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ABSTRACT 

FARA HOUSE BOSTIC  

EDUCATORS’ ATTITUDES ABOUT PROFESSIONAL DEVELOPMENT, SELF-

EFFICACY, AND SUBJECTIVE WELL-BEING IN EARLY CHILDHOOD 

PROGRAMS 

 

MAY 2019 

The purpose of this quantitative investigation, was to gain a better understanding 

about Head Start teachers’ attitudes concerning their professional development 

experiences, self-efficacy beliefs, and general sense of happiness as it relates to job 

satisfaction. The study compared the professional development experiences of Head Start 

teachers with interventions based on two curriculum approaches. Teachers volunteering 

as participants, (n = 255), were employed at Head Start Centers located in Central Texas 

that shared a preschool program-based partnership with an Independent School District in 

the Central Texas, serving approximately 3,000 children. Teachers implementing 

Scholastic Big Day for Pre-K curriculum (n = 88), or the Frog Street for Pre-

Kindergarten curriculum (n = 167) completed one of two online surveys from a secured 

website. The Survey of Head Start Teachers Using Frog Street For Pre-Kindergarten 

Curriculum, and the Survey of Head Start Teachers Using Scholastic Big Day for Pre-K 

Curriculum included demographics and questions relating to professional development 

experiences measured by Teachers’ Attitudes About Professional Development (TAP) 

scale (Torff, Sessions, & Byrnes, 2005), perceptions of their teaching abilities quantified 
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on the Teachers’ Sense of Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 

2001), and teachers’ general sense of happiness was determined by the Teacher 

Subjective Wellbeing Questionnaire (TSWQ) (Renshaw, Long, & Cook, 2015).  

Data gathered from the surveys were transferred into IBM SPSS 20 for analyses. 

The TAP, TSES, and TSWQ were analyzed via descriptive and inferential statistics 

including ANOVAs and MANOVAs to answer the five research questions. The findings 

from the data indicates that the majority of the Head Start teachers had positive attitudes 

about their professional development activities, believed the workshops with active 

participation enhanced their pedagogical knowledge and was worth their time. In regards 

to the teachers’ self- efficacy and subjective wellbeing, both curriculum groups have 

similarly high levels of self - efficacy beliefs and degrees of happiness relating to job 

satisfaction. 
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CHAPTER I 

INTRODUCTION 

In the field of education, teachers’ attitudes about professional development have 

scarcely been investigated, and little is known about how preschool teachers feel 

regarding their own professional learning experiences (Lin, 2013). Teachers’ attitudes 

about professional development matter and can make a difference for understanding and 

improving future policies and procedures for enhancing instructional practices 

concerning early childhood programs (Mizwell, 2010). Attitudes are shaped by unique 

professional development experiences, and it has been recognized by education 

leadership, along with policymakers, that effective professional development has the 

potential of generating a powerful effect on how teachers teach and what children learn. 

Professional development is organized professional learning that is intended to enhance 

teaching strategies impelled to improve classroom learning (Darling-Hammond, Hyler,& 

Gardner, 2017). 

 For example, de Vries, van de Grift, and Jansen (2013) studied the importance of 

teacher attitudes concerning professional development and found that teachers with a 

strong child-focused approach benefitted from professional development. In addition, 

Federal initiatives, such as, former President Obama’s ‘Every Student Succeeds Act’ 

(ESSA) of 2015, mandates to purpose teachers' professional learning in the direction of 

developing and fostering uninterrupted activities that encourage recurrent updates of 
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pedagogy and best practice strategies (Texas Education Agency, Every Child Succeeds 

Act, 2017).  

Meaningful training(s) promote positive experiences and bolster teaching 

performance, self-efficacy, and enjoyment of teaching that fosters a managed classroom 

filled with enthusiastic preschoolers (Lyubomirsky, 2013). Research attained shows that 

professional development improves teachers’ pedagogy and provides children with the 

cognitive and developmental competencies for kindergarten readiness in the 21st century 

(Antoniou & Kyriakides, 2013; Copple & Bredcampe, 2009; Hardin & Koppenhaver, 

2016). The ultimate goal of professional development is to improve teachers’ capabilities 

of making notable differences in the learning that occurs in our nation’s culturally diverse 

classrooms (US Department of Education, 2016). Professional development motivates 

teachers to enrich children’s learning, and teaching is impacted by professional growth 

activities (professional development), perceived capabilities (teacher self-efficacy), and 

happiness (subjective wellbeing) at work. Teachers are expected to expand on their 

preexisting content knowledge to provide preschool children with efficacious curriculum 

instruction through differentiated best practices that promote cognition to develop 

problem - solving skills (Martin, Kragler, Quatoche, & Bauserman, 2014).  In recent 

years, it has become increasing common for professional development and professional 

learning to be used interchangeably by many educators (Durksen, Klassen, & Daniels, 

2017).   

In today’s society, professional development is the only vehicle leaders in 

education have to improve the capability of what teachers need to skillfully perform their 
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jobs. Thus, it is surprising that professional development traditionally offered by local 

school agencies have seen very little change since the 1960s, and research shows that 

some of the currently used antiquated formats have created varied attitudes about the 

power and relevance of professional development opportunities for teachers at work 

(Baker, 2018; Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009; Egert, 

Fukkink, & Eckhardt, 2018).  Jeon, Buettner, & Hur, 2016; Lin, 2013; Mohamed & Al-

Qaryouti, 2016).  In any case, many teachers feel the professional development they are 

mandated to attend is not providing them with what they need to effectively teach with 

confidence in order to produce critical thinkers in their classrooms. Teachers need 

effective options where they can substitute ineffective behavior for competent behaviors. 

Effective professional development consists of knowledge gained from learning 

activities that are meaningful, continuous, collaborative, embedded to connect practices 

in the classroom, and builds strong working relationships among teachers (Darling-

Hammond & Richardson, 2009). Professional learning must promote the knowledge of 

teachers and the learning of children (Bruce, Esmonde, Ross, Dookie, & Beatty, 2010). 

Nonetheless, all professional development is not beneficial to teachers’ instructional 

practices and teachers must believe that the training is effective to be revered as useful  

Therefore, the problem is not that the teachers are lacking professional 

development opportunities. The problem is the professional development they are 

provided with is not effective, and considered by teachers as fairly worthless and a waste 

of their time. Teachers question the effectiveness of professional development that fails 

to provide them with a positive sense of teaching competence which can inadvertently 
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create feelings of diminished job satisfaction. Teachers with low self-efficacy and 

diminished subjective wellbeing have the potential of negatively influencing how 

learning occurs in the classrooms (Bloom, 1988; Renshaw et al., 2015). Fortunately, there 

are new paradigms that provide more powerful opportunities to enhance children’s 

learning and reject the ineffective, old school, type of “drive by” (Darling-Hammond & 

Richardson 2009, p. 1), models of professional development that occur as one-time 

events that routinely lack additional follow up or support (Darling-Hammond & 

Richardson 2009). Simply introducing new knowledge is not adequate. Teachers do not 

struggle with learning a new strategy, they struggle implementing it into their 

instructional routine (Forward, Killion, & Crow, 2011).  

Professional development is an essential component for increasing teachers’ 

beliefs that they have what it takes to be an effective teacher and enjoy what they were 

hired to do (Jeon et al., 2016). This can be a hindrance, because there may be no “one 

size fits all” approach to good teaching and effective professional development is key in 

teachers’ interpretation of learning experiences that are beneficial in transforming them 

into better teachers (Darling-Hammond, Hyler, & Gardner, 2017). In spite of this, one 

solution to this conundrum is for administrators to provide teachers with professional 

development activities that are valued, effective, builds self-efficacy, and establishes a 

work environment that is welcoming and supportive. Furthermore, it is important that 

considerable effort is carried out to ensure that professional development includes an 

understanding of teachers’ attitudes and perceptions (Shady, Luther, & Richman, 2013). 

This research addressed the professional development experiences of Head Start teachers          
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in Texas who implemented the Scholastic Big Day for Pre-K and Frog Street for Pre-

kindergarten curricula, by means of their professional development activities reported, 

their attitudes toward professional development, their self-efficacy beliefs, their general 

sense of happiness at work, and the degree to which differences were present in these 

areas between the two groups of teachers. Bandura’s social cognitive theory and positive 

psychology are two theoretical frameworks that served as guides to provide a foundation 

to the research (Bandura, 1977; Seligman & Csikszentmihalyi, 2000).   

