preschool teachers are primarily responsible for guiding and assessing the social and 

emotional skills of their young students (Gestwicki, 2011; Mullen, 2013; Nissen & 

Hawkins, 2008; 2010; Ryan, 2011 Voegler-Lee et al., 2012). However, there appears to 

be a gap in the literature about how preschool programs utilize standards, guidelines, 

curricula, and personnel to assist teachers in promoting the social and emotional 

development of preschool children. There appears also to be a limited amount of research 

that has examined how center personal dynamics, program components, teachers’ 

perceptions, and use of curriculum in the preschool classroom could affect the social and 

emotional development of young children. The next section presents the study’s research 

methods, data collection procedures, and how the data were analyzed.  
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CHAPTER III 

METHODOLOGY 

Introduction 

This study examined how an early childhood education program in Dallas, Texas 

used standards and agency approved curricula to assist teachers and staff in the 

promotion of social and emotional development of preschool children. Bandura’s social 

learning theory (Bandura, 2001) and Bronfenbrenner’s ecological systems model 

(Bronfenbrenner, 1986; Bronfenbrenner & Mahoney, 1974) provided the theoretical 

frameworks for understanding how social relationships and systems can influence the 

social and emotional development of young children. This chapter will provide a 

description of how the researcher conducted and processed information. The study used a 

descriptive qualitative research approach to examine teachers’ perceptions and 

application of the adopted curricula in fostering the social and emotional development of 

preschool children.  

Research Design 

This qualitative research provided special insight and discovery through the use of 

observations, interviews, photographs and other contributions that emerge from real life 

occurrences (Patton, 2002). Qualitative inquiry is concerned with how phenomena can be 

captured and interpreted from a particular perspective and during a particular point of 

time (Patton, 2002; Washington, 2014). During this qualitative study, the researcher was 

given the unique opportunity to enter the world of others and focus on interpreting the 
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participants’, as well as the researcher’s experiences, which emerged into a 

comprehensive picture of how a Head Start program promoted social and emotional 

development preschool children.   

This study was most suited for a case study design within the qualitative approach 

framework. A case study examines the unique complexities of a community, 

organization, or program in order to understand how its circumstances and activities are 

important (Patton, 2002). A case study approach was appropriate for the current study 

because it facilitated an extensive examination of how a Head Start center applied 

program and state standards, center personnel, and curricula to support social and 

emotional dvelopment of preschool children.  

Case Study Approach  

Yin (2003; 2009) defined a case study as an empirical form of inquiry that allows 

researchers to examine phenomenon in depth manner within its natural setting. Yin 

(2009) also explained that case study methodology provides major components 

significant to a research inquiry. Similarly, Creswell (2007) explained that a case study 

can be used as a method for providing intensive description to analyze events through 

time and place. Creswell (2013) additionally suggested that utilizing a case study 

approach allows the researcher to examine a case or system through the use of multiple 

sources of information.  

Researchers suggest that using a case study framework allows for an in-depth 

illustration of a program or case through triangulating multiple data sources (Creswell, 



44 
 

2007; Yin, 2009). Case studies allow the researcher to use direct quotes, charts, pictures, 

and other documents to form a comprehensive picture of a case. Using a single subject 

case approach to a qualitative study provides the researcher with various opportunities to 

customize her or his research inquiry. Yin (2009) suggested that case studies allow the 

researcher to develop research questions, outline the study’s methodology, and determine 

how to analyze and interpret the data collected.   

Creswell (2013) suggested that there are three major types of case studies: single 

instrument, collective or multiple, and intrinsic. An intrinsic case study involves 

gathering information that can assist in describing and detailing the unique features of a 

program or case (Creswell, 2013). The current study was best suited to an intrinsic case 

study approach because the researcher used multiple sources of data to describe how one 

Head Start program’s structure and personnel support the social and emotional growth of 

preschool children. 

Research Setting 

The current study was conducted at a Head Start center located in Dallas, TX. The 

center serves approximately 85 children and their families whose incomes meet the 

federal poverty level. Head Start of Greater Dallas (HSGD) offers free, high quality child 

development services to families with children ages 0-5 years old (Head Start of Greater 

Dallas, 2010). The program offers child-focused learning but also provides 

comprehensive social and health services to the child’s family (Head Start of Greater 

Dallas, 2010). HSGD‘s program goals are designed to address the needs and cultural 
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demographics of families, provide culturally sensitive services, and ensure that families 

and children leave the program with the desire to be lifelong learners and achievers (Head 

Start of Greater Dallas, 2010).  

Research Participants 

Study participants included the classroom teachers and the center specialists 

including the Site Manager, Education Specialist, and Family Advocates working at a 

selected Head Start center within the Dallas County area. These professionals voluntarily 

participated in interviews and/or focus groups. 

Recruitment Procedures 

The researcher initially obtained a letter of agreement from the CEO of Head Start 

of Greater Dallas to conduct the research study (Appendix A). She filed an application 

with the Texas Woman‘s University Institutional Review Board (IRB) and received 

approval to collect data.  

Next, the researcher arranged a meeting with the Head Start Center Site Manager. 

The researcher received permission to post the study flyers in order to recruit teachers 

and specialists (Appendix B). The flyers included the title of the study, a brief description 

of the study, criteria for the participants, and the researcher’s contact information. 

Finally, the researcher scheduled and conducted several on-site meetings with the 

center‛s staff to present the purpose and objectives of the research study. Consent forms 

were distributed to employees who volunteered to participate (Appendix C). 
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Confidentiality and Privacy 

The study took place at a Head Start Center located within Dallas County. The 

researcher informed participants about the nature of the study and explained that 

participation was voluntary. To ensure confidentiality, all identifiable information, 

including consent forms, audiotapes, and videotapes, were placed in a locked and secured 

location.  

To ensure privacy of the participants, they were assured that no names or 

identifying information would be used in the transcriptions or in the reporting of the 

findings. To minimize the risk of the coercion, the researcher reiterated that participation 

in the study was strictly voluntary. The researcher further explained that there would be 

no direct benefits to participants, nor would there be any negative consequences related to 

their employment should they decide not to volunteer. The researcher also explained that 

she could not guarantee that focus group participants would keep content of sessions 

confidential; however, the researcher made the following statement at the beginning of 

each session, “Please note that any information discussed in the focus groups is to remain 

confidential and should not be discussed or shared outside of the focus group.” 

Role of the Researcher 

 The researcher has been a professional educator and social worker for 14 years. 

The educational background of the researcher includes bachelor’s degrees in social work 

and psychology as well as a master’s degree in social work, she is currently a doctoral 

candidate in Childhood Development. The researcher’s professional knowledge and 
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training includes professional experiences as a preschool classroom teacher, a special 

education program facilitator, a family advocate, a social service case manager, and a 

director of a parenting education program. The researcher’s interest in the topic of early 

childhood social and emotional programs derived from the researcher’s professional and 

personal experiences in working with young children and families. The researcher 

disclosed her professional background to all research participants. Data collection and 

analyses were viewed through the lens of an early childhood professional educator.        

Data Collection 

The study used interviews, focus groups, observations, document review, and 

photographs to gather information. Creswell (2007) suggested that using multiple sources 

for data collection can strengthen the overall data, while reducing the limitations of using 

just one method. The previously stated methods were used to create a single intrinsic case 

study of social and emotional learning approaches of a preschool program. Table 1 

represents the research’s data sources, how the data were formatted, and what the data 

emphasized. 
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Table 1  

Data Sources 

Data Sources Data Formats Participants Data Foci 

Questionnaire Text Administrators 

Teachers 

Staff 

 

Demographic 

information 

Individual 

Interviews 

Transcribed 

Audiotape 

 

Site Manager 

Education 

Specialist 

Family Advocates  

 

Policies 

Procedures 

Materials 

Outcomes 

Focus Group 

Interviews 

Transcribed 

Videotape  

Classroom 

Teachers 

Descriptions of 

curriculum, assessment, 

implementations, and 

teacher perceptions 

 

Classroom Photos Digital Visual 

Images 

None   Social-emotional 

curriculum and content 

displayed  

 

Classroom 

Observation 

Checklist  Classroom 

Teachers 

Teacher implementation 

of curriculum 

Teacher/student 

interactions 

 

Documents: 

Head Start   

Standards 

Prekindergarten 

Guidelines 

Curriculum 

guides 

Materials 

Assessments 

Text None Descriptors and 

expectations  of social-

emotional focus  
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Demographic Questionnaire 

The participants were asked to complete a demographic questionnaire (Appendix D). 

Participants provided their ages, genders, ethnicities, educational levels, and years of 

experience in their professions. The items on the demographic questionnaire were 

presented in a multiple-choice format in which the informants marked the choice(s) that 

best applied to them.  

Review of Documents 

The researcher reviewed documents related to promoting social and emotional 

growth and development of children. These documents included reviewing the Head Start 

Performance Standards, the Texas Prekindergarten Guidelines, the local Head Start 

curriculum guides and materials, and assessments.  

Individual Interviews  

The researcher conducted one-on-one interviews with the Site Manager, Education 

Specialist, and two Family Advocates assigned to the center. The interviews allowed the 

researcher to gather information about the additional tools and supplements that are used 

in supporting the social and emotional development of preschool children within the 

center. The researcher conducted 15-minute face-to-face interviews with center staff by 

using the following guiding questions:  

1. What are the policies that are used in promoting children’s social and emotional 

development?  
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2. What are procedures necessary in supporting social and emotional competence in 

your center’s preschool children?  

3. How are materials used and/or implemented in promoting social and emotional 

competence to preschool children?  

4. How effective are the policies, procedures, and materials? 

5. What are your perceptions of the outcomes for the children? 

Prompts were applied in order to gain more information and descriptive responses. 

Additionally, the interviews were audiotaped to assure accuracy and to better transcribe 

the information gathered.  

Photographs 

The researcher took digital photographs of the classroom arrangements and 

materials used to promote the social and emotional development of the center’s preschool 

children. The photographs of various group areas and posters displayed in the classrooms 

were gathered to assess the implementation of curriculum goals (Appendix G).  

Observation of Social and Emotional Lesson 

The researcher scheduled an observation of a lesson using the social and 

emotional curriculum. The Social and Emotional Lesson Observation Checklist 

(Appendix H) was designed to replicate the learning objectives of the classroom 

curriculum guide. The checklist was used to record the implementation of a social and 

emotional lesson. The researcher additionally took notes to document facial expressions, 

actions, and behaviors that occurred during the lesson. 
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Teachers’ Focus Groups 

The researcher conducted focus groups with the classroom teachers and the 

teacher assistants (TAs) to explore their perceptions and experiences with curriculum to 

promote the social and emotional development in the preschool setting. Two 20-minute 

focus groups were held to accommodate teachers’ work schedules. The researcher led the 

groups with the following questions: 

1. Describe the curriculum materials that are used to support children’s social and 

emotional development. 

2. Describe the assessments that are used to evaluate children’s social and emotional 

competence.  

3. How are the assessments used in lesson planning?  

4. How are the assessments used in implementing activities for children? 

5. In what ways are the assessments and curriculum effective in promoting social 

and emotional development? 

6. What do you like best about the curriculum? 

7. What changes would you suggest? 

 

Prompts were applied in order to gain more information and descriptive responses. 

Additionally, the focus groups were videotaped to assure accuracy and to better 

transcribe the information collected.  
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Description of the Center’s Social and Emotional Curricula  

The curricula used in the center for social and emotional development included 

the Second Step Curriculum (Committee for Children, 2002) and the Scholastic Big Day 

for PreK (Cunningham, 2010).   

The Second Step Curriculum (Committee for Children, 2002) was adopted by 

Head Start of Greater Dallas as an intervention tool to reduce the aggressive behaviors 

and increase the social competence of their preschool students. The lessons include using 

black and white photos as well as puppets, songs, posters, and hearts that help teach 

children about empathy, emotional management, and social problem solving. Research 

studies that evaluated the Second Step Curriculum have suggested that the program can 

have a positive impact of the social-emotional development and problem solving skills of 

young children (Brown et al., 2012; Edwards et al., 2005; Neace & Munoz, 2012). In one 

study the research suggested that the Second program has proven effective in increasing 

students’ knowledge of pro-social behaviors as well as reducing aggressive problem 

solving conduct among early childhood students (Brown et al., 2012).  