Head Start and Professional Development 

Head Start offers professional development to preschool teachers with a means to 

deliver better instruction to the children enrolled in their classrooms. In addition, Head 

Start teachers are required to participate in no less than 25 hours of training each year 

relating to the age of the children they are teaching.  Head Start teachers’ professional 

development usually occurs on the job, before work, after work, on the weekends, during 

summer, or at any other designated time.  Based on professional learning experiences, 

attitudes are formed, and teaching strategies are enhanced or they begin to erode.  

Professional development can increase perceptions of teaching capabilities or deflate 

them (Lin, 2013). As well, satisfaction at work can end with the same joyful satisfaction 

as it began with; or it may not.   

Teachers’ attitudes vary and they are affected by the effectiveness of professional 

development.  Advantageous professional leaning experiences have the potential to 

positively shift teachers’ perceptions of instructional success that extends to other areas 

of life (Sachs, 2016). Higher degrees of self-efficacy inspire less absenteeism, enriched 
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health, greater job satisfaction, enhanced creative thought processes through heightened 

cognitive intelligence, and more effective teaching behaviors in classrooms (Kyte, 2016). 

Head Start teachers are expected to motivate, manage, and provide developmentally 

appropriate instruction to the culturally diverse children enrolled in their classrooms. 

Frog Street for Pre-Kindergarten and Scholastic Big Day for Pre-K are two curricula 

programs that are implemented in Central Texas area Head Start centers.  In accordance 

with the literature, Head Start teachers’ attitudes make a difference in regulating 

instructional behaviors in the classrooms.  Perceptions established from professional 

development experiences acts as a vehicle that drives the intensity of efforts put into 

teaching practices and upcoming options of professional learning activities (Bandura, 

1997, Tschannen-Moran & Woolfolk Hoy, 2001). 

Head Start Agency and a Central Texas ISD Curriculum Partnership 

A Pre-Kindergarten Expansion Grant allowed the Texas Education Agency (TEA) 

to encourage two autonomous educational institutions to collaborate and establish a 

unique intervention program for eligible preschool children (Dallas Independent School 

System, Department of Evaluation and Accountability, 2018). An Independent School 

District (ISD) and Head Start Agency located in Central Texas endeavored to increase 

pre-kindergarten opportunities that were challenged by a lack of available classroom 

space in the local school district. The two entities successfully merged a pre-kindergarten 

program in several of the 18 Head Start centers.  Arranged in co-teaching environments, 

Head Start and ISD teachers in Central Texas implemented the Frog Street for Pre-

Kindergarten curriculum in 11 centers and Scholastic Big Day for Pre-K curriculum in 
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the remaining seven centers. Both curricula were approved by the two education agencies 

and met the requirements of the Head Start Child Development and Early Learning and 

Texas Pre-Kindergarten Guidelines Framework (US Department of Health and Human 

Services, Head Start Early Learning Outcomes Framework, 2018; Texas Education 

Agency, 2017a).  Each educational agency mandated teacher regulations and 

requirements that were distinct to their governing federal and local agencies.  Both 

programs have annually mandated professional development initiatives relating to 

curriculum practiced in the classrooms.  Public school teachers are governed by the state 

of Texas which requires 24 hours of professional development, while Head Start teachers 

are governed by the Office of Head Start, which requires no less than 25 hours of training 

(Office of Head Start; 2015; Texas Education Agency, 2017b). The ISD in Central Texas 

provided professional development to all teachers.  The two curricula were compared as 

implemented by the Head Start teachers. 

According to the Pre-Kindergarten Expansion Grant (2007, 2008, 2009), the ISD 

in Central Texas was provided a grant and encouraged by the Texas Education Agency 

(TEA) to partner with Head Start in Central Texas due to the district’s lack of classroom 

space for children who were eligible for Head Start.  The two agencies merged to create a 

preschool program that would include the approved implementation of a School 

Readiness Integration (SRI) plan under the auspices of a portion of the Texas Code of 

Education; Section 29.1533.  The SRI plan is intended to develop and strengthen 

children’s competences needed to be successful in kindergarten, specifically, pre-reading, 

language acquisition, and math.  Subsequent to meeting the district’s predetermined 
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criteria, the participating Head Start centers were paired with ISD employed certified 

teachers to cooperatively implement instruction in the classroom. The grant also 

authorized the District’s Early Childhood Department to make improvements to existing 

programs and provide the teachers of Head Start and ISD professional development 

opportunities and curriculum materials created for teachers along with materials 

developed for the children. 

Statement of the Problem 

Ideally, the professional development of teachers would lead to a clear 

improvement of instructional practices through the enhancement of pedagogical 

knowledge and skills.  Also, mindful administrators would enthusiastically offer effective 

and teacher valued professional development opportunities that impart teachers with 

perceived competence, knowledge, and power to capably substitute mediocre 

instructional strategies with newly acquired best practices to implement in their 

classrooms.  Conversely, professional development formats and practices for teachers in 

the United States have seen very few changes since the 1960s.  In fact, some of the 

currently used antiquated formats have created negative attitudes, lowered teacher self-

efficacy, and diminished job satisfaction (Blank, 2013; National Staff Development 

Council, 2009). 

Preschool teachers are professionals who enhance their professional knowledge 

and skills by engaging in effective professional development. In spite of this, there are a 

good number of preschool teachers who feel that school leadership is not providing 

appropriate types of professional development.  These “types” should support content 
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pedagogy and individual instructional needs which promote children’s cognitive and 

social emotional growth (Fraser, Kennedy, Reid, & McKinney, 2007).  Furthermore, 

research studies report that many teachers who have engaged in ineffective professional 

development may develop teacher resentment and negative attitudes towards future 

professional development.  They may also become unmotivated, unvalued and report that 

the experience was a waste of their time because it did not enhance their content 

knowledge to support positive outcomes for their children (Li Grinings et al., 2010; Lieny 

& Wells, 2018; Muijs & Reynolds, 2002).  Ineffective efforts to promote professional 

development may also result in the de-professionalization of teaching (Milner, 2013).  

Likewise, many teachers feel unprepared and unable to implement the program’s 

materials with confidence to meet the demands of their positions that require priming 

children for kindergarten readiness. 

There is existing literature on the impact of teacher attitudes about professional 

development on children’s learning (Davies & Head, 2010; de Vries et al., 2013).  

Preschool teachers’ attitudes about professional development are important.  The goal of 

professional development is to improve teachers’ instructional strategies that are 

customarily implemented in their daily teaching. There are two categories of professional 

development formats: traditional and nontraditional (Stewart, 2014).  Teachers are 

routinely offered the traditional, outdated formats of professional development that allow 

for little to no follow up or monitoring practices (Desimone, Smith, & Phillips, 2013). 

However, merely providing one approach does not support the learning of all teachers.  It 

is trending that professional development is not simply one pre-determined paradigm, but 
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emerges from a step-by-step process that consists of experience, skills, and curriculum 

knowledge that develops the professional growth of each unique teacher (Saka & Saka, 

2009).  

The traditional format of professional development with a focus on one-time 

workshops for delivering pedagogy is not working and may be hindering the movement 

towards improving how teachers teach. Consequently, many teachers feel that the 

antiquated formats of professional development are not providing them with what they 

need to effectively teach with confidence in order to produce critical thinkers in their 

classrooms (Baker, 2018; Fraser et al., 2007).  Teachers’ attitudes matter and they are 

shaped from professional development experiences that may or may not provide effective 

options that are able to substitute ineffective behavior for behaviors that promote learning 

in preschool programs (Edwards & Cutter-Mackenzie, 2011). 

Head Start is preschool program designed to prepare children for kindergarten.  

Current research shows that effective professional development supports teachers in 

cultivating preschool readiness in young children (Davies & Head, 2010).  According to 

the National Professional Development Center on Inclusion (2008), policy makers are 

looking to professional development as the solution to adequate preparation for helping 

improve teachers’ instructional practices to enhance children’s learning.  However, it is 

essential that improvements be made in the areas of teachers’ practice at work (Zepeda, 

2013).  Very few studies have been conducted on how early childhood teachers feel 

about whether their professional growth trainings are successfully moving them towards 

becoming better teachers in the preschool grades. 
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Governing agencies mandate that teachers of every grade level receive 

professional development based on standards that promote the learning of all children and 

agency administrators have no problem complying with the directives of the initiatives 

(Blank, 2013).  Teachers’ experiences in professional development shape their attitudes 

and meaningful trainings promote positive encounters.  Based on the research, it is 

understandable to acknowledge that not all professional development is beneficial to 

teachers and must be effective to be considered as useful.  Therefore, the problem is not 

that teachers are lacking opportunities for professional development.  The problem is the 

professional development that is provided is not effective and meaningful to the teachers. 

Basically, it misses the mark and is considered a waste of time (Zaslow, Tout, Halle, 

Whittaker, & Lavelle, 2010).  For that reason, the gap in research of preschool teachers’ 

attitudes about professional development, supports a vital prospect of further rigorous 

investigation in this area (Domitrovic et al., 2009; Lin, 2013; Torff et al., 2005). 

Purpose of the Study 

The purpose of this quantitative study was to investigate teachers’ attitudes about 

professional development, self-efficacy, and subjective wellbeing. Specifically, the study 

compared Head Start teachers’ attitudes about professional development experiences, 

perceptions of teaching capabilities and general sense of happiness implementing 

Scholastic Big Day for Pre-K curriculum with those implementing Frog Street for Pre-K 

curriculum.  
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The results will be useful to administrators and teachers when making decisions 

about curriculum selections and design of appropriate professional development to 

support the early learning and school readiness of preschool children. 

Significance of the Study 

This study provided a channel for information which educators can use to impart 

to governments who are investing a significant amount of dollars into developing and 

enhancing the classroom performance of teachers via professional development (Blank, 

2013).  Governments across the world have increased their investments in early 

childhood education programs as they promote school readiness and encourage future 

educational outcomes for young children (Kragler, Martin, & Kroeger, 2008).  Early 

childhood teachers are accountable for what they teach and what they know. Children’s 

learning is at the core of professional development and most early childhood teachers 

want to engage in professional development that improves teaching effectiveness and 

children’s cognitive abilities in the classroom (Semmar & Al-Thani, 2015; Shady et al., 

2013).   The world’s knowledge is constantly evolving.  Therefore, what children need to 

know and teachers need to teach must keep up with the advancements.  These changes 

require essential knowledge that make success difficult for children who enter school 

without fundamental skills for school readiness (Zhai, Brooks-Gunn, & Waldfogel, 

2011).  Prekindergarten, Head Start programs and their teachers provide the first steps in 

preparing young children to be successful in kindergarten and beyond (Schweinhart, 

1993; Zhai et al., 2011). 
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Kindergarten teachers have become increasingly aware of the demands on first 

grade students, and they have become accountable for making sure that their children are 

ready to enter the first grade and perform successfully (Copple & Bredecamp, 2009).  

The process of preparing children for kindergarten has become as important as 

kindergarten itself.  Preschool educators are often given the responsibility of using state 

adopted curricula to plan and implement lessons for young children. The methods in 

which teachers present and model the lessons in the curriculum impact the children’s 

outcomes.  Teachers can only teach what they know and consequently, the training, 

knowledge, and skill base of the early childhood teachers becomes a critical factor in the 

young learners’ success at school.  Effective professional development with best practice 

strategies on teaching the curriculum will bolster children’s cognitive development and 

functioning in classroom daily life (Semmar & Thani 2015).  

Professional development becomes truly valuable when it can be implemented in 

the day-to-day classroom activities. Evidence from research indicates that professional 

development impacts teachers’ knowledge and that teachers need continuous professional 

development embedded on the job (Guskey, 2009; Zepeda, 2013).  It is vital for Head 

Start teachers stay current with pedagogy and best practices to improve the differentiated 

learning of culturally diverse children (Puranik, & Lonigan, 2014).  Some teachers may 

feel that employers are not providing adequate opportunities for applicably trending 

pedagogy and contemporary instructional strategies for providing their children with 

curriculum activities that expand their early learning skills (Jeon et al., 2016; Shady et al., 

2013). The 21st century requires preschool age children to start at the gate ready and 
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prepared to learn from teachers who have been prepared to teach (Whitaker, Dearth-

Wesley, & Gooze, 2015).  A clearer understanding of how teachers perceive professional 

development and its impact on teaching is a valuable study both internationally and 

nationally (Copple & Bredecamp, 2009). 

Research Questions 

The following research questions guided the study. 

1. What types of professional development activities are reported by teachers 

implementing Scholastic Big Day for Pre-K and Frog Street for Prekindergarten 

curricula, as measured by the Surveys of Head Start Teachers? 

2. What are teachers’ attitudes about professional development, as measured by the 

Teachers’ Attitudes about Professional Development (TAP) scale (Torff et al., 

2005)? 

3. What are teachers’ self-efficacy beliefs, as measured by the Teachers’ Sense of 

Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001)? 

4. What are teachers reported general sense of happiness, as measured by the 

Subjective Wellbeing Questionnaire (Renshaw et al., 2015)? 

5. Are there differences in teachers’ TAP scores, TSES scores, and TSWQ scores 

when compared by curriculum approaches? 

Definitions 

To ensure the meaning and understanding of the terms used in this study, the 

following definitions are provided. 



 

15 

1. Best Practices:  Current practices that are commonly utilized that possess a high 

level of widely-agreed effectiveness (Joyce & Calhoun, 2010). 

2. Curriculum:  Curriculum is a systematic guideline that identifies the content that 

children are to learn, how children process the goals of the curriculum, how 

teachers support the learning of the goals and the content used to promote the 

instructional behavior and children’s learning (Copple & Bredekamp, 2009). 

3. Happiness: Touburg and Veenhoven (2015) define happiness as the subjective 

appreciation of one’s life as a whole. 

4. Pedagogy:  Strategies of instruction (Joyce & Calhoun, 2010). 

5. Professional Development: Joyce and Calhoun, (2010) define professional 

development in education as a process of improving staff pedagogical skills and 

content knowledge considered necessary to produce outstanding educational 

results for children that can be used in the classrooms daily. 

6. Professional Learning: A more contemporary term for Professional Development 

that focuses on the purpose of professional development activities (Joyce & 

Calhoun, 2010). In this study professional learning will be used interchangeably 

with professional development. 

7. Self-Efficacy: The belief in one’s ability to organize and execute actions required 

to manage prospective situations (Bandura, 1997). 

8. Subjective Well-Being (SWB): An individual’s cognitive and emotional 

evaluation of his or her life (Diener, Oshi, & Lucas, 2002).  
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9. Teacher Self-Efficacy: A teacher’s judgment of his or her capability to bring 

about desired outcomes of children’s engagement and learning (Tschannen-Moran 

& Woolfolk-Hoy, 2001).  

Delimitations 

The following delimitations were applied to this study. The study was limited to 

Head Start teachers who were employed by a selected Head Start agency in North Texas.  

Teachers’ experiences with curricula and relevant professional development were 

focused on Scholastic Big Day for Pre-K and Frog Street for Prekindergarten curricula. 

Summary 

Professional development is well documented as impacting early childhood 

teachers’ pedagogy, performance, and children’s outcomes in the 21st century (Harden, 

Sandstrom, & Chazan-Cohen, 2012; Hardin & Koppenhaver, 2016).  This study 

compared attitudes about professional development, self-efficacy beliefs, and general 

sense of wellbeing of preschool teachers implementing Scholastic Big Day for Pre-K 

with those of teachers applying Frog Street for Pre-Kindergarten curricula.  In addition, 

the study investigated the professional development experiences of the teachers, with a 

focus on professional learning related to these two curriculum approaches.  
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CHAPTER II 

LITERATURE REVIEW 

The purpose of this quantitative study was to investigate teachers’ attitudes 

regarding their professional development, self-efficacy, and subjective wellbeing. 

Specifically, Head Start teachers’ opinions concerning their professional development 

experiences, perceptions of teaching capabilities, and general sense of happiness 

implementing Scholastic Big Day for Pre-K curriculum with those implementing Frog 

Street for Pre-K curriculum.  