The Scholastic Big Day for PreK (Cunningham, 2010) is the core curriculum for 

all Head Start of Greater Dallas preschool centers. The curriculum is a comprehensive 

early childhood education program used to prepare preschool children for kindergarten 

and later academic success through whole group, purposeful play, circle, and story time 

lessons (Cunningham, 2010). The curriculum integrates social-emotional development, 

oral language, literacy, mathematics, science, social studies, art, physical development, 
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and technology together to introduce young children to new vocabulary, concepts, and 

skills (Cunningham, 2010). Weekly and daily lessons reflect an emphasis on “…a social 

and emotional focus and a knowledge focus that helps children learn about themselves 

and their world” (p. xii). All of the themes featured in monthly, weekly, and daily lessons 

are organized and incorporate a focus on social and emotional development. The 

curriculum materials include teachers’ guides, a variety of fiction and nonfiction 

children’s books, a book of songs and finger plays, Big Wall Charts, Letter Cards, and 

emergent writing activities. Children have opportunities for active involvement with 

peers enhanced by teacher guidance, modeling, feedback, and support. 

Description of Center’s Social and Emotional Assessments 

Assessments adopted by Head Start of Greater Dallas included the Learning 

Accomplishment Profile-3rd Edition (LAP-3) (Hardin & Peisner-Feinberg, 2004); and the 

Devereux Early Childhood Assessment (DECA) (LeBuffe & Naglieri, 1999).  

The Learning Accomplishment Profile-3rd Edition (LAP-3) (Hardin & Peisner-

Feinberg, 2004) is a criterion-referenced instrument that is used to assess seven 

developmental skills that are considered typical for children between 36 and 72 months. 

These skills are organized in a chronological sequence within the following domains: 

Gross Motor, Fine Motor, Prewriting, Cognitive, Language, Self-help, and 

Personal/Social. When using the instruments, assessors place a plus (+) if the behavior 

was observed and a minus (-) if the child did not demonstrate mastery of an item (Hardin 

& Peisner-Feinberg, 2004). The instrument contains forms listing each behavior, the 
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materials and procedures to use, and the criteria for scoring. The scoring sheet also 

provides a space for teachers’ comments. The LAP-3 is administrated by classroom 

teachers to children at the beginning, middle, and ending of the year. The administration 

of the assessment takes about 45 to 90 minutes per child.  

The Devereux Early Childhood Assessment (DECA), designed by LeBuffe and 

Naglieri (1999) is commonly used by teachers in Head Start of Greater Dallas to assess 

the social and emotional levels of their students. The purpose of the DECA is to provide a 

measure that identifies the strengths and weakness of children’s initiative, self-control, 

and attachment abilities. The DECA also assists Head Start teachers in meeting program 

performance standards in regard to behavioral screening, social-emotional development, 

and identifying children with possible emotional and behavioral problems. The DECA is 

composed of 27 items that evaluate the rates of positive behaviors or strengths that a 

preschool child exhibits. The instrument also contains an additional 10 items that 

measure challenging behaviors seen in some preschoolers. The DECA is presented in a 

booklet format that includes a demographic section and 37 items that ask  parents and 

teachers to score how often a child completed or demonstrated a particular action or 

response in which teachers and parents mark the most appropriate response on a Likert 

scale checking either “Never,” “Rarely,” “Occasionally,” “Frequently,” or “Very 

Frequently.” The assessment is completed separately by the parents and the teachers 

within the first six weeks of enrollment. 
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Description of the Center’s Special Social and Emotional Skills Program 

The center also housed the agency’s specialized social and emotional classroom 

for children who required additional intensive social and emotional skill building and 

training. The specialized classroom included two teachers and a teacher assistant who 

instructed approximately 10 children who had been identified as having significant social 

and emotional skill delays. The children attended the specialized skill building class at 

the center three days out of the week and returned to their primary center for the reminder 

of the week. The social and emotional skills teachers conducted classroom visits with the 

children at their primary center locations to assess and coach them in ways of positively 

interacting and socializing with their classroom peers and teachers.  

Procedures for Data Collection 

Following the informational meetings with the center employees, the researcher 

distributed packets that contained consent forms, interview questions, and the 

demographic questionnaire to all personnel who were interested in participating in the 

research study. The researcher scheduled dates and times to conduct the focus groups and 

interviews. Before the focus group and interviews began, the researcher collected the 

signed consent forms and demographic questionnaires. The researcher additionally 

provided the participants with a brief description of the purpose of the study and 

answered any additional questions from the participants. The researcher followed the 

script and questions outlined in the Individual Interview Protocol (Appendix E) and the 

Teachers’ Focus Group Protocol (Appendix F) to guide the interviews and focus groups.   
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The researcher received permissions from the center site manager, education 

specialist, and teachers to take pictures of the classrooms, review the adopted social and 

emotional curricula and assessments, and conduct a Second Step lesson observation. The 

researcher made appointments to take pictures of the center’s classrooms during times 

when the children and teachers are not present, mostly during outside play or before/after 

scheduled activities. The researcher used a digital camera to take pictures of the 

classroom arrangements and materials that the teachers explained were used to promote 

the social and emotional development of the center’s preschool children. After taking the 

classroom photos, the researcher reviewed documents related to promoting social and 

emotional growth and development of children. These documents included reviewing: 

Head Start Performance Standards, Texas Prekindergarten Guidelines, the Second Step 

Curriculum (Committee for Children, 2002), the Scholastic Big Day for PreK 

(Cunningham, 2010), the Learning Accomplishment Profile-3rd Edition (LAP-3) (Hardin 

& Peisner-Feinberg, 2004), and Devereux Early Childhood Assessment (DECA) (LeBuffe 

& Naglieri, 1999).  

The researcher then scheduled an observation of a Second Step lesson using the 

Social and Emotional Lesson Observation Checklist to record the implementation of the 

social and emotional lessons. The researcher additionally took notes to document facial 

expressions, actions, and behaviors that occurred during the lesson. The checklist and 

field notes were used to record the implementation of the social and emotional lessons as 
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well as to document curricula themes, activities, and materials that were used during the 

lesson.   

Data Analysis Procedures 

This section of the chapter discusses how the researcher analyzed the data 

collected from the teacher focus groups, support staff interviews, the documents 

reviewed, classroom photos, and a Second Step lesson observation. As the data was 

collected, the researcher began a preliminary analysis and noted possible patterns that 

began to emerge. Pope and colleagues (2000) suggested that continuous analysis often 

occurs soon after the initial collection of data and this process is often times unavoidable 

because of the instinctive nature of humans. The researchers also suggested that it is quite 

difficult to put aside our desire for knowledge during the data collection process and 

curiosity and anticipation of what’s to come, can be very overwhelming (Pope, Ziebland, 

& Mays, 2000; Yin, 2009). Additional literature explains that simultaneously analyzing 

the data as subsequent data is being gathered can help shape how future data will be 

further collected (Bailey, 2014; Pope, et al., 2000; Yin, 2009). The researchers 

additionally suggested that analyzing-collecting habits can assist researchers in becoming 

more purposeful in the categorizing the data into later themes (Patton, 2002; Pope, et al., 

2000; Yin, 2009).  

Focus Groups and Interview Transcriptions  

The focus groups and individual interviews served as major sources of the data 

that gave actual voices to the perspectives and opinions shared by the center personnel. 
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During the interviews and focus groups, the center’s staff made various comments about 

their professional experiences concerning the social and emotional development of the 

center’s preschool children. All focus group and staff interviews were recorded and 

transcribed verbatim by the researcher.  

During the early transcription phrase, the researcher began to make notes to 

identify possible trends and patterns in the initial transcriptions. After the initial 

transcripts were completed, the researcher re-examined the information by applying 

initial coding methodology of in vivo coding (Saldaña, 2009). Saldaña (2009) explained 

that using initially in vivo coding helps to reduce the data in order for it to be closely 

examined for similarities and differences. During the in vivo coding process, the 

researcher analyzed the center personnel’s responses to the questions asked during the 

focus groups and individual interviews. The researcher used different colored 

highlighters to note similar words and phrases that emerged from the data. The researcher 

applied another in vivo coding cycle to rescreen for additional patterns in the data that 

were not found during the initial coding.  By coding the data from the transcripts, the 

researcher was further able condense and rearrange data and began cataloging the items 

into a preliminary item list for later analysis. 

Documents Reviewed 

In the preliminary review of documents of to the program’s standards and the 

state educational guidelines, the researcher designed a table to organize the social and 

emotional standards outlined in the Texas Prekindergarten Guidelines (Texas Education 
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Agency, 2008) and the Head Start Performance Standards (Office of Human 

Development, 2005). By arranging the Texas Prekindergarten Guidelines and Head Start 

Performance Standards into a table, the researcher was able to explore how both outline 

the social emotional development and outcomes for young children. Table 2 represents 

how the researcher initially coded for patterns in the Texas Prekindergarten Guidelines 

and Head Start Performance Standards.  

 

Table 2  

Initial Texas Prekindergarten Guidelines and Head Start Performance Standards 

Chart 

TEKS/ Prekindergarten Guidelines   

Social and Emotional Development  

Domain 

 

Head Start Performance Standards 

A. Self-Concept Skills  

I.A.1. Child is aware of where own  

body is in space, respects personal  

boundaries.  

 

I.A.2.  Child shows awareness of areas 

of competence and describes self  

positively in what he is able to  

do. 

 

I.A.3. Child shows reasonable opinion o

f his own abilities and limitations.  

I.A.4. Child shows initiative in indepen

dent situations and persists in  

attempting to solve problems.  

 

   

 

§ 1304.21 Education and early childhood 

development. 

(3) Grantee and delegate agencies must 

support social and emotional development 

by: 

(i) Encouraging development which 

enhances each child’s strengths by: 

(A) Building trust; 

(B) Fostering independence; 

(C) Encouraging self-control by setting 

clear, consistent limits, and having realistic 

expectations; 

(D) Encouraging respect for the feelings 

and rights of others; and 

(E) Supporting and respecting the home 

language, culture, and family composition 

of each child in ways that support the 

child’s health and well- being; and 

(continued) 
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(ii) Planning for routines and transitions so 

that they occur in a timely, predictable and 

unrushed manner ac- cording to each 

child’s needs. 

B. Self-Control Skills 

 

1. Behavior Control   

 

I.B.1.a. Child follows classroom rules and  

routines with occasional reminders from  

teacher. 

 

 

I.B.1.b. Child takes care of and manages  

classroom materials. 

 

I.B.1.c.   Child regulates his own behavior 

with occasional reminders or assistance 

from teacher.   

 

2. Emotional Control 

I.B.2.a.   Child begins to understand  

difference and connection between feelings 

and behaviors.  

 

I.B.2.b. Child is aware of own feelings 

most of the time.  

 

I.B.2.c. Child is able to increase or  

decrease intensity of emotions more consist

ently, although adult guidance is  

sometimes necessary.  

  

3. Control of Attention  

 

I.B.3.a. Child sustains attention to  

personally chosen or routine tasks until  

they are completed.  

 

I.B.3.b. Child remains focused on engaging

group activities for about 20 minutes at a  

time.   

§ 1307.3 Basis for determining whether a 

Head Start agency will be subject to an 

open competition. 

 

(ii) Align with the Head Start Child 

Development and Early Learning 

Framework, State early learning guidelines, 

and the requirements and expectations of 

the schools, to the ex- tent that they apply 

to the ages of children, birth to five, 

participating in the program and at a 

minimum address the domains of language 

and literacy development, cognition and 

general knowledge, approaches toward 

learning, physical well-being and motor 

development, and social and emotional 

development 

 

(ii) Analyzing individual ongoing, child-

level assessment data for all children birth 

to age five participating in the program and 

using that data in combination with input 

from parents and families to determine 

each child’s status and progress with regard 

to, at a minimum, language and literacy 

development, cognition and general 

knowledge, approaches toward learning, 

physical well-being and motor 

development, and social and emotional 

development and to individualize the 

experiences, instructional strategies, and 

services to best support each child. 
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As the chart developed, the researcher used descriptive coding (Saldaña, 2009) to 

initially search for patterns in words and phrases of the Texas Prekindergarten Guidelines 

and the Head Start Performance Standards. The researcher made notes and used different 

colored highlighters to identify data that described and defined the expectations for how 

early childhood programs can promote the social and emotional development of young 

children. 

The chart of Texas Prekindergarten Guidelines and Head Start Performance 

Standards was expanded to include the goals and objectives of the program’s approved 

and center adopted social and emotional curricula , Second Step Curriculum (Committee 

for Children, 2002) and Scholastic Big Day for PreK (Cunningham, 2010). Table 3 

represents the expanded table:  

Table 3  

A Sample of Performance Standards and Curricula Chart 

Texas 

Prekindergarten 

Guidelines 

Social and  

Emotional  

Development  

Domain 

Head Start 

Performance 

Standards 

Second Step 

Curriculum Goals 

and Objectives 

Scholastic Big Day 

for PreK 

Curriculum Goals 

and Objectives 

A. Self-

Concept Skills  

 

I.A.1. Child is awa

re of where own  

body is in space,  

respects personal  

boundaries.  

§ 1304.21 Education 

and early childhood 

development. 

(3) Grantee and 

delegate agencies 

must support social 

The program 

teaches children 

several self-control 

techniques, 

including: 

• Using executive-

function skills 

Approaches to 

learning  

Child demonstrates 

Curiosity and shows 

initiatives and 

persistence. 

 

 

(continued) 

(continued) 
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In revising the chart, the researcher conducted another cycle of descriptive coding 

(Saldaña, 2009) and noted patterns that began to arise from added data. The researcher 

also conducted a keyword search to rescan the curriculum’s guidebooks and manuals to 

 

I.A.2.  Child shows

 awareness of areas

 of competence and

 describes self  

positively in what 

he is able to  

do 

 

I.A.3. Child shows 

reasonable opinion 

of his own abilities

 and limitations.  

 

 

I.A.4. Child shows 

initiative in  

independent  

situations and  

persists in  

attempting to solve 

problems.  

 

   

 

and emotional 

development by: 

(i) Encouraging 

development which 

enhances each 

child’s strengths by: 

(A) Building trust; 

(B) Fostering 

independence; 

(C) Encouraging 

self-control by 

setting clear, 

consistent limits, 

and having realistic 

expectations; 

(D) Encouraging 

respect for the 

feelings and rights 

of others; and 

(E) Supporting and 

respecting the home 

language, culture, 

and family 

composition of each 

child in ways that 

support the child’s 

health and well- 

being; and 

(ii) Planning for 

routines and 

transitions so that 

they occur in a 

timely, predictable 

and unrushed 

manner … 

developed through 

playing specially 

designed Brain 

Builder games 

• Following 

Listening Rules: 

eyes watching, ears 

listening, voice 

quiet, body calm 

• Using an “attent-o-

scope” to shut out 

distractions and help 

focus their attention 

• Using self-talk to 

help them stay in 

control 

• Using Calming-

Down Steps, 

including belly 

breathing, to calm 

strong feelings 

The Empathy Unit 

emphasizes respect 

for others’ feelings 

and rights  

 

Self-Awareness 

 Describes Self 

Positively 

 Recognizes 

Personal 

Limitations  

Respects Personal 

Boundaries.      

 

Self-Regulation  

 Pays attention  

 Regulates 

Behaviors  

 Regulates 

Emotions 

 Shows awareness 

of feelings 

 Shows persistence 

 Sustains Attention 

 Takes turns in 

games and 

conversations 

 Understands 

feelings and 

behaviors 

Uses Classroom 

Rules and Routines  
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identify words and phrases that appeared to share contextual similarities to the Texas 

Prekindergarten Guidelines (Texas Education Agency, 2008) and the Head Start 

Performance Standards (Office of Human Development, 2005).  

Once the table was completed, the researcher used the social and emotional 

definitions developed by Epstein (2009) and Goleman (1995) and the major social and 

emotional learning components identified by Epstein (2009) to guide an additional phases 

of descriptive coding. Patton (2002) explained that applying different phase or cycles of 

coding can serve as essential steps in data analysis. The author further suggested that 

recoding can aid the researcher to further reduce data to be examined more closely 

(Patton, 2002). After identifying preliminary patterns in the Texas Prekindergarten 

Guidelines (Texas Education Agency, 2008) and the Head Start Performance Standards 

(Office of Human Development, 2005), the researcher added the document reviewed 

codes to the preliminary item list for later analysis. 

Classroom Photographs  

Digital photographs were taken of Head Start classrooms to examine how various 

class areas, students’ artifacts, and curriculum materials were used to facilitate social and 

emotional lessons, activities, learning, and experiences (Appendix G). In the initial 

analysis of the photos, the researcher applied descriptive coding (Saldaña, 2009) to 

identify preliminary patterns in the classrooms’ designs, student’s displayed works, 

curriculum materials, and social and emotional posters exhibited throughout the rooms. 

In reviewing the classroom photos, the researcher documented items that displayed facial 
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emotions or included images of social interactions. The researcher further reviewed the 

photos to code for data represented in children’s drawings and writings of the social and 

emotional experiences and interactions. The researcher coded for other classroom 

artifacts that provided social and emotional guidance to listening, calming, sharing, 

comforting, and solving problems.   

Second Step Lesson Observation   

A Second Step lesson was observed in one of the center’s classrooms. The 

researcher created the Social and Emotional Lesson Observation Checklist (Appendix H) 

based on the Second Step curriculum thematic units (Committee for Children, 2002). The 

researcher used the checklist to record how the curriculum’s social and emotional 

objectives and goals were applied during the lesson. The researcher used descriptive 

coding (Saldaña, 2009) in analyzing the data collect. The researcher made notes and 

scanned for patterns in how the lesson demonstrated social and emotional curriculum 

goals and objectives.  

The Final Phases of Coding  

The final or second cycle coding process involved the researcher resorting and 

reorganizing the data collected from the transcripts, document table, pictures, and the 

Second Step lesson observation. After conducting several coding cycles during the initial 

coding of the data, the researcher was able to reduce and reorganize the data into a list 

that consisted of 31 individual coded items. The researcher then relabeled the codes to 

reduce the volume of the items. By further grouping similar codes together, the data were 
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further condensed and organized into a list of 18 subthemes. The researcher then sorted 

and grouped the subthemes into preliminary clustered codes.  

After clustering the subthemes, the researcher used content analysis by applying 

the study’s research questions to guide how the subthemes could be further grouped 

together. Patton (2002) expressed that by applying content analysis, a researcher is 

further able to condense and make sense of enormous amounts of data by identifying 

foundational uniformity and relevance.  

Major themes began to emerge as the researcher resorted and labeled the clusters 

based how each related to the three research questions that directed the study: 1) In what 

ways do staff and teachers use Head Start standards and state curriculum guidelines 

designed to promote the social and emotional development of young children?; 2) How 

do teachers implement the program’s adopted curricula designed to promote the social 

and emotional development of their children?; and 3) What are teachers’ perceptions 

regarding the benefits and challenges of implementing the curricula designed to support 

children’s social and emotional development? 

Six major themes emerged from the data collected and all contained subthemes. 

The following table outlines the study’s 6six major themes and 14 subthemes:   

 

 

 

 



66 
 

Table 4  

The Study’s Six Major Themes and Subthemes  

 

Theme One: Knowledge of 

Self and Abilities 

Theme Two: Demonstrates 

an Awareness of the 

Importance of Other People 

Theme Three: Community 

Participation and 

Community Feedback 

 First subtheme: 

Demonstrates self-

control skills. 

 

 Second subtheme: 

Demonstrates 

independence skills. 

 

 Third subtheme: 

Demonstrates 

perseverance. 

 First subtheme: 

Demonstrates caring 

behaviors. 
 

 Second subtheme: 

Demonstrates an 

understanding other’s 

feelings and respecting 

the rights of others. 
 

 Third subtheme: 

Demonstrates the ability 

to build social 

relationships. 

 First subtheme: Share in 

or participates in group 

activities. 
 

 Second subtheme: The 

community collects data 

from children and 

provides feedback. 

Theme Four: The Use of 

Multiple Center Resources 

Theme Five: Curriculum 

Benefits  

 

Theme Six: Curriculum 

Challenges 

 First subtheme: Share in 

or participates in group 

activities 

 

 Second subtheme: Team 

collaborating 

 

 Third subtheme: 

Curriculum Tools and 

Materials 

 

 First subtheme: The 

curriculum provides 

lesson ideas 

 

 Second subtheme: 

Supports comprehensive 

social and emotional 

development to center’s 

children, personnel, and 

families 

 

 Third subtheme: 

Promotes collaborations 

 First subtheme: 

Redundant Lessons 

 

 Second Subtheme: 

Technology  

 

 Third Subtheme: A Lot of 

Paperwork 
 

 Fourth Subtheme: Hard to 

Connect with Other 

Curriculums 
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Major themes one through three provided insight to the first research question. The fourth 

major theme offered insight to the second research question. The fifth and sixth themes 

provided insight in exploring the third research question. Chapter 4 will provide a 

detailed outline of the six major themes and their individual subthemes.  

Study Trustworthiness 

The researcher used triangulation by cross-referencing the various data sources to 

increase the trustworthiness of the information collected. Patton (2002) explains that data 

triangulation is the use of a variety of data sources to strengthen as well as demonstrate 

how different types of data can be used to test for consistency. By applying the 

triangulation techniques, the researcher increased the validity of the information gathered 

from the interviews, focus groups, observations, document review, and photographs to 

develop and organize the study’s themes.  

As an additional step to enhance the validity of the study, the researcher had two 

doctoral level family scientists to conduct a review of the finalized themes. Both 

academics have extensive backgrounds in the field of early childhood development and 

education. To ensure the protection of the study’s participants, the transcriptions did not 

contain any identifiable information about the participants.  

Summary 

This qualitative study examined how a Head Start center program used national 

and state standards, program approved curricula, and personnel to promote the social and 

emotional development of preschool children. In using the case study approach, the 
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researcher gathered data through individual interviews, focus groups, photographs, 

document reviews, and a lesson observation. In employing triangulation methods in data 

collection, the researcher was able to examine various forms of data to offer a 

comprehensive picture of the case studied. In using direct quotes from the interviews and 

focus groups, taking pictures of classrooms, and observing a social-emotional lesson, the 

researcher was able to provide a case rich with a true voice of how the Head Start center 

personnel promoted the social and emotional development of preschool children.  
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CHAPTER IV 

 

ANALYSIS OF DATA  

Introduction 

The purpose of this case study was to explore how a Head Start center-based 

program used national and state standards/guidelines, agency approved curricula, and 

center personnel to support the social and emotional development of preschool children. 

The study contributes to the body of knowledge and current educational practices by 

investigating how multiple educational tools and resources can support national and state 

guidelines and program approved curricula in adding value to the social and emotional 

lessons and practices for young children.  

Research Setting 

The current study was conducted at a Head Start center located in Dallas, Texas. 

The services offered at the center include free, high quality child development 

educational services to children ages 3 to 5 years old and comprehensive social and 

health services to the center’s children and their families. The center’s hours of operation 

are Monday through Friday from 7:00 am to 6:30 pm. The center serves approximately 

85 children and their families whose incomes meet the federal poverty level guidelines. 