Theoretical Frameworks 

Bandura’s social cognitive theory (1997) and positive psychology (Seligman, 

1998) served as theoretical frameworks for this study. Through the lens of Bandura’s 

social cognitive theory, this study may improve the understanding of teachers’ 

perceptions of how they teach in the early childhood setting (Bandura, 1986; Klassen & 

Tze, 2014). Positive psychology contributes to the study by focusing on teachers’ 

happiness and job satisfaction.  

Social Cognitive Theory and Self-efficacy 

Bandura (1997) is well known for the development of the social cognitive theory 

and the theoretical concept of self-efficacy. Bandura defined self-efficacy as “…beliefs in 

one’s capabilities to organize and execute the courses of action required to produce given 

attainments” (Bandura, 1997, p. 3). A key assumption of social cognitive theory is human 

agency which can include the performance, behavior, effort, interests and decisions of an 
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individual or a group of individuals (Bandura, 1977). Cognition plays an important role 

in Bandura’s theory. Individuals form self-efficacy beliefs by interpreting information 

regarding what they feel they can advantageously complete (Bandura, 1997).  Efficacy 

beliefs are created when individuals weigh and subsequently judge their performance 

based on other relevant physical or cognitive experiences (Skaalvik, & Skaalvik, 2014). 

The information is then used to guide their future decisions.  

Self-efficacy has a strong influence on human behavior through determining what 

challenges and goals they will pursue and competently perform (Bandura, 1994). Human 

behavior is based on the cognitive ability to shape judgements and make choices (Klassen 

& Tze, 2014; Tschannen-Moran & Woolfolk, 2007). Efficacy is an essential factor in 

what motivates individuals to pursue particular activities and, according to Bandura 

(1994), efficacy is a vital component of how people select activities of interest. 

Individuals have a tendency to engage in activities that they perceive they are capable to 

bring to fruition. Bandura stated that individuals’ perceptions of their abilities to perform 

are guided by their education, knowledge, and skills that make them suitably proficient to 

carry out a particular task (Torff & Sessions, 2008; Tschannen-Moran & Woolfolk, 

2007). Without self-efficacy, there is little incentive to persevere when faced with 

abstruse and challenging tasks. In addition, it is important to assert ownership in the 

ability to learn through vicarious experience, engage in a shared or collective belief, and 

manage unique emotional occurrences (Bandura, 1997). These three foundations have an 

effect on individuals’ interpretations of their effectiveness, or specifically, self-efficacy 

(Tschannen-Moran & Woolfolk Hoy, 2001).  

https://www.frontiersin.org/articles/10.3389/fpsyg.2016.01486/full#B2


 

19 

Teachers’ Self-efficacy 

The self-efficacy construct is an essential characteristic in Bandura’s social 

cognitive theory and laid the foundation for research into teacher self-efficacy (Bandura, 

1977, 1986, 2001a, 2001b). The interests of teachers are primarily based on their 

perceived abilities to perform specific tasks.  

Teachers’ judgments of their efficacy are connected to how they cognitively 

believe they are inclined to competently perform, rather than what they can truly 

accomplish or execute (Ross & Bruce, 2007). Self-efficacy can be improved by 

cognitively changing the perceptions of the capabilities of performance. Teacher self-

efficacy is displayed when teachers are psychologically able to have a full understanding 

of their character advantages and weakness to determine what they believe they are 

notably qualified to accomplish on the job (Bandura, 1986). 

Positive Psychology  

Albert Bandura, Ed Dierner, and Martin Seligman are three key contributors of 

positive psychology; it is Seligman who is often referred to as the father of positive 

psychology. While serving as the president of the American Psychological Association in 

1998, Seligman realized the need to scientifically investigate the positive aspects of the 

components that surround a happy life rather than the traditional investigation of 

psychological illnesses associated with the field of psychology (Seligman, 1998; 

Seligman & Csikszentmihalyi, 2000). As a leading researcher in the science of positive 

psychology, Seligman pushed the mindset of this pristine and modernistic movement 

towards understanding and recognizing the positive qualities of optimism, which 

https://www.frontiersin.org/articles/10.3389/fpsyg.2016.01486/full#B2
https://www.frontiersin.org/articles/10.3389/fpsyg.2016.01486/full#B2
https://www.frontiersin.org/articles/10.3389/fpsyg.2016.01486/full#B3
https://www.frontiersin.org/articles/10.3389/fpsyg.2016.01486/full#B5


 

20 

embraces subjective well-being (SWB), work satisfaction, and self-efficacy (Duckworth, 

Quinn, & Seligman, 2009; Duckworth, Steen, & Seligman, 2005; Seligman & 

Csikszentmihalyi, 2000).  

Seligman was concerned with defining the human goal of living a good life and 

the behaviors that lead to happiness and success by applying personal strengths as 

advantages and characteristic behaviors that overcome challenges in order to prosper in 

the environment. Seligman conducted multiple studies and conceived that individuals had 

a significant impact on the quality of their life experiences (Seligman & 

Csikszentmihalyi, 2000).  

Positive psychology is the scientific investigation of what makes living, this thing 

called life, most worthwhile (Froh, 2004; Diener & Tay, 2017; Pasricha, 2017). This new 

and growing field is an aspect of psychology that focuses on the study of perceived 

strengths and the components that contribute to individuals’ unique requirements for 

what makes a happy life (Achor, 2011). Positive psychology is centered on individuals’ 

well-being, positive experiences, and characteristics (Lyubomirsky, 2013; Sachs, 2016). 

It is an aspect of psychology that scientifically investigates how individuals perceive and 

strive to live positive and meaningful lives in their environment. 

Subjective Well-Being 

Subjective well-being is the science of happiness and is defined as an individual’s 

cognitive and emotional evaluation of his or her life (Diener, 2000). Seligman and 

Csikszentmilihalyi (2000) assert that the nucleus of subjective well-being (happiness) is 

situated in past, present, and future experiences that are personal and valued. Researchers 
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identify happiness with life satisfaction: a life that goes well for individuals and over the 

past few years, an emergent body of research in the area of positive psychology has 

revealed the importance of subjective well-being in almost every domain of life (Oswald, 

Proto, & Sgroi, 2015; Pasricha, 2017; Seligman, 1998). 

According to years of research in the area of positive psychology, a positive work 

environment promotes happiness which generates better job satisfaction, engagement, 

higher levels of enjoyable relationships and interactions with others whom are also 

employed to teach young children (Cochran-Smith & Lytle, 1999; Lee & Quek, 2018).  

Head Start and Pre-Kindergarten Programs 

Early childhood teachers play a key role in the preschool workforce. Head Start 

employs teachers that bring a variety of cultural, linguistic, social backgrounds and levels 

of experiences to instruct and interact with children who are similarly diverse. Head Start 

is America’s largest federally funded preschool program that prepares at risk children for 

kindergarten who are from families that lack educational resources because they are 

confined by the restraints of poverty (US Department of Health and Human Services, 

2018).   

 Head Start and pre-kindergarten programs are designed to prepare children for 

kindergarten, and current research shows that effective professional development 

supports teachers in cultivating preschool readiness in young children (Lee, 2016; Piasta, 

2016). Head Start and pre-kindergarten programs are preschool interventions that are 

designed to enhance developmental competencies that will foster the skills needed to 

handle the developmental expectations of kindergarten. The interventions are intended to 
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help close the gap in skills between children who are at risk of educational difficulties 

and their same age peers who are not at risk (Lonigan, Goodrich, & Farver, 2018). 

According to the US Department of Health and Human Services, (2018), Head Start 

offers services to families that include assistance in education, nutrition, health and social 

development supports school readiness for the young learner. Established in 1965, more 

than 50 years, Head Start centers have served over 33 million children in various 

communities throughout the nation. The negative effects of living in poverty often 

requires efforts of prevention along with interventions that will help this unique 

population of young children have a fairly equal chance of literacy learning as their peers 

who are not living in poverty (US Department of Health and Human Services, 2016). 

The public-school district offers half day or full day pre-kindergarten programs to 

eligible children’s who meet specific criteria and the program is based on the state and 

district guidelines and policies. Both programs have limited availability with specific 

requirements of cost, children who are eligible for the program and certification of 

preschool teachers (Texas Education Agency, 2017a; US Department of Health and 

Human Services, 2018).  

Program Funding, Enrollment Eligibility, and Teacher Criteria 

Head Start is government funded and enrollment is limited to children who are 

from families with low incomes and living in poverty, or meets one of the following 

criteria; homeless, lived in foster care, limited English, or at least one parent is active 

military. In addition, Head Start teachers’ qualifications may vary from state to state.  