The ethnic and racial make-up of the center’s children includes majority African-

American (70%) and Hispanic American (30%) cultural heritages. The center staff 

includes: a center site manager, an education specialist, two family advocates, a health 

specialist, a special services specialist, a nutrition specialist, a therapist, and four teachers 
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and four teacher assistants. The classrooms were composed of a combination of children 

between the ages of 3 and 5 with one teacher and one teacher assistant. The classroom 

teacher-child ratios included 2 teachers to 20 children, with a 1 teacher to every 10 

children.  

Description of the Study Participants 

All participants worked in a center-based program for the Head Start of Greater 

Dallas agency. All personnel interviewed worked directly and indirectly with the center’s 

preschool aged children and their families. The study consisted of 14 participants who 

voluntarily participated by completing a demographic questionnaire and taking part in a 

focus group or individual interview. The participants were all females and their roles in 

the center included Site Manager, Education Specialist, Family Advocates (2), Teachers 

(5), and Teacher Assistants (5). The demographic questionnaire provided information 

regarding the participants’ ages, race/ethnic backgrounds, education, years of working at 

Head Start, and number of years of experience in their current professions. Table 5 

displays the results. 
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Table 5 

Demographic Descriptors of Participants 

 

Descriptors f % 

Ages (n = 13)   

  Under 25 years 1   7.7 

  26-35 years 4 30.8 

  36-45 years 4 30.8 

  46-55 years 2 15.4 

  56+ years 2 15.4 

Ethnicities (n = 14)   

  African American 6 42.9 

  Hispanic 4 28.6 

  White/Caucasian 3 21.4 

  Asian 0   0.0 

  Other 1   7.1 

Education Levels (n = 13)   

  GED 1   7.7 

  High School Diploma 3 23.1 

  CDA 2 15.4 

  Associate’s Degree 3 23.1 

  Bachelor’s Degree 2 15.4 

  Some Graduate Course Credits 0   0.0 

  Master’s Degree 2 15.4 

Years Employed by Head Start (n = 14)   

  0-1 year 4 28.6 

  2-5 years 4 28.6 

  6-10 years 4 28.6 

  11+ years 2 14.3 

Years in Profession (n = 7)   

  0-1 year 3 42.9 

  2-5 years 1 14.3 

  6-10 years 1 14.3 

  11+ years 2 28.6 

 

The participants’ ages varied from under 25 to more than 56 years. The most 

frequently selected age groups were 26-35 years and 36-45 years. The most frequently 

selected ethnicity was African American. Their education levels ranged from a GED to a 
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master’s degree. No educational data was available for 1 of the participants. Employment 

with the Head Start agency ranged from less than one year to more than 11 years. The 

number of years working in their profession was reported by 7 of the 14 participants. 

Three of the respondents were relatively new employees.  

Data Management and Organization 

Research Time Line  

Creating a timeline for data collection was fundamental to the data analysis 

procedure. Table 6 represents the research timeline that was created before data 

collection began in order for the researcher to plan for collecting and analyzing data. 

Table 6  

Research Timeline  

 Phase 1 Phase 2 Phase 3 

April, 2015 – June, 2015  June 1,2015 – August 1,2015 
August1, 2015 – October 1, 

2015 

IRB Approval  

Meetings with Staff and 

Teachers. Explanation of  

Study, Focus Groups, and 

Interviews 

Data Collection Completed  

Head Start of Greater 

Dallas & Participant 

Consent Obtained 

Document Review 

Pictures of Classroom  

Observation of Classroom 

Lesson  

Data coded and analyzed  
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Procedures for Managing the Data   

To save time and as a way to better organize the information collected from the 

data sources, the researcher created a procedural system to outline how the data were 

processed and analyzed. Developing a data management system allowed the researcher to 

ensure that the data collected would be used in answering the study’s research questions 

and in providing insight to how a Head Start program promoted the social and emotional 

development of preschool children. Table 7 represents the data sources, the manner in 

which the information was formatted, and the coding procedures that were applied.  

Table 7 

Procedures for Managing and Analyzing Data  

DATA SOURCE PROCEDURES PRELIMINARY  

CODING 

FINALIZED 

CODING 

Documents:   

Head Start 

Performance  

Standards 

 

Texas 

Prekindergarten 

Guidelines 

 

Second Step 

Curriculum  

 

Scholastic Big 

Day for Pre-K  

Curriculum  

Review Standards 

and Curriculum  

Chart  

Descriptive coding:    

 

Key word search  

 

Highlight similar 

phrases and 

terminology   

 

 

Axial Coding  

Reorganize items and 

condense by comparing 

and linking with other 

data sources into  

subthemes  

 

Pattern Coding  

Sort and categorize into 

clusters and major 

themes   

 

(continued) 
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Individual 

Interviews 

Transcribe  

audiotapes 

 

In vivo coding:  

 

Identify key words 

and phrases   

 

Identifying 

Preliminary 

Patterns and items   

Axial Coding  

Reorganize items and 

condense by comparing 

and linking with other 

data sources into  

subthemes  

 

Pattern Coding  

Sort and categorize into 

clusters and major 

themes  

Focus Group 

Interviews 

Transcribe  

Videotapes  

In vivo coding: 

Identify key words 

and phrases   

Axial Coding  

Reorganize items and 

condense by comparing 

and linking with other 

data sources into  

subthemes  

 

Pattern Coding  

Sort and categorize into 

clusters and major 

themes   

Classroom Photos Digital Visual 

Images  

Descriptive 

Coding: 

Examining for  

social and 

emotional artifacts 

displayed 

classroom  

Axial Coding  

Compare and link with 

other data sources 

Classroom 

Observations 

Review Second 

Step Lesson  

Checklist  

Descriptive 

Coding:  

Identifying social 

and emotional  

materials  and 

objectives used  

Axial Coding  

Compare and link with 

other data sources 
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Data Analysis Procedures 

A major goal of the data analysis process of the case study approach is to convert 

the raw data collected into a thick and rich description of a case. The data were analyzed 

based on how they related to the research questions. The research questions addressed 

how the Head Start center program promoted the social and emotional development of 

preschool children and the information gathered was examined individually, collectively, 

and comparatively. The information gathered from the photographs, class observation, 

and documents reviewed complemented the data collected from the focus groups and 

staff interviews.  

Preliminary Coding of the Documents Reviewed 

In preliminary review of documents associated with how the program promotes 

the social-emotional skills for preschool children, the researcher created a table that 

compared Head Start Performance Standards and Texas Prekindergarten Guidelines to 

the curriculum goals and objectives of Second Step and Big Day for Pre-K. The primary 

function of the table was to assist the researcher in analyzing and coding the data gained 

from the individual documents. The researcher applied descriptive coding (Saldaña, 

2009) to examine for patterns in the words and phrases that outlined program and 

curriculum expectations for social and emotional development and outcomes for young 

children. The researcher also conducted a keyword search to code items that aligned with 

the Head Start Performance Standards and Texas Prekindergarten Guidelines program to 

curriculum goals and objectives.  
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In the second or finalized coding phase, the researcher used axial coding (Saldaña, 

2009) to connect and link the codes revealed in the documents to codes that emerged 

from the lesson observation checklist, the classroom photos, and the transcripts of the 

focus groups and individual interviews.  

Preliminary Coding of the Interviews and Focus Groups Transcripts 

The audiotaped interviews and the videotaped focus groups were transcribed 

verbatim into written form by the researcher. The researcher printed out the finalized and 

corrected transcripts for analysis. The researcher initially used in vivo or verbatim coding 

(Saldaña, 2009) to screen for patterns in participants’ own words of how they participated 

in promoting the social and emotional development of the center’s children. In the second 

phase of analyzing the data, the researcher used axial coding (Saldaña, 2009) to reduce 

the initial codes further. In the next analysis phase, the researcher used axial coding 

(Saldaña, 2009) to group the transcript codes with similar data codes gathered from the 

photographs, review of documents, and lesson observation checklist into subthemes. In 

the axial coding phase the researchers was further able to  arrange the subthemes into 

categories that would later be used in pattern coding to assemble and organize study’s 

major themes (Saldaña, 2009).  

Preliminary Coding of the Classroom Photographs  

In the initial analysis of the photos of the classrooms, the researcher used 

descriptive coding (Saldaña, 2009) to label preliminary patterns of how the classroom 

arrangements, students’ artwork, curriculum materials, and displays promoted the social 
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and emotional development of the center’s preschool children. In reviewing the 

classroom photos, the researcher made notes of items that displayed facial emotions or 

included images of children socially interacting with their peers and families. The 

researcher also made notations about the drawings and dictations of children’s 

explanations of their various social and emotional experiences with others.  The 

researcher also recorded posters and other materials that provided guidelines for listening, 

calming, sharing, reassuring, and solving problems.  In the second coding cycle, the 

researcher used axial coding to streamline the codes into groups with the other data 

sources codes as a way to sort and organize them into subthemes and categories (Saldaña, 

2009).  

Preliminary Coding of the Social and Emotional Lesson Observation  

In gathering data on how the teachers implemented social and emotional skill 

lessons, the researcher observed a classroom lesson using a checklist based on the 

learning objectives of the Second Step curriculum. During the data analysis process, the 

researcher applied descriptive coding (Saldaña, 2009) to identify items that related to 

how the Second Step unit and materials connected to the social and emotional 

development of the center’s children.  

Finalizing Coding of the Data  

In the final or second coding phases, the researcher first used axial coding 

(Saldaña, 2009) to reduce and assemble all of the coded data that emerged from the 

various data sources into a list that consisted of 31 individual items. The researcher then 
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applied pattern coding (Saldaña, 2009) to reassess and reduced the volume of the coded 

items and sorted similar items into a preliminary list of 18 subthemes. Using a content 

analysis (Patton, 2002) approach, researcher was able to further reorganize and cluster the 

subthemes into major themes. 

During the content analysis phase, the researcher linked and sorted the subthemes 

clusters by examining how each related to the study’s questions:  

1. In what ways do staff and teachers use Head Start standards and state 

curriculum guidelines designed to promote the social and emotional 

development of young children? 

2. How do teachers implement the program’s adopted curricula designed to 

promote the social and emotional development of their children?  

3. What are teachers’ perceptions regarding the benefits and challenges of 

implementing the curricula designed to support children’s social and 

emotional development? 

As a result of applying various coding techniques and content analysis, six major 

themes emerged from the data collected:  

 Theme One: Knowledge of Self and Abilities 

 Theme Two: Demonstrates an Awareness of the Importance of Other People 

 Theme Three: Community Participation and Community Feedback 

 Theme Four: Multiple Resources Used 

 Theme Five: Curriculum Benefits  
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 Theme Six: Curriculum Challenges   

The following section provides detailed and illustrative information about the major 

themes and their supporting subthemes.     

Major Themes and Subthemes  

Six major themes emerged as the result of the researcher coding, connecting, and 

reorganizing the data collected from the focus groups and interview transcripts, the 

document review, the classroom photos, and the Second Step lesson observation. The six 

major themes included:  

 Theme One: Knowledge of Self and Abilities 

 Theme Two: Demonstrates an Awareness of the Importance of Other People 

 Theme Three: Community Participation and Community Feedback 

 Theme Four: Multiple Resources Used 

 Theme Five: Curriculum Benefits  

 Theme Six: Curriculum Challenges   

The first, second, and third major themes were used to answer the first research 

question and provided insight in to how the Head Start Performance Standards (Office of 

Human Development, 2005) and the Texas Prekindergarten Guidelines (Texas Education 

Agency, 2008) provided guidance in how the program used national and state standards 

and program principles to support the social and emotional development of preschool 

children. The first three major theme were labeled as: 1) Knowledge of Self and Abilities; 
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2) Demonstrates an Awareness of the Importance of Other People; and 3) Community 

Participation and Community Feedback.  

Theme One: Knowledge of Self and Abilities 

The first major theme identified in the study was how the standards highlighted 

the importance of young children learning about themselves and having the ability to 

acknowledge who they are and what they can do. This theme included four subthemes 

that applied to the ways in which the Head Start Performance Standards (Office of 

Human Development, 2005) and Texas Prekindergarten Guidelines (Texas Education 

Agency, 2008) were defined and assessed the social and emotional development of young 

children (Figure 1).  