Head Start center-based teachers must have an associate’s or higher degree in child 
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development, or early childhood education, or equivalent coursework. Assistant teachers 

must hold a Child Development Associate Credential (CDA), or state- awarded certificate 

that meets or is equal to a CDA, which requires 120 hours in formal training and 

additional hours in child care experience (US Department of Health and Human Services, 

Office of Health and Human Development, 2018). According to the Texas Education 

Agency (2017b), pre-kindergarten, offered in the public-school district, may receive 

government funding, however, in certain situations, a district has the option of charging 

tuition to provide an additional half day for free pre-kindergarten classes.  

Children must be four years of age on, or before, September 1, of the school year 

and meet the same eligibility requirements as Head Start, with the exception of living in 

poverty. The Individuals with Disabilities Act (IDEA), (US Department of Health and 

Human Services, 2018), allows three and four-year-old children with disabilities to 

receive related services and attend preschool with no cost to the parents. However, the 

public preschool programs vary depending on the state. In Texas, preschool teachers must 

meet the state requirements of having at least a four-year degree, certified to teach in the 

state of Texas and possess a preschool endorsement in order to enter an early childhood 

classroom ready to prepare children for learning (Early et al., 2006; Texas Education 

Agency, 2017b).  

School Readiness for Young Children 

Research shows that children who enter kindergarten after participating in center-

based preschool programs generally have better developmental age appropriate skills and 

are less likely to repeat kindergarten than their peers who do not participate in these 
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programs. Current research shows that preschool programs are effective when 

professional development supports teachers in cultivating preschool learning in young 

children (McWayne et al., 2012a, 2012b). 

  Moreover, studies indicate that three and four-year-old children who participate in 

preschool programs with quality teachers who use best practice strategies, along with 

research based developmentally appropriate curriculum, and are successfully preparing 

them with the foundational skills they need to be equipped to think critically (Cobanoglu 

& Capa-Aydin, 2015; Coolahan, Fantuzzo, Mendez, & McDermott, 2000; Preschool 

Curriculum Evaluation Research Consortium, 2008). Consequently, children are 

attentive, and enthusiastically geared up to start school and the need for young children to 

be ready for school is an area of considerable interest and debate in current educational 

policy (Domitrovich et al., 2009; Piasta, 2016).  

There is not a national definition of school readiness; however, there are 

approaches to learning that assist in the primary goal of pre-kindergarten programs that 

all children shall enter kindergarten ready to learn (Lee, Zhai, Brooks-Gunn, Han, & 

Waldfogel, 2014). This may be referred to as “school readiness” by many preschool 

educators. According Bogard and Takanishi (2005), the North Carolina Ready for School 

Goal Team, issued a report in 2005 asserting school readiness is determined by the 

condition of the young learner when they enter school and the school's readiness to 

receive them. Early childhood teachers are expected to provide a cognitively appropriate 

education that utilizes developmentally appropriate practices (Golinkoff & Hirsh-Pasek, 

2006; Semmar & Al-Thani, 2015).  
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Developmentally Appropriate Practices (DAP) 

Preschool classrooms that implement developmentally appropriate practices 

promote individual, developmental, and cultural characteristics that represent all of the 

children (Mohamed & Al-Qaryouti, 2016; Piasta, 2016). Developmentally appropriate 

practices (DAP) are considered a best practice and follows a constructive model. 

Children’s’ learning is enhanced by opportunities that allow them to engage with their 

environments by way of actively constructing their unique learning environments. 

Developmentally appropriate practices are grounded in evidenced based teaching 

strategies (Lee et al., 2014). Best practices are defined as current practices that already 

possess a high level of widely-agreed effectiveness and expended to support how children 

process learning before enrolling into kindergarten. (Joyce & Calhoun, 2010). Potentially 

at-risk children can appropriately benefit from teachers who are positive, caring, and 

implement best practice program experiences that are well planned and motivationally 

engaging for preschoolers. 

According to and Copple and Bredecamp (2009), there are three key components 

of developmentally appropriate practices. First, knowing about child development and 

learning. Developmentally appropriate practices are considered best practices when they 

are used with evidenced based teaching strategies that are built on what is known about 

the development of children and how children acquire knowledge. Second, knowing what 

is developmentally appropriate. The teacher maintains developmentally appropriate 

expectations that supports critical thinking in young learners (Fabes, Martin, Hanish, & 

Updegraff, 2000; Jennings, 2015).  The third, key component of developmentally 
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appropriate practices is knowing what is culturally appropriate. According to Copple and 

Bredecamp (2009), young children enter Head Start programs from all cultures, with 

different experiences, and differentiated ways of acquiring new knowledge. In addition, 

teachers must be able to meet the learning needs of all who enter their diverse 

classrooms. 

Developmentally appropriate practices allow teachers to organize comprehensive 

classroom approaches that are intentional, developmentally appropriate, promote 

learning, are culturally sensitive, and are connected with procedures and standards of the 

educational agency (Mohamed & Al-Qaryouti, 2016). Developmentally appropriate 

practices include instructional activities that reinforce cognitive, emotional, social, and 

physical developmental domains in preparing children for school (Duran, Ballone-Duran, 

Haney, & Beltyukova, 2009; Fantuzzo, Gadsden, & McDermott, 2011).  Effective Head 

Start teachers are mindful of the unique needs of the children they teach and by observing 

how children interact is such activities as play, teachers are able to learn about their 

interests, what they are able to do, and monitor their developmental progress (Han, 

Moore, Vukelich, & Buell, 2010).   

It is important that Head Start teachers keep current with developmentally 

appropriate practices regarding teaching strategies, professional development geared to 

specific curriculum, and professional learning opportunities for enhancing their skills and 

pedagogy to be ready for the demands of kindergarten as delineated by Head Start 

Agencies in Texas (Cobanoglu & Capa-Aydin, 2015).   



 

27 

School Readiness Goals of the Office of Head Start  

The school readiness goals of Head Start programs lead to expectations for early 

learners and the growth-related gains they will make as they pass through academic and 

developmental areas that will enhance their skills needed to be ready for kindergarten 

(US Department of Health and Human Services, Office of Health and Human 

Development; 2018). Teachers need to endow children with the basic abilities and 

knowledge needed to support a general foundation and skills. This foundation will 

provide the children with support with the capacity to learn and gain understanding from 

their interactions and experiences with others (Puma, Bell, Cook, & Heid, 2010). Head 

Start provides young children with experiences where they are able to associate with 

others positively, control their emotions, pay attention, remember lessons taught, follow 

teachers’ directions, finish tasks, and practice independently what they have learned. The 

Head Start agencies have established a Framework that can be applied as a guideline to 

delineate the areas of developmental growth of young children moving towards 

kindergarten readiness (Nemeth, 2011). 

Head Start Early Learning Outcomes Framework: Ages Birth to Five  

According to US Department of Health and Human Services, Office of Health 

and Human Development (2018), the 2015 revised research-based Head Start Early 

Learning Outcomes Framework is a formal document that functions as a guideline to 

address the pivotal areas of development and learning that are used by Head Start 

programs.  The framework is used to establish school readiness goals for young learners, 

monitor children’s progress, align curricula, support staff training and professional 
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development, and support early learning and developmentally appropriate practices and 

program planning. In addition, quality preschool education for Head Start children is 

created by teachers who are knowledgeable in content and skilled in the instructional 

approaches that meet those guidelines. According to Bailey (2010), content knowledge 

refers to the knowledge that teachers have about their subject area and material.  

Early childhood teachers are intended to implement instructional materials that 

are familiar and methods that are sensitive to each child’s developmental needs. The 

learning outcomes have the propensity to expose a variety of rich experiences that 

support emergent skills, so they can come to school ready to learn (Landry, Swank, 

Smith, Assel, & Guennewig, 2006). Children attending preschool programs can receive 

additional benefit from Head Start adopted curriculum that is targeted at sharing 

objectives that are common to the Texas Essential Knowledge and Skills (Nguyen, 

Jenkins, & Auger Whitaker, 2018; Texas Education Agency; 2017a).  

School Readiness Goals of Texas Pre-Kindergarten Programs 

According to Texas Education Agency (2017a), public pre-kindergarten programs 

adhere to Texas policies that state curriculum must be aligned to the Texas Pre-

kindergarten Guidelines, implement intensive professional development for teachers, 

assess, evaluate, and monitor children’s progress, and encourage family involvement. The 

Texas curriculum standards are called Texas Essential Knowledge and Skills (TEKS) and 

the standards are adopted by the State Board of Education. The TEKS outline what 

children should know by the end of their current grade. However, there are no TEKS for 

pre-kindergarten nor is there a required state program (Texas Education Agency, 2017a). 
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On the other hand, the Texas Education Agency provides Prekindergarten Guidelines that 

are voluntary and consist of ten developmentally appropriate skill domains that support 

integration of the program of study.  

The Texas Pre-kindergarten Guidelines identify specific goals for children in the 

content areas of language and early literacy development, mathematics, science, social 

studies, fine arts, health and safety, personal and social development, physical 

development, and technology applications. These parameters emphasize the child’s 

conceptual learning, acquisition of basic skills, relevant learning experiences and share 

similar educational aims as Head Start programs. Head Start is an intervention program 

that has taken on the challenge of making low-income preschool age children ready for 

kindergarten by coming between the disparity of resources and the lack of deserved 

opportunities in an effort to close the gap of educational inequality (Guarlnick, Connor, 

Hammond, Gottman, & Kinnish, 1996; Texas Education Agency, 2017a). 

Head Start Programs are Critical to Closing the Achievement Gap 

Nationwide, state and local preschool and Head Start programs vary, and some 

preschool programs are more effective than others (National Association for the 

Education of Young Children. 2009a, 2009b; Wells, 2017).  In 2015, the federal 

government-initiated changes in an effort to render Head Start more effective and provide 

young learners with the opportunity to build gains in cognitive and social development 

(US Department of Education, 2011).  

Research confirms that intervention programs such as Head Start is an effective 

preschool program that increases children’s outcomes, decreases future school failure, 
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along with helping to close the achievement gap within the early childhood education 

domains. For example, the Perry Preschool Project of High Scope is one of the best 

known and most comprehensive studies conducted based on the long-term effects of 

preschool education. According to Schweinhart and Weikart (1997), the Perry Preschool 

Program was a meta-analysis carried out in Ypsilanti, Michigan in form 1962-1967. The 

purpose was to investigate the effects of early childhood preschool programs created as 

interventions with all- inclusive curriculum programs to close the achievement gap for 

children of families living in poverty. The project focused on a group of African 

American children living in poverty who were identified "at risk" with little change of 

being prepared for academic success later in school.  

The young children were enrolled and participating in preschool programs geared  

towards the preparation of kindergarten readiness. Three and four-year-old children were  

enrolled and observed at school and via home visits in various groups for a period of  

three years.  The intervention was provided as a half - day program and applied for two  

years. The results of the Perry Preschool project showed that effective preschool  

programs can provide preschool aged children with the skills and educational advantages  

needed to increase opportunities of lasting educational benefits that last decades beyond  

the preschool years (Campbell, Ramey, Pungello, Sparling, & Miller-Johnson, 2002). 

In addition to the High/Scope Perry Preschool Program project, a similar study, 

the Carolina Abecedarian Project, was initially implemented in 1972, and involved a 

more intensive intervention that used much younger participants. The researchers posited 

that the earlier the interventions are implemented, the better and longer the children will 
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benefit from the academic, physical, and social advantages of the outcomes. As in the 

previous research of the early 1960s, African American children were participants in the 

study. The Carolina Abecedarian Project, consisted of 111 infants with an average age of 

four months participated in preschool intervention program for five years. Future 

observations of the participants indicated that the long-term effects of the intervention for 

participants up to age 20 years benefitted many years beyond the term of the study. The 

longitudinal data concerning the participants showed lower drop-out rates, lower rates of 

crime, reductions in teen pregnancy, higher rates of employment, higher rates of high 

school graduation, higher rates of college attendance, lower divorce rates, and retention 

of families (Ramey & Campbell, 1984). 

Therefore, it is understandable that policy makers around the world recognize that 

a goal of enrolling all children and keeping them in school is essential for social and 

economic development. Children have the opportunity to possible improve the quality of 

their lives by attending preschool programs that implement comprehensive curriculum 

(US Department of Health and Human Services, 2018). 

Curriculum in Early Childhood Education Programs 

Curriculum has the power to determine what teachers teach. According to the 

National Center on Quality Teaching and Learning (2014), the existing Preschool 

Curriculum Consumer Report, avers every curriculum has strengths and weaknesses that 

pass-through learning domains and components of the curriculum. There is no one size 

fits all when it comes to early childhood curriculum (Cobanoglu & Capa-Aydin, 2015). 

However, a good fit curriculum is comprehensive and addresses multiple areas in the 
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Head Start Child Development and Early Learning Framework (HSCDELF). It must be 

comprehensive, contains a written plan with intentional lessons for activities 

commercially available and current approved for use in the Head Start program (National 

Center on Quality Teaching and Learning, 2014). Curriculum determines what is taught 

and should be enhanced to become the best fit for each program.  Research has indicated 

that prior to children entering kindergarten classrooms; Head Start can support and 

improve the development of early learning skills. Effective professional development 

promotes the implementation of best practices in daily classroom instructional routines 

(Cobanoglu & Capa-Aydin, 2015; Domitrovich et al., 2009; Gambrell & Morrow, 2014).  

Children who are instructed by teachers who receive effective professional 

development in curriculum strategies have a sound chance at demonstrating positive 

developmental growth when the curriculum is connected to their individual lives (Landry, 

Anthony, Swank, & Monseque-Bailey, 2009).  

Competent early preschool teachers are supported by leadership who offers 

effective professional development that promotes the application of best practices for 

implementing curriculum in their daily classroom instructional routines (Piasta, 2016).  

Effective professional development encourages teacher implementation of successful 

instructional programs that are comprised of research-based curriculum.   

 Early childhood instructional programs that are integrated, meets Head Start 

Performance Standards, Texas early childhood standards, and aligns with the TEKS 

provides children with a sound intervention foundation for school readiness (Halle, Hair, 

Wandner, & Chien, 2012). Frog Street for Pre-Kindergarten and Scholastic Big Day for 



 

33 

Pre-K are two preschool based curricula that are used in Head Start classrooms to 

promote kindergarten readiness (National Center on Quality Teaching and Learning, 

2014). It is important that both programs implement professional learning activities that 

familiarize teachers with the curricula materials specifically designed for the children and 

teachers alike. It is of more benefit to both groups of learners (teachers and children) that 

teachers are provided effective training in the form of group orientation rather than 

merely on the job training to ensure proper curriculum fidelity and teaching confidence 

(Cobanoglu & Capa-Aydin, 2015).   

 Teachers tend to have high levels of happiness when they feel confident that they 

have the skills and pedagogy to be an effective teacher, help students learn new things, 

and have positive relationships with co-workers even when most of their day is spent is 

the classroom in isolation (Renshaw et al., 2015). Effective professional development 

includes successful instructional programs and research-based curriculum that are at the 

core of good teacher learning experiences (Guskey, 2000; Reeves, 2010). 

Frog Street Pre-K 

According to the National Center on Quality Teaching and Learning (2014), the 

current Preschool Curriculum Consumer Report avows Frog Street Pre-K as a dual 

language early education curriculum that is grounded in child development principles, 

comprehensive across domains, and targets specific learning goals and objectives geared 

towards three and four-year olds. It contains 36 weekly lesson plans within nine themed 

units of instruction.  Frog Street Pre-K contains eight learning domains that are connected 

to the domains and goals of Head Start Child Development and Early Learning 
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Framework (HSCDELF).  The curriculum includes classroom management and social 

emotional programs that that can be easily integrated and engaging for young children. 

The curriculum materials are specifically designed for teachers and specifically designed 

for a culturally diverse student population. Professional development offered by the 

authors consists of an initial one-day onsite training, one subsequent half day follow- up 

training, and addition content specific trainings are available in the forms of whole group 

instruction and customized classroom coaching, along with internet on line webinars.  