 

Figure 1. Theme One: Knowledge of self and abilities.  
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First subtheme: Demonstrates self-control skills. In the first subtheme, the 

Head Start Performance Standards (Office of Human Development, 2005) and Texas 

Prekindergarten Guidelines (Texas Education Agency, 2008) describe the need for young 

children to demonstrate some form of self-control by establishing self-imposed 

boundaries and limits and taking ownership of their actions and behaviors. In the Social 

and Emotional Development Domain of Texas Prekindergarten Guidelines (Texas 

Education Agency, 2008), the standards explain:  

I.A.1. Child is aware of where own body is in space, respects personal 

boundaries (p. 37).   

I.A.3. Child shows reasonable opinion of his own abilities and limitations… 

(p.38)  

The Head Start Performance Standards (Office of Human Development, 2005) similarly 

stated in section 1304.21 Education and Early Childhood Development, that:  

 (3) Grantee and delegate agencies must support social and emotional 

development by: (i) Encouraging development which enhances each child’s 

strengths by: … (C) Encouraging … consistent limits … (p. 124).  

 

Scholastic Big Day for PreK curriculum features a lesson unit that focus on self-

awareness and outlines lesson goals for children to learn how to recognize their 

limitations and establish personal boundaries.     

Second subtheme: Demonstrates independence skills. In the second subtheme, 

the Head Start Performance Standards (Office of Human Development, 2005) and Texas 

Prekindergarten Guidelines (Texas Education Agency, 2008) described the need for 
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young children to show some form of independence by being able to demonstrate skills in 

self-control, independent problem solving, and in taking initiative. In the Social and 

Emotional Development Domain of Texas Prekindergarten Guidelines (Texas Education 

Agency, 2008), the standards explained:  

I.A.4. Child shows initiative in independent situations and persists in 

attempting to solve problems. (p. 38)  

 

Similarly, in section 1304.21 Education and Early Childhood Development of the Head 

Start Performance Standards (Office of Human Development, 2005), the standard stated 

that:  

 (3) Grantee and delegate agencies must support social and emotional 

development by: (i) Encouraging development which enhances each child’s 

strengths by: … (B) Fostering independence (C) Encouraging self-control by 

setting clear, consistent limits, and having realistic expectations… (p. 124) 

 

In the Second Step Curriculum (Committee for Children, 2002) and Scholastic Big Day 

for PreK (Cunningham, 2010), the programs outlined problem-solving units that helped 

the children to solve problems independently and take initiative (Committee for Children, 

2002; Cunningham, 2010). In the following transcription, a family advocate further 

supports the importance of children using independence skills when asked to describe 

social and emotional outcomes: 

… if you are reading the children’s stories, children start learning that there is 

a beginning, middle, and end. And they start predicting and they can forecast 

and they might look at consequences. They are also thinking independently. 

And wouldn’t it be great as a teenager, that you have encourage children to do 

all of these things and then when somebody say hey do you want to do blah, 
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blah, the child will feel the courage and the strength to go you I don’t think 

that is a good idea.  

 

Third subtheme: Demonstrates perseverance. The third subtheme to emerge 

discussed how perseverance and determination supported the social and emotional 

development of young children. Both the Texas Prekindergarten Guidelines and the 

curriculum explained that a major feature of social and emotional competence is 

children’s abilities to demonstrate persistence and persist attempting over and over again 

(Cunningham, 2010; Texas Education Agency, 2008). In the Social and Emotional 

Development Domain of Texas Prekindergarten Guidelines (Texas Education Agency, 

2008), the standards explained:  

I.A.4. Child … persists in attempting to solve problems. (p. 38)  

 

Similarly, in Scholastic Big Day for PreK (Cunningham, 2010),the guidelines explained 

that a major feature to the curriculum’s approaches to learning if for the child to 

demonstrate persistence as well as be curious and take initiatives. The following is a 

classroom photograph that highlights a poster displayed that depicts ways for children to 

practice perseverance (Figure 2).     
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Figure 2. Classroom picture.  

 

A further example of the importance of persistence is highlighted in the following excerpt 

from a focus group with the teachers:   

Like I had this one student, she did not know how to hold the scissors at all, 

but she cut paper every single day and that was the activity that she wanted to 

do in the morning time in the art center. “Can I cut some paper?” Yeah, sure.”   

And within maybe in two weeks she got it to where she was maybe. Like I 

guess holding them more correctly. In the way we think that they show hold it. 

And so... Towards the end she was able to cut little tiny hearts, little tiny stars. 

And we would draw little pictures with the stencils and she was able to cut 

them more are less be on the line. And you could tell what it was instead of 

straps of paper.  

 

Fourth subtheme: Demonstrates confidence and positive self-imagery. The 

fourth subtheme focused on how the standards deemed a child’s confidence as an 

important feature to self-awareness as well. For example in the Texas Prekindergarten 



85 
 

Guidelines (Texas Education Agency, 2008) under the Self-Concept Skills section, the 

standard states: 

I.A.2. Child shows awareness of areas of competence and describes self  

positively in what he is able to do to (p. 37).  

 

Comparably, Scholastic Big Day for PreK (Cunningham, 2010) features a self-awareness 

theme and one outlined lesson objective was for children to describe themselves 

positively. The center site manager attested to the importance of confidence when 

referring to the standards and the curriculum materials in the following transcription:  

The outcomes for the children are personal growth and development for their 

self-confidence. When autonomy is used in building gross and fine motor, 

cognitive skills are built as well as prediction and thinking skills. When these 

skills are learned they help equip children to prepare for life and long-term 

challenges.  

 

Theme Two: Demonstrates an Awareness of the Importance of Other People 

The second major theme demonstrates how the standards and state curriculum 

guidelines described the significance of young children developing an understanding how 

other persons within their immediate social circles (i.e. peers, parents, teachers, etc.) are 

important aspects of their social and emotional development. The second theme included 

three subthemes that explained importance of young children: 1) developing caring 

behaviors, 2) understanding others’ perspectives and feelings, and 3) building positive 

social relationships (Figure 3). 
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Figure 3. Theme Two: Demonstrates an awareness of the importance of other people. 

 

First subtheme: Demonstrates caring behaviors. The first subtheme 

highlighted how showing concern for others supports how the standards and curricula 

expressed the need for young children to show how others are important and their feeling 

should be respected. In the Social Competence Skills section of the Texas 

Prekindergarten Guidelines (Texas Education Agency, 2008), the standard stated:  

I.C.6. Child demonstrates empathy and caring for others (p. 45). 

 

The Second Step (Committee for Children, 2002) and Scholastic Big Day for PreK 

(Cunningham, 2010) curriculum handbooks and guides also featured empathy objectives 

and units that suggested that showing concern for others’ feelings is an important feature 
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of young children’s social and emotional development (Committee for Children, 2002; 

Cunningham, 2010). The Texas Prekindergarten Guidelines (Texas Education Agency, 

2008) similarly highlights the importance of empathy in the Social Competence Skills 

and Social Awareness Skills standards, which stated:  

I.C.6. Child demonstrates empathy and caring for others (p. 45).   

 

I.D.2. Child demonstrates an understanding that others have perspectives and 

feelings that are different from her own.  (p.47) 

 

Second subtheme: Demonstrates an understanding others’ feelings and 

respecting the rights of others. The second subtheme highlighted how the standards and 

curricula exhibited the need for young children to demonstrate knowledge of the 

importance of understanding and respecting the rights of others. In section 1304.21 of the 

Head Start Performance Standards (Office of Human Development, 2005), the standards 

stated:  

(3) Grantee and delegate agencies must support social and emotional 

development by: (i) Encouraging development which enhances each child’s 

strengths by: … (D) Encouraging respect for the feelings and rights of others 

… (p. 124)  

 

In the Second Step curriculum handbooks and guides, the objectives and lesson units 

contain instructional sections that suggested and lesson emphasis on reviewing how 

children can respect others’ rights by helping young children to identify others’ feelings 

(Committee for Children, 2002).  The education specialist also supported how the Second  
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Step curriculum materials and classroom practices helped the children to learn about  

others’ feelings by demonstrating concern for each other in the following transcription:     

Second Step includes puppets and age appropriate flashcards. The puppets are 

used by way of conversation, the two puppets. The teacher pretends to be both 

puppets and use a scenario and the two puppets are talking about how to fix 

that problem. They use different strategies relating to incidents that might 

have occurred throughout the day. The cards are also used when children are 

having difficulty in sharing. These are the incidents that can happen that we 

are used the puppets and the flashcards, sharing, taking turns, excluding other 

from their little play group, difficulty separating from families, spills. We 

don’t make a big issue about it showing them that it is okay to do it just go 

and get a napkin and we help them to clean it. When it happens one or two 

times, they will do it by themselves. So we don’t make them feel bad when 

they spill something. They are so little, they grow through their mistakes. And 

when they get upset, sick or hurt, we use the flash cards and puppets to talk 

about it to help that child…. I like this program because they learn through 

visual artifacts, the puppets, and the flashcards. We give them the box to go 

into. Get in the box and use the puppets. And you can see a child who is upset, 

she will go get the puppet and talk to the puppet by herself. And she will use 

the flashcards to go show the children. During quite time, we take the cards 

out and show them the cards, and they remember if a child falls in the 

playground and the know what to do. They go and say “Are you alright, do 

you need my help? Let me go and get the teacher.” They talk to the child that 

is hurt. So if you do this every day with the children, they learn to take care of 

each other. 

 

The transcription highlighted how children and center personnel collectively showed 

concern for others and model the importance of respecting the rights of others.     

Third subtheme: Demonstrates the ability to build social relationships. The 

third theme addressed the importance of young children building relationships with 

others through positive social interactions by forming trust in others through 

communication. Figure 4 features a classroom photograph that displays children’s writing 

and drawings of the social relationship that they have with family members (Figure 4):   
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Figure 4. Classroom picture. 

 

Under the Social Competence section in the Texas Prekindergarten Guidelines (Texas 

Education Agency, 2008), the standards stated:  

I.C.3. Child shows competence in initiating social interactions (p.44).   

I.C.4. Child increasingly interacts and communicates with peers to initiate 

pre-tend play scenarios that share a common plan and goal (p. 45).  

 

In section 1304.21 of the Head Start Performance Standards (Office of Human 

Development, 2005), the standards stated:  

(i) Encouraging development which enhances each child’s strengths 

by: (A) Building trust… (Office of Human Development, 2005) 

 

The curriculum handbooks and guides also expressed how communication, social 

interactions, and trust are important concepts of building relationships skills with others 

by containing objectives and units that emphasized saying something kind, 
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communicating ideas, and  showing positive social behaviors (Committee for Children, 

2002; Cunningham, 2010). The education specialist also shared how the standards and 

materials influenced how children engaged and interacted with each other in positive 

ways:    

I: What do you think is the effectiveness of the policies, procedures, and 

materials?  

SP: Okay, the effectiveness. The children use the puppets and flash cards in 

meaningful social interactions to guide and determine the present and future 

decisions that they are going to make. They help children to settle disputes by 

themselves. To also solve problems.  

I: Okay, what are the outcomes for the children?   

SP: Okay, the outcomes are to show confidence in initiating social and 

emotional interactions. To begin to grow and develop in a meaningful social 

manner. To learn problem solving skills.  

 

Theme Three: Community Participation and Community Feedback  

The third subtheme emerged from the standards and state curriculum guidelines 

further describing the importance of children being active in community or classroom 

participation and receiving feedback from their community partners. The standards 

outlined community partners mainly as children’s peers, parents, and teachers. The third 

major theme included two subthemes that explained the importance of young children 

sharing in group activities and roles and receiving community feedback about the 

children’s actions and behaviors (Figure 5).  
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Figure 5. Theme Three: Community participation and community feedback.  