As of 2015, there is no proof of peer reviewed research studies on Frog Street Pre-

K. There is no evidence of the effectiveness of curriculum implementation, research 

rigor, replication, or generalizability concerning the program. Thus, Frog Street Pre-K is 

not grounded in scientific research. However, there is some indication that it is rated as a 

high-quality program. The cost of Frog Street Pre-K curriculum per classroom (National) 

Bilingual is $3,799.99; (National) English or Spanish is, $3,199.99. 

Scholastic Big Day for Pre-K 

Scholastic Big Day for Pre-K, in accordance with the National Center on Quality 

Teaching and Learning (2014), the most current Preschool Curriculum Consumer Report, 

is also an early education curriculum that is grounded in child development principles, 

evidence based, comprehensive across domains, and targets specific learning goals and 

objectives.  It contains eight themed units of instruction and five key elements of success 

that includes technology and a comprehension program that covers social emotional and 

cultural context (National Center on Quality Teaching and Learning, 2014). The domains 

within the program are connected to the domains and goals of HSCDELF, and the 
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domains are linked to a scope and sequence that is embedded into the learning activities 

of the curriculum. The curriculum includes classroom management and social emotional 

programs that that can be easily integrated and engaging for young children. The 

curriculum materials are specifically designed for teachers and specifically designed for a 

culturally diverse student population. The materials have allowed for adaptation to 

children with special needs.  Professional development offered by the authors consist of 

an initial one-day onsite training with free internet online webinars, ongoing professional 

development for a limited number of topics, one subsequent half day follow-up training 

and additional half day trainings on selected topics within the curriculum. In addition, 

content specific trainings are available in the forms of whole group instruction and 

customized classroom coaching, along with internet on line webinars.  

As of 2015, there are no peer reviewed research studies on Scholastic Big Day for 

Pre-K. There is no confirmation of the effectiveness of curriculum implementation, 

research rigor, replication, or generalizability concerning the program. Thus, Scholastic 

Big Day for Pre-K is not grounded in scientific research. However, there is some 

indication that it is rated as a high-quality program. The cost of the program’s curriculum 

materials per classroom are $2,850; half day implementation training is $2,909; and 

 $2,899 provides a full day implementation professional development training for 

preschool teachers. Manuals are available at additional cost as well on-going professional 

development trainings for the teachers, as indicated in the Preschool Curriculum 

Consumer Report (National Center on Quality Teaching and Learning, 2014)   
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Professional Development for Teachers 

Professional development for teachers is structured professional learning that is 

intended to change teachers’ attitudes, and enhance how teachers’ instructional practices 

improve children’s learning outcomes (Darling-Hammond et al., 2017). Essentially, 

professional development,’ happens to’ teachers and professional learning is the 

subjective experience gained from it (Bayar, 2014). The professional learning of teachers 

supports the complex school readiness skills children need to learn for future success. 

Professional development in early childhood education is a process of improving 

teacher pedagogy and instructional strategies that can be implemented on the job in daily 

classroom routines (Landry, Swank, Smith, Assel, & Guennewig, 2006).  Educators and 

policymakers are recognizing that successful professional development has the promise 

of generating a dominant effect on how preschool teachers teach and what young children 

learn. (Office of Head Start; 2015; Texas Education Agency, 2017b). Teachers are 

expected to support preschool children with efficacious instruction through differentiated 

best practices that promote critical thinking and develop problem - solving skills for 

potential use in life (Martin et al., 2014). 

Effective teaching fosters analytical reasoning and learning outcomes for 

culturally diverse classrooms (Evens, Elen, Larmuseau, & Depaepe, 2018). The core 

intention of professional development is to provide meaningful teaching strategies that 

enhance the professional knowledge, skills and attitudes of teacher by specifically 

enhancing content and pedagogical knowledge. Professional development is closely 
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linked to teachers’ instructional skills along with the cognitive and developmental 

outcomes gained in preschool programs (Polly et al., 2015).  

Current research shows that children’s learning and positive results are linked to 

how teachers teach and professional development experiences (Gambrell & Morrow, 

2014; Guskey 2000; Roehrig, Dubosarsky, Mason, Carlson, & Murphy, 2011). For 

example, The Council of Chief State School Officers (2009) conducted a meta-analysis 

that confirmed with scientific evidence that professional development in specific content 

areas has a substantial positive impact on children’s outcomes and how teachers teach. 

The two-year, longitudinal study, included a sample population of kindergarten through 

senior high teachers providing instruction in math and science. Approximately 400 

studies on professional development were identified, 74 focused on professional 

development design and the outcomes of children, 16 of the studies showed significant 

improvement on children’s learning. The results showed that professional development 

that was curriculum focused, meaningful, embedded, on-going, engaged the teachers, and 

improved the learning of children. 

Productive professional development provides teachers with the means to 

cultivate higher order thinking skills in children which promotes and encourages 

international academic competitiveness for the future (Antoniou & Kyriakides, 2013).  

Professional development has gained international recognition and has evolved into an 

international concern. Antoniou and Kyriakides (2013), conducted a study and found that 

many countries succeed in integrating formats of professional development into their 

teaching practices and confirm that worthwhile professional development can support 
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instructional practices implemented in classrooms with preschool children. The study 

included 130 primary school teachers in the Republic of Cyprus that participated in 

professional development program utilizing a professional development approach 

focused on children’s outcomes and a method aimed at quality of teaching (teaching 

skills).  The study concluded that teachers vary in experience, abilities, and teaching 

skills, as well as, needing to receive professional development that targets their unique 

needs, focusses on specific content, and occurs consistently while being embedded in 

what is practiced in the classroom. Thus, it is clear to determine that experiences are 

shaping teachers attitudes internationally as well as within the US.  

Currently, professional development is the only vehicle educational leaders have 

to improve the capacity of what teachers need to do their jobs (Mizwell, 2010). A 

considerable number of educational leaders attempt to meet the professional growth 

needs of teachers by offering the all too familiar antiquated formats of professional 

development that are presented as one-time events in an effort to raise the potential of 

teachers (Darling-Hammond et al., 2009). Nevertheless, many teachers feel that the 

professional development that they are mandated to attend is not providing them with 

what they need to effectively teach with confidence in order to produce critical thinkers 

in their classrooms.  

For instance, Hardin and Koppenhavaer (2016) studied teacher perspectives on 

professional development. In particular, they were interested in exploring the ways in 

which teachers react to mandated professional development. Based on 518 surveys 

gathered from teachers, the findings indicated that teachers were not willing to devote 
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planning time or after school time to professional development content, but proved to be 

open to virtual learning as a medium. Thus, teachers are likely to be open to certain forms 

of professional development, but often resent the imposition and inconvenience of 

mandated professional development.  

Supportive professional learning experiences can improve teaching strategies by 

providing effective options which supplies a means to substitute ineffective behavior for 

behaviors that promote children’s learning (Stewart, 2014). Teachers want to know that 

their professional learning is effective and will be evidenced in the quality of their 

teaching. Professional development consists of professional learning experiences, events, 

and activities that enables the learning of teachers. Effective professional learning is 

supported, continuous, and provides teachers with the knowledge and skills necessary to 

assist children with successful classroom learning outcomes. Many educators are leaving 

behind the common thinking of professional development as simply activities or events, 

and substituting or rebranding it as professional learning (Stewart, 2014).  Regardless of 

the label, professional development or professional learning, it remains the vehicle used 

to enhance how teachers teach. Effective professional development formats that avoids 

one-size fits all solutions and considers differentiated needs, are vital to the pedagogical 

growth of teachers (Bayar, 2014).   Best practice training strategies should identify the 

priorities that best fit the curriculum circumstances of each unique teacher. Active 

learning that allows for teachers to focus on specific needs within their classrooms has 

shown to improve teaching practices (Durksen, Klassen, & Daniels, 2017).  Quality 

teaching via appropriate teacher development is key for global competitiveness in the 
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education arena. Effective professional learning continues to hold a beneficial and critical 

role in the development of quality teachers (Darling-Hammond et al., 2017). 

Not all professional development is beneficial to teachers teaching and children’s 

learning. A number of early childhood teachers have mindsets that their effectiveness in 

the classroom is impeded because professional development opportunities do not meet 

their individual needs for pedagogy enhancement or curriculum implementation, do not 

give them the chance to provide their input in the planning, and they generally receive 

one day workshops with no follow through (Darling-Hammond et al., 2009). Simply 

introducing new knowledge to improve teaching is not adequate. Teachers do not 

struggle with learning a new skill, concept or strategy, they struggle implementing it into 

their instructional routine (Forward et al., 2011). It must be effective to be esteemed as 

useful. Research shows that offering professional development alone is not enough, it 

must be ongoing with teacher supports built in (Evens et al., 2018; Fraser et al., 2007; 

Guskey & Yoon, 2009). Teachers need intentional supports provided by leadership when 

introduced to a new way of teaching. Professional development that is ongoing provides 

the scaffolding considered necessary for continued efficacious teaching, specifically 

when it is intended to change teachers’ classroom behaviors. When supports are lacking, 

and teachers are not able to use the new strategy, they abandon it and revert back to their 

familiar way of teaching (Forward et al., 2011).  

Therefore, the problem is not that the teachers are lacking professional 

development opportunities. The problem is the professional development that is provided 

is not deemed as effective and meaningful to the teachers. In essence, it is not meeting the 
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pedagogical needs to support children’s academic and developmental growth and 

therefore, is considered not worth attending (Darling-Hammond & Richardson, 2009).  

Research supports the connection between professional developmental, teachers’ 

instructional abilities and children’s outcomes as previously indicated in the Council of 

Chief State School Officers (2009) systematic review of numerous studies that confirmed 

with scientific evidence that professional development in specific content areas has a 

significant positive impact on children’s outcomes and teachers’ instructional strategies. 

Indeed, professional development is vital for teachers’ knowledge and 

professional growth, moreover, ongoing professional development has a very strong 

connection on how teachers teach and how they support children’s learning (Joyce & 

Calhoun, 2010). Quality professional development creates an opportunity for job 

embedded learning which is related to teachers’ specific program of instruction (Bruce et 

al., 2010; Holzberger, Philipp, & Kunter, 2013). The world’s knowledge is constantly 

evolving, and has an ecological impact on what children need to know and what teachers 

need to teach must keep up with the advancements. The increasing skill requirements 

may result in difficulties for young children who are not prepared for the developmental 

demands of kindergarten. 

The majority of teachers are mindful that effective professional learning activities 

train them in best practice strategies and positive attitudes needed to motivate children to 

strive to be intelligent, morally and ethically responsible future leaders who are 

productively sane citizens in society. Teachers are a key component in how students’ 

value education and the world they live in (Shady et al., 2013). Professional develop 
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provides teachers with valuable experiences that they can impart to students that brings 

forth enhanced learning performance and attitudes in the classroom.  

Teachers’ Attitudes about Professional Development 

Teachers’ experiences in professional development shapes their attitudes and 

meaningful trainings promote positive experiences.  Teachers’ attitudes, perceptions of 

their teaching competence, and general well-being are important for understanding and 

improving educational processes. There are a few teachers that are positive about 

professional development as it relates to teaching, nonetheless, a sizable number of 

preschool teachers have conflicting attitudes and question the effectiveness of outdated 

professional development formats that are presumed to improve teaching behavior in the 

classroom (Shore, 2012; Torff et al., 2005).  

In spite of this, there is a wide range of teachers that feel the mandated trainings 

do not meet individual content knowledge needs, and lacks in preparing them with a 

sense of competence to perform their duties, which inadvertently creates feelings of 

diminished job satisfaction (Renshaw et al., 2015; Torff & Sessions, 2008; Tschannen-

Moran & Hoy, 2007).  According to Torff, Sessions, & Byrnes (2005), teachers’ attitudes 

regarding professional development are diverse and teachers’ perceptions about how they 

feel about professional learning experiences are related to how prepared and comfortable 

they are about work-related tasks. Teachers value professional development formats and 

activities that are meaningful and enhance their pedagogy to improve their teaching.  

Many teachers feel that professional development is not meeting their individual 

needs and not providing them the necessary support for improving children’s learning. 
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Studies show that most teachers who have engaged in professional development feel that 

it was not valuable, not worth their time, and did not enhance their content knowledge. 

For example, de Vries et al., 2013), studied the importance of teacher attitudes 

concerning professional development and found that teachers with a strong child-focused 

approach benefitted from professional development.  Based on professional learning 

experiences attitudes are formed and teaching strategies are enhanced or begins to erode. 

As mentioned previously, Antoniou and Kyriakides (2013), conducted a study on an 

integrated approach to teacher professional development, based in the Republic Cypress 

in the Eastern Mediterranean. The results indicated that professional development 

experiences determine increase or deterioration over time.  

Professional development can increase perceptions of teaching capabilities or 

deflate them, and happiness at work can end with the same joyful enthusiasm as it began 

with; or not (Lin, 2013).  Teachers attitudes vary and they are affected by the 

effectiveness of professional development.  Many teachers feel that the traditional and 

antiquated formats of professional development simply is not working (Darling-

Hammond et al., 2009). Professional development approaches for teachers and staff have 

traditionally maintained a reputation of low-quality experiences with little faith that it 

will assist in improving children’s learning. 

Literature reveals that educators seem to be reluctant and unmotivated to 

participate in professional development activities because teachers feel that much of the 

professional development that they attend has little impact on the daily routines, duties, 

and responsibilities that are mandated (Darling-Hammond et al., 2009; Reeves, 2010). 
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Professional development is essential for maintaining high quality teachers and a lack of 

professional development experiences can result in teacher’s ineffectiveness in the 

classroom (Klassen & Chiu, 2010). Educators want to participate in effective professional 

development that improves children’s learning, however, a lack of professional learning 

experiences can result in many teachers feeling unprepared, unsupported, and unable to 

meet the demands of their positions that require priming young children for school 

readiness and success for future learning (Duncan et al., 2007; Halle et al., 2012).   

The traditional form of professional development with a general focus on one-

time workshops for delivering pedagogy; is not working and may be hindering the 

movement towards improving children’s learning by not improving how teachers teach 

(Baker, 2018). Pedagogy is identified as strategies or styles of instruction. Some teachers 

may not be provided with opportunities to observe the classrooms of more experienced 

colleagues, plan and work collaboratively, or receive valuable feedback from mentors 

and instructional coaches (Gilbert & Harte, 2013; Neuman & Cunningham, 2009; 

Onchwari & Keengwe, 2008). Routinely, the training is intermittent, not adequately 

supported in order to be effectively implemented in the classroom, and many times, not 

valued by the teachers. Many preschool teachers believe that their effectiveness in the 

classroom is not satisfactory due to lack of chances for pedagogy enhancement or 

curriculum implementation, little time is provided or allowed to collaborate with like 

teachers, and no follow up with assessment of evaluation to determine whether the new 

concept or skill works or not. (Darling-Hammond & Richardson, 2009). Professional 

development that is not continuous and does not have the means to determine whether it 
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is improving instructional strategies, breeds the onset of doubt and diminishes teachers’ 

perceptions of self-efficacy. 

Albeit, preschool teachers are professionals with sensitivities of confidence that 

are linked to attitudes about professional development, however, their perceptions of self-

efficacy grounded in what they believe they can accomplish at work. It is important to be 

mindful of the importance of approaching daily teaching activities with positive levels of 

self-efficacy and subjective wellbeing (happiness) while engaging in daily routines that 

require confidence to carry out the task successfully.  

Role of Self-Efficacy in Professional Development 

Professional development is an essential component for increasing teachers’ 

beliefs that they have what it takes to be an effective teacher and enjoy what they were 

hired to do. Bandura defined self-efficacy as “…beliefs in one’s capabilities to organize 

and execute the courses of action required to produce given attainments” (Bandura, 1997, 

p. 3).  Teachers’ judgments of their efficacy are connected to how they cognitively 

believe they are inclined to competently perform, rather than what they can truly 

accomplish or execute (Ross & Bruce, 2007). It is possible to measure how teachers 

perceive their teaching competence. The TSES was designed to determine what teachers 

perceive as creating the most difficulty for them in their daily school activities. Three 

subscales on the measure determine teachers’ efficacy in instructional strategies, 

teachers’ efficacy in student engagement; and teachers’ efficacy in the classrooms. The 

questions generated on this scale have the capability of capturing teachers' personal 

assessments of what they feel they can be successful at, as well as, probing specific 
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teacher tasks according to what materials of instruction are available along with their 

character advantages and weaknesses, and efficacy in classrooms along with identifying 

the daily