 

First subtheme: Share in or participates in group activities. The first subtheme 

supported the premise of the third theme by examining how the standards and curriculum 

outlined the importance of young children sharing in or participating in group activities. 

This participation included being involved in classroom routines, taking turns with 

others, taking care of classroom materials, participating in group discussions, and 

understanding the different roles or jobs systems in the class. In section 1304.21 of the 

Head Start Performance Standards (Office of Human Development, 2005), the standards 

stated:  

(3) Grantee and delegate agencies must support social and emotional 

development by… (ii) Planning for routines and transitions so that they occur 
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in a timely, predictable and unrushed manner ac- cording to each child’s needs 

(p. 124).  

 

In the Self-Control Skills and Social Competence Skills sections of the Texas 

Prekindergarten Guidelines, the standard stated:  

1. Behavior Control: I.B.1.a. Child follows classroom rules and routines with 

occasional reminders from teacher (p. 39).  

 

I.B.1.b. Child takes care of and manages classroom materials (p. 39).  

 

I.B.1.c.   Child regulates his own behavior with occasional reminders 

or assistance from teacher (p. 40). 

 

2. Emotional Control: I.B.2.c. Child is able to increase or decrease intensity of 

emotions more consistently, although adult guidance is sometimes necessary 

(p. 41). 

 

3. Control of Attention: I.B.3.a. Child sustains attention to personally chosen 

or routine tasks until they are completed (p. 41). 

 

I.B.3.b. Child remains focused on engaging group activities for about 20 

minutes at a time (p. 43).    

 

I.C.2. Child assumes various roles and responsibilities as part of a classroom 

community (p. 44).  

 

I.C.5. Child initiates problem‐solving strategies and seeks adult help when 

necessary (p. 45).   

 

The text sections above demonstrate the importance of young children engaging in 

various roles, routines, and responsibilities within the early childhood classroom setting. 

The Second Step curriculum guidelines also supported the standards emphasis of the 

importance of young children participating and understanding responsibilities and roles in 

units and objectives that covered rules, discussion opportunities, and social skills practice 

scenarios (Committee for Children, 2002). The Scholastic Big Day for PreK also 
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contained social and emotional curriculum objectives and goals that expressed in units 

that guided young children in taking turns in games and in conversations, using 

classroom rules, routines, and responsibilities, as well as taking care of materials 

(Cunningham, 2010). Figure 6 contain a classroom photo that outlines classroom rules 

and procedures for taking care of materials:  

 
Figure 6. Classroom picture.  
    

Second subtheme: The community collects data from children and provides 

feedback. In the second subtheme, the standards and curricula explained the need for 

young children to receive feedback from the community to manage and regulate their 

behaviors and emotions as well as to understand social norms and expectations. The 

standards examined how assessing or data collection is a fundamental component of 
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children receiving feedback from their community. In section 1307.3 of the Head Start 

Performance Standards (Office of Human Development, 2005), the standards stated:  

 (ii) Analyzing individual ongoing, child-level assessment data for all children 

birth to age five participating in the program and using that data in 

combination with input from parents and families to determine each child’s 

status and progress with regard to … social and emotional development and to 

individualize the experiences, instructional strategies, and services to best 

support each child (p. 162).  

 

In the Self-Control Skills and Social Competence Skills sections of the Texas 

Prekindergarten Guidelines (Texas Education Agency, 2008), the standards further 

demonstrate the importance of receiving feedback and from the community by stating:  

Behavior Control: I.B.1.c. Child regulates his own behavior with 

occasional reminders or assistance from teacher (p. 40). 

 

Emotional Control: I.B.2.c. Child is able to increase or decrease intensity 

of emotions more consistently, although adult guidance is sometimes 

necessary (p. 41). 

 

Social Competence Skills: I.C.5. Child initiates problem‐solving strategies 

and seeks adult help when necessary (p. 45).   

   

The above standards demonstrate the importance of young children receiving feedback 

from teachers and another adults that help to guide and shape early social and emotional 

development. The Learning Accomplishment Profile-3rd Edition (LAP-3) (Hardin & 

Peisner-Feinberg, 2004) and the Devereux Early Childhood Assessment (DECA) 

(LeBuffe & Naglieri, 1999) were the primary  assessments that the center personnel often 

referred to as examining social and emotional development of the children. These 

assessments also supported the Head Start Performance Standards (Office of Human 

Development, 2005) and Texas Prekindergarten Guidelines (Texas Education Agency, 
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2008) and contained items that examined how often children seek help from children and 

adults and demonstrated trust in what other tell them (LeBuffe & Naglieri, 1999). In the 

Second Step Curriculum (Committee for Children, 2002) and Scholastic Big Day for 

PreK (Cunningham, 2010) curriculum handbooks and guides and the lesson units and 

objectives supported the significance of children receiving feedback from teachers, peers, 

and other adult family members.    

Theme Four: Multiple Resources Used 

In relation to the second research question of how do teachers implement the 

program’s adopted curricula to promote the social and emotional development of their 

children, the data collected from the transcripts, lesson observation, and classroom photos 

supported teachers using multiple center resources. The theme was composed of three 

subthemes that included: 1) setting goals, 2) team collaborating, and 3) curriculum tools 

and material utilization (Figure 7).    
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Figure 7. Theme Four: Multiple resources used. 

First subtheme: Share in or participates in group activities. The first subtheme 

emerged from the responses generated from the focus groups and individual interviews. 

The center personnel shared that setting goals at various social levels was connected to 

assisting the teachers in implementing the curriculum tools designed to support the social 

and emotional development of the children. For example, in response to a question which 

asked how the program promotes the social and emotional development, one family 

advocate responded by saying:  
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… based what the classroom teachers are going to plan to work on with 

the child, their skills and goals based on where they tested in that 

screening. And then they share that with the parents at the home visit. The 

classroom teachers want the parents to set goals for the children to do at 

home… The family advocates talk to the parents about the goals that they 

have for themselves and what they would want their child to work on as 

well…  we are required not only do the parents’ goal but for us to put 

down a goal for the child to help them prepare for school.  

 

In another interview with a different family advocate, the advocate stated   

… family advocates work with families through the home visiting process. 

And we work with parents on setting goals. And one goal that we really 

encourage with parents, is looking at a personal goal and then an 

educational goal. 

  

In the interview with center site manager, the site manager explained:    

 

During a teacher and parent visits, teachers and advocates discuss targets 

goals for the children. 

 

During one of the teacher focus groups, one of the participants reported:   

Big Day gives you goals to look for, what you are trying reach and that’s 

good. 

 

The transcript sections above demonstrate the manner in which teachers and 

other staff persons contributed and shared in goals setting that were developed at 

different social system levels within the program. 

Second subtheme: Team collaborating. The second subtheme highlighted how 

team collaboration was another center resource that was used in promoting the social and 

emotional development of young children. Various comments made during the focus 

groups and interviews described how center personnel gather information through 

feedback from other teachers and center parents. For instance, the following excerpt from 
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an interview transcript illustrates how the Education Specialist supported the teachers’ 

direct social and emotional instruction indirectly thorough her administrative role:   

I: The first question that I am going to ask you is what is your role?  

S4: My role?  

I: Yes.  

S4: Supervising the teachers. Checking the lesson plans. Going into the 

rooms and making sure they are following the lesson plans. Making sure 

they have the meal count on time. As they sit down they have to mark, 

who has had a meal. Making sure they follow the procedures for 

discipline. Doing my classroom observation with them. Make sure they 

follow protocol for attendance and home visits, that all information is 

documented in the data bases. Make sure that it is on the education 

timeline….What else, we make sure that they are on time to work, make 

sure they clock in and out for lunch and breaks. If they go out of the 

building they have to clock out. Then I have to do payroll. I have to 

process time, look for missing punches, do personal sick leave forms, if 

they are sick, I have input it into the data base so that they get paid. I do 

field trips, I have to authorize the field trip forms and do the check request 

for the field trips in-house or out of the building.   

I: Is there anything else you do?  

S4: Let me see, I celebrate birthdays to make them (the staff) feel 

comfortable and special days. We do luncheons, whatever occasion we are 

celebrating. We cook (laughing) or go buy this stuff. We will get in there a 

cook it. I like cooking for them. 

 

The above interview transcript excerpt demonstrates how the Education Specialist 

supported the teachers’ direct social and emotional instruction by way of her 

administrative role. The following transcription was extracted from one of the focus 

groups to demonstrate how teachers gather information from other teachers and parents to 

assess the social and emotional progress of their students:    

I: Any other assessments that you guys use for social emotional?  

P2: DECA 

P1: DECA 

P3: I have not done that one yet... 

P2: You have not done that one yet? 
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P4: I don’t know  

P2: But you have seen it  

P3: hum-uh 

P2: … have you sent it at least? (looking at P4) 

P4: I have sent it… Well no 

P2:  You do within the 1st 45 days (in unison with P1). And it is asking 

you if you have ever seen the child use an inappropriate words or when the 

parent comes, do they act happy. And you select whether you have seen it 

frequently, very frequently, sometimes... You will do them… I mean... 

you’ll do it  

P4: Yeah, okay… I’m new… 

P2: Oh yeah. It good though. I mean it is good. It is one of those things 

that you will use like if you have a child that that needs to be tested 

something. That’s just another tool that they will use. 

P4: uh-humm 

P2: Because the questions on there are really good. Because the parent has 

to fill it out and you will fill it out. So you kind of compare.  

 

The previous focus group transcript excerpt illustrates the information exchange system 

that continuously occurred between the teachers and parents that provided feedback 

related the social and emotional outcomes of the center’s children.   

Third subtheme: Curriculum tools and materials. The third subtheme 

addressed how the curriculum tools and materials were incorporated and used in the 

classroom to promote social and emotional development of young children. During a 

social and emotional lesson observation, the teacher used various materials that from the 

Second Step Curriculum box to discuss how to identify the feelings of happy and sad. 

During the lesson the teacher displayed pictures with emotional expressions of happy 

children and sad children. The following figure displays the various Second Step 

curriculum puppets, pictures, and materials that were used during the social and 

emotional skills lesson (Figure 8):  
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Figure 8: Classroom picture. 

 

During the Second Step lesson, the children were able to act out an emotional based 

scenario by using puppets. The teacher also asked questions related to various emotions 

and the children gave instances when they were happy, surprised, angry, and sad. In the 

photos taken of the classrooms, Second Step emotional posters, Scholastic Big Day for 

PreK theme posters, children’s drawings, and classroom schedules and rules were 

prominently displayed and posted throughout all of the classrooms and in various areas.  

The third subtheme additionally emphasized the importance of using the Learning 

Accomplishment Profile-3rd Edition (LAP-3) (Hardin & Peisner-Feinberg, 2004) and the 

Devereux Early Childhood Assessment (DECA) (LeBuffe & Naglieri, 1999) enhanced 

lesson planning and supported the social and emotional curriculum. During the interviews 

and focus groups, various center personnel reported they used lesson planning, 
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assessments, constant observations, and different teaching strategies to gauge and 

forecast the children’s social and emotional skills strengths and outcomes. In the 

following transcription of a focus group, the teachers shared the importance of the 

Learning Accomplishment Profile assessment is in determining classroom goals and 

lesson planning:          

I: Can you describe the assessments that are used to evaluate social and 

emotional competence? What assessments do you use?  

P5: Lap-R, Lap-D… 

P6: Those assessments that she mentioned, the Lap-R, are broken up in the 

beginning, middle, and end. And they allows us to see where the children 

are... They allow us to test to see where the children are when they first 

arrived and see the progress in the different developmental domains areas. 

Like language, personal self-help skills, reading, writing and stuff like 

that. And then the middle is to make sure that you are on target and gives 

you a chance to readjust if you see that it is not working or if it is working, 

it lets you know to stay on track. And the end to see what they 

accomplished  

P5: I concur  

P5: DECA is an evaluation form that kinds of tell you how a child 

socializes and get along at home versus at school for a comparison of the 

two.  

I: Okay. How are the assessments used for lesson planning?  

P1: It help us to incorporate individual groups  

P5 Individualizes skills and everybody learns at their own level so it gives 

you an idea of where they are and how to reach a particular child, like 

learning styles and things like that. 

I: Okay. How do you use the assessments in implementing activities for 

the children?  

P4: What they are strong in… Like if the child is string in one area and not 

another… 

I; Please, give me an example of the strengths. Like, what kind of 

strengths?  

P4: Like some kid might be strong in fixing puzzles, where another kid is 

lacing.  

I: Okay 
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P5: Some have language barriers. They don’t like to talk or socialize with 

others, so we incorporate a lot of language and a lot of stuff to get them to 

participate and socialize and work with others.  

I: As a combination, how are the curriculum and the assessments used 

together to promote social and emotional development  

P6: Well, the assessments let you know where the child is and help you 

make sure that the child is continuing to develop in different areas. 

Because at the beginning of the school year they start off slow with 

language but may gain strength in that and then may now need help with 

fine motor. So it help you target those individual activities to help them to 

continue to grow. And this is a collaborative agency we work with the 

parents. And also help us to inform the parents in how to assist us in how 

to help their children… 

 

The transcription quote demonstrates how the teachers use assessments to outline 

and create classroom goals and structure social and emotional lessons.    

Theme Five: Curriculum Benefits  

The fifth and the sixth major themes provide information related to the third 

research question that examined how the teachers viewed the benefits and challenges of 

implementing the program’s adopted curricula designed to support children’s social and 

emotional development. The fifth major theme outlines the curriculum benefits and was 

composed of three subthemes that included: 1) providing lesson ideas, 2) supporting 

social and emotional skills, and 3) promoting collaboration (Figure 9).  
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Figure 9. Theme Five: Curriculum benefits.  

 

First subtheme: The curriculum provides lesson ideas. Posing the question of 

what the teachers liked best about the curriculum during the focus groups provided 

insight to the ways in which teachers identified how using the curriculum has been 

beneficial to them. In each of the focus groups, the teachers explained that using the 

curriculum helped in providing social and emotional lessons for their students and 

assisted the teachers in being creative. The following transcription demonstrates the 
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comments that were shared about the curriculum helped in teacher creativity and lesson 

designs:        

P5: Like the curriculum helps you to come up with new ideas, new ways, 

new activities, and stuff. In order to get the child to the level that they 

need to be… It help you to learn what level the child is on so you can 

come up with activities, I mean figure out an way to teach maybe the same 

thing but to a different level, learning levels for children, so it become a 

challenge... How to come up with different activities, because Little 

Johnny may not learn like Little Sally.  

 

P6: What I like about it is that it offers you modification activities for 

children who may not be at the level that you would like to have them at. 

But it give you an idea of how to modify that activity where you can still 

get that child to catch up. It is real good, I think, for new teachers, who 

come aboard because it gives them that extra modification. It also gives 

for season teacher, it gives you extended activities so you can run off with 

it. It gives you alternative activities for you to go further 
 

P2: … I like the curriculum because it, one you don’t have to…come up 

with your own things; there are really great things in the book. Like, the 

activities are great, you know the discussion questions, the book like. 

Everything is there for you.  

 

P3: Theme words 

 

P2: Yeah! It is all there for you. So like, I mean, I worked at a school that 

was low income, you know the whole nine.  And before I got into working 

with Head Start... No, no, no… We were a contracted center and so all the 

stuff that you guys have... Like the walls of stuff we have now, the 

materials, we did not have none of that. We did not have lesson plan 

books, we did not have you know book to go on. We had to go off of the 

top of our heads for everything. It was really stressful. 

 

The above transcription section explained what the teachers deemed as the 

advantages of using the center’s adopted curricula. The Education Specialist also  
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supported the teachers view about how the curriculum materials promote ideas and 

teacher creativity in the following transcript excerpt: 

S4: …. 2nd Step includes puppets and age appropriate flashcards. The 

puppets are used by way of conversation, the two puppets. The teacher 

pretends to be both puppets and use a scenario and the two puppets are 

talking about how to fix that problem. And use different strategies of how 

to, relating to incidents that might have occurred throughout the day. 

  

Second subtheme: Supports comprehensive social and emotional 

development to center’s children, personnel, and families. The second subtheme 

reinforced how the teachers viewed the curricula  as instrumental in supporting social and 

emotional skill development to not only the students, but also to them and the center’s 

parents. During the focus groups, the teachers also shared that the curricula helped 

support the students’ in meeting long-term and short-term social and emotional goals and 

outcomes. During the first focus group, the teachers shared:  

P6: The curriculum helps you make sure that the child is continuing to 

develop in different areas. Because at the beginning of the school year 

they start off slow with language but may gain strength in that and then 

may now need help with fine motor. So it helps you target those individual 

activities to help them to continue to grow. And this is a collaborative 

agency we work with the parents. And also help us to inform the parents 

in how to assist us in how to help their children 

 

P5: the curriculum gives you goals to look for, what you are trying reach 

and that’s good.  
 

The teachers also explained that the curriculum helped the children’s social and  
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emotional skills because it assisted the children in collaborating with each other. In the 

second focus group, a teacher reported that the curriculum:  

    … helps build cooperation. Because you see... Especially with Head 

Start you don’t have one classroom with nothing but three years olds. You 

have some multiple 3s but there are 4 and 5 in there too. An even though 

they are getting the hang of like maybe this is their 1st school setting  and 

they are like, “I do not know how to hold this” and that’s when the other 

students are like “Well I do. Let me hold this for you. And this is how you 

cut this” And so the… Same skill they were struggling with maybe last 

year. They are able to show them and be like “it is okay, we get it next 

time” and ask. Like I had this one student, she did not know how to hold 

the scissors at all, but she cut paper every single day and that was the 

activity that she wanted to do in the morning time in the art center. “Can I 

cut some paper?” Yeah, sure.”   And within maybe in two weeks she got it 

to where she was maybe. Like I guess holding them more correctly. In the 

way we think that they show hold it. And so... Towards the end she was 

able to cut little tiny hearts, little tiny stars. And we would draw little 

pictures with the stencils and she was able to cut them more are less be on 

the line. And you could tell what it was instead of straps of paper. 

 

The previous section from a focus group with the teachers demonstrates a teacher’s view 

of how the curricula supported the social and emotional development of the children. The 

Education Specialist also shared similar views about how the curriculum supported the 

social and emotional progression of the center’s students in reporting:   

The children use the puppets and flash cards in meaningful social 

interactions to guide and determine the present and future decisions that 

they are going to make. They help children to settle disputes by 

themselves. To also solve problems.  

 

Third subtheme: Promotes collaborations. The third subtheme demonstrates 

how the curriculum helps the teacher and other staff persons use assessments, home  
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visits, and feedback to collaborate with parents and each other. During a focus group, the 

teachers shared aspects of the social and emotional assessments with new teachers:  

I: Any other assessments that you use for social emotional?  

P2: DECA  

P1: DECA  

P3: I have not done that one yet...  

P2: you have not done that one yet?  

P4: I don’t know  

P2: But you have seen it  

P3: Yes  

P2: Have you sent it at least? (looking at P4)  

P4: I have sent it? Well no, I just started about a month ago.  

P2: Well yeah… it’s a form that hum. You do within the 1st 45 days (in 

unison with P1). And it is asking you if you have ever seen the child huh... 

use an inappropriate words or when the parent comes, do they act happy. 

And you select weather you have seen it frequently, very frequently, 

sometimes… You will do them... I mean... you’ll do it  

P4: Yeah, okay… I’m new…  

P2: Oh yeah. It good though. I mean it is good. It is one of those things 

that you will use like if you have a child that humm that needs to be tested 

for something...  

P4: uh-humm  

P2: Because the questions on there are really good. Because the parent has 

to fill it out and you will fill it out. So you kind of compare.  

 

The above transcription also highlights how the teachers promoted the practicality 

of the assessment in assessing for other possible delays. Another example of the positive 

outcomes of center collaboration is emphasized in during an interview with the site 

manager:  

I: Okay, my next question is how are the materials used and/or 

implemented in promoting social and emotional competence to preschool 

children?  
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S1: Well, the teachers rotate materials in the classroom according to the 

needs of the children. The teachers also design materials for parents to 

take home and assist children with the goals that they earlier set.  

Theme Six: Curriculum Challenges   

This final theme presents information related to the third research question that 

investigated how the teachers viewed the challenges of implementing the program’s 

adopted curricula designed to support children’s social and emotional development. 

Collectively the teachers expressed four major curriculum challenges, which included the 

following subthemes: 1) Redundant Lessons, 2) Technology Issues, 3) A Lot of 

Paperwork, and 4) Hard to Connect with Other Curricula (Figure 10).  

 
Figure 10. Theme Six: Curriculum challenges.  
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First subtheme: Redundant lessons. One of the main challenges that the focus 

groups reported was how they felt challenged when the lessons became redundant as the 

students got older. Many of the teachers agreed that after a while the assessments asked 

the same questions over and over again and appeared to reassess skills that some children 

had already mastered. For example one teacher explained:  

 ...The assessments are repetitious, because it ask the same thing over and 

over and over, in different forms. The same question in the same manner 

so… I feel that they can get one standardized overall or an assessment that 

would qualify for them all.  

 

Another teacher explained:  

…I feel bad for the kids who have heard it all before. You know what I 

mean... 9 of our kids were repeaters, and I did not realize it at the time 

because I was just starting...  Now that I know that this is what the 

curriculum is, and it does not change from year to year yet. 

 

Second subtheme: Technology issues. Another challenge that was shared in the 

focus groups was issues with technology. The following comments demonstrate the 

technology issues reported by teachers:  

…The technology part is difficult because it is supposed to be parent 

accessible but it has not been parent accessible. The computer part for the 

classroom is not accessible neither.  

Interviewer: How so? Tell me about that.  

….getting into the program. When you first started, if you are teacher lead 

you have to know code, you have to know how to input it. Because if you 

don’t there is no way for you to go back and get into it. You know in the 

program you could go to somebody else but that the teacher’s sharing 

portion of it... That is something that they can work on too.   

 

Third subtheme: A lot of paperwork. The third challenge viewed by teachers 

was the number of steps included in some of the lesson of the social and emotional 
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curricula. In a focus group, the teachers nodded their agreement after a teacher made the 

following comments about the curricula:  

… The procedure to do it. It has a big card with a lot of steps to it. I think 

it is up to the teacher to know how much to pull out at that time. To focus. 

This way you don’t have to call out a child and tell them you know you 

got frustrated by this and this. This is what frustrating look like and when 

you feel like such and such. So that child know you are talking to them but 

the other children don’t…  

 

Fourth subtheme: Hard to connect with other curricula. The final challenge 

expressed by the teachers was how the curricula did not complement each other and 

could be challenging due to time constraints.  In each of the focus groups, the teachers 

shared that the amount of time that they needed to fully implement a lesson could be 

problematic and did not always flow with the social and emotional objectives of another 

lesson theme. For example, one teacher explained:  

 

… 2nd Step is kind of hard because it is kind of difficult to incorporate 

with all the stuff that you have to do with Big Day. But we do get it in. 

You may not get it in the way that they want you to, but you do get it in. 

You incorporate it all through the day in like the behavior problems, if you 

have a biter. It is intensive help and not for small behaviors problems… 

 

Similarly, another teacher expressed her concerns about how another newer 

curriculum could have negative effects of the self-esteem of young children. The 

explained:  

My issue is that Head Start has a good curriculum. The curriculum itself is 

good, but when you throw curriculum that puts a lot of pressure on 

focusing on reading, writing, and phonics. Phonics I understand, because it 

does go hand in hand with recognition. But when the curriculum wants 

children to be able to write sentences and truly read. And it is like, some 

of the kids that don’t get it, they feel. Cause I have some 4 year olds or 5 



111 
 

year olds, this is their first year in a school setting period and they were 

just at home with mom. Mom just found out about this great program so 

hey. You know go to this to learn something. And there are some 3 year 

old who can do it and it does affect their self-esteem. But a little bit for of 

the 4 and 5 years olds some of them who are new and have never been in a 

school setting before. It does affect their self-esteem because I had one, 

she was 5. She turned five in February and she did not know. She was 

learning her name and she could spell her name. But when it came to 

writing it and using magnetic letters to spell it, she could not recognize it 

completely. And it would not go hand in hand and so when she saw three 

year olds. Again, maybe this 3 year old was in Early Head Start so she 

have been exposed to letters and you know seeing her name on her cubby, 

on her blanket, her cot and all that. And so she is like oh you know this is 

like and she will try to write her name and it is legible and it is a three year 

old writing and she would shut-down and threw a fit like that. So in my 

opinion when you have stuff like that you have to think out the feelings of 

the ones who can’t do it… 

The previous transcript section illuminated how teachers believed that the center’s 

adopted curriculum was comprehensive in promoting social and emotional development 

and adding extra curricula could have a negative impact on the children.  

Summary 

This chapter outlined the demographics of the 14 study participants that included 

the center’s Site Manager, the Education Specialist, two Family Advocates, and ten Lead 

Teachers and Teacher Assistants. The data collected during the study included a review 

of documents, interviews, focus groups, a Second Step social and emotional lesson 

observation checklist, and classroom photographs. The data analysis procedures included 

various types of coding and content analysis of the data collected. The researcher was 

able to compile the various data sources into the study’s major themes and subthemes that 

answered the research questions. The 6 major themes and the 14 subthemes provided in-

depth illustrations of how a Head Start center based program supported the social and 
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emotional development of preschool children. The proceeding chapter will include a 

discussion, implications, and recommendations that were concluded from the study.     
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CHAPTER V 

DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 

The purpose of this case study was to examine how a Head Start center-based 

program uses national and state social and emotional standards/guidelines, agency 

approved curricula, and center personnel to support the social and emotional development 

of young children. The study used descriptive qualitative research methodology that 

provided special insight to the usefulness of different educational tools, social 

experiences, and individual perceptions collected from the everyday interworking of an 

early childhood learning center presented in a case. Creswell (2007) explained that case 

studies provide a researcher with the unique opportunity of providing an intensive 

description of a social unit or system captured in a brief space and time.  

A total of 14 participants were interviewed by the researcher. All the interviews 

and focus groups were either audiotaped or videotaped and later transcribed by the 

researcher. The transcripts, along with information gathered from demographic 

questionnaires, documents reviewed, classroom photos, and a lesson observation, were 

analyzed and used in the development of the major themes of the study. The following 

research questions were applied: 

1. In what ways do staff and teachers use Head Start Performance Standards and 

state curriculum guidelines designed to promote the social and emotional 

development of young children? 
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2. How do teachers implement the program’s adopted curricula designed to promote 

the social and emotional development of their children?  

3. What are teachers’ perceptions regarding the benefits and challenges of 

implementing the curricula designed to support children’s social and emotional 

development? 

Discussion of the Findings 

Six major themes emerged from the data collected in the study: 

 Theme One: Knowledge of Self and Abilities 

 Theme Two: Demonstrates an Awareness of the Importance of Other People 

 Theme Three: Community Participation and Community Feedback 

 Theme Four: The Use of Multiple Center Resources 

 Theme Five: Curriculum Benefits  

 Theme Six: Curriculum Challenges   

The first three themes highlighted how the Head Start Performance Standards and the 

Texas Prekindergarten Guidelines provided guidance in the ways in which a Head Start 

center-based program used national and state standards and program principles to support 

the social and emotional development of preschool children.  

Theme One, Knowledge of Self and Abilities, Theme Two, Demonstrates an 

Awareness of the Importance of Other People, and Theme Three, Community 

Participation and Community Feedback, demonstrated how the standards emphasized the 

importance of children’s showing awareness to emotional diversity and opinions of 
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others in assisting young children in developing caring and empathic behaviors. Early 

prosocial habits and caring behaviors are keys in laying a solid foundation for young 

children building positive social relationships and developing trust in others. A direct 

implication of young children understanding their abilities and respecting the opinions 

and rights of others can be associated with preschool children actively sharing in 

community roles and group activities. The standards highlighted the concept that social 

competence developed during the preschool years can dramatically affect other areas of 

development (Anthony et al., 2005; Nissen & Hawkins, 2010; Voegler-Lee et al., 2012). 

Nissen and Hawkins (2010) explained that social and emotional behaviors can often be 

linked to the manner in which children acquire higher levels of language, cognitive, and 

motor development. Additionally, Durmusoglu (2008) suggested that when young 

children demonstrate positive and age appropriate social and emotional skills and 

behaviors, they are likely to be more receptive and willing to engage in new experiences 

that are introduced in a classroom setting as they enter into elementary schools. 

Theme Four, The Use of Multiple Center Resources, highlighted how teachers 

applied various center resources and curriculum materials to support the social and 

emotional development of the young children in the center. In using various the tools, 

resources, and curricula, the teachers were able to develop lesson plans that were creative 

and individualized to meet the social and emotional needs of their students. Team 

collaboration was another important resource for the teachers because it allowed teachers 

to gather and apply information and feedback from parents and the other center staff that 
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contributed to the shaping of the social and emotional developmental skills of young 

children. Another important feature of Theme Four was how goal setting was not 

restricted to the classroom, but also applied to parents and the children’s home 

environments. The center staff, individually and as a collective, used goal setting 

practices to socialize personal and group goal development and achievements. Findings 

from various research studies (Addison, 1992; Chazan-Cohen et al., 2007; Denham et al., 

2013) suggested that setting goals with the whole family can help families to develop a 

sense of independence by providing them with opportunities for social and educational 

growth within their community settings. 

Theme Five, Curriculum Benefits, answered the third research question by 

explaining how the teachers viewed the benefits derived from implementing the 

program’s approved curricula. The teachers identified the major benefit as meeting the 

short-term and long-term social and emotional needs of the children through the 

resources and materials. The teachers further explained that in using the curriculum, they 

were better able to modify lessons, be creative, and develop as well as extend additional 

social and emotional lessons for the children. The study findings were consistent with 

research conducted by Addison (1992), Brewer (2007), Spritz et al. (2010); and Valloton 

and Ayoub (2009). The effectiveness of social competence curriculum is often driven by 

the manner in which it is used to increase and promote preschool children’s social 

competence. Effective curricula can assist preschool teachers in applying a host of 

learning and instructional strategies.  
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In Theme Six, Curriculum Challenges, the teachers expressed that there were 

some challenges and changes that could be made to increase the effectiveness of the 

program adopted curricula. One challenge noted was that some of the lessons contained 

concepts that were difficult to connect and steps that appeared redundant. The teachers 

also explained that they had issues with the computer based assessment program. They 

suggested that the on-line version should be revised to allow for easier input of 

information. 

Theoretical Applications 

The theoretical frameworks guiding this study were the ecological systems theory 

(Bronfenbrenner, 1986) and social learning theories (Bandura, 1977). The ecological 

systems model describes how different layers of social relationships and interactions can 

directly and indirectly shape the social and emotional development of young children. 

The social learning theory further emphasized how teachers’ actions and behaviors in 

their classrooms can influence the social and emotional habits and behaviors of their 

students. Various aspects of both the ecological systems theory and the social learning 

theory were instrumental in guiding how data were collected and themes were 

formulated, with a focus on individual perspectives of the participants.  

The study explored how a Head Start center program promoted the social and 

emotional development of young children. The Head Start Performance Standards 

(Office of Human Development, 2005) and Texas Prekindergarten Guidelines (Texas 

Education Agency, 2008) shared in the idea that children’s knowledge and self-awareness 
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of their individual abilities play a major role shaping young children’s confidence and 

self-control skills, and in laying the foundation for children developing positive habits of 

taking ownership and responsibility for their actions and behaviors. Both the Head Start 

Performance Standards and Texas Prekindergarten Guidelines further stressed the 

theories’ emphasis to the importance of social relationships and how they can have 

lasting impact on various aspects social and emotional growth, development, and habits 

expressed by children and adults.  

The bi-directional exchange of information discussed in the ecological systems 

theory was also demonstrated in the manner in which the center’s personnel actively 

participated in team collaboration and feedback. The interviews and focus groups with 

family advocates and teachers highlighted how they consistently engaged in exchanges of 

information that helped in partnering with parents to design goals for the children and 

their families. The social modeling witnessed during the teachers’ exchanges with one 

another during the focus group and throughout the Second Step lesson observation, 

emphasized the importance of demonstrating positive social and emotional habits and 

behaviors.  

Conclusions 

The findings from the data provided answers to the research questions. The 

primary purpose of the study was to explore how an early childhood program promotes 

social and emotional development of preschool children. Using the data gathered from 
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the focus groups, individual interviews, review of documents, observations, and 

classroom photos, helped in developing themes that emerged from the research.  

Limitations  

The limitations in this study included the following: 

1. The study only examined one Head Start center.  

2. Some of the participants may have had limited experiences with the center-

adopted curricula and assessments.  

3. No direct information was gathered from the center’s parents, children, or local 

community members. 

Implications  

The social and emotional development of young children is a factor in the overall 

development of children. When children learn how to manage and control their emotions 

they are better able to interact and learn from others. Having lessons on positive and age 

appropriate social and emotional skills can influence short- and long-term goal attainment 

and achievement of young children. Social and emotional development is a continuous 

process and can serve as an important indicator for current and future academic and 

career advancement and success. Social and emotional development includes individual 

and community factors, in which young children gain social knowledge and feedback that 

helps to shape how they view themselves and the world surrounding them.  

Implications that can be drawn from this study include the importance of 

community collaboration in supporting the social and emotional development of young 
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children. As young children develop knowledge of themselves, they are also learning 

how to relate and interact with other within home and school environments. When 

parents and teachers collaborate and share feedback with one another, they are modeling 

social skills and behaviors that will help young children to better problems solve with 

their peers and develop skills that will assist them in understanding the dynamics of 

group and community partnerships.  

Another implication is the value that can be gained when teachers and center staff 

all share in understanding how their roles not only contribute to the social and emotional 

development of the children but also play a role in shaping the social knowledge of center 

parents and the community at large. An additional implication that can be concluded from 

the study is the need for programs to survey how teachers view the benefits and 

challenges of adopted and approved curricula and assessments. Teachers are primarily 

responsible for applying curricula objectives and assessing the needs of children in an 

educational setting and their opinions and viewpoints are extremely valuable. Community 

support and feedback are also vital in evaluating the effectiveness of program standards, 

resources, and tools that are used to promote the social and emotional development of 

young children.       

Recommendations for Future Research  

The study provided new insight into how internal and external classroom support 

and resources are vital in promoting the social and emotional development of young 

children. The study additionally highlighted how teachers’ perceptions and viewpoints 
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can provide essential feedback concerning effectiveness and usefulness of program 

adopted curricula and assessments. Based on the limitations outlined, future studies 

should include information collected from parents and children concerning the 

effectiveness of the center social and emotional curricula. Additional research should also 

address how parents, teachers, staff, and children define social and emotional 

development. This is important to increase knowledge and explore how individual and 

communal perceptions of social and emotional development can be individualized and 

customized to fit the needs of diverse group of children and communities. Additionally, 

future studies should examine how other Head Start programs promote the social and 

emotional development of young children. Another research avenue should include 

examining how social and emotional development is supported in the homes and 

neighborhoods of the centers’ children.  

Summary  

This study explored how one Head Start center program promotes the social and 

emotional development of preschool children through the program’s standards and 

adopted curricula, and the experiences and viewpoints of the center’s staff and teachers. 

In using individual interviews, focus groups, review of documents, observations, and 

classroom photos, the researcher sought to gain insight into how the center supported 

children’s social and emotional competence. From the data analyzed, six major themes 

emerged. The findings of the study have implications for early childhood programs, 

teachers, staff, and parents. Recommendations were made for avenues of future research. 
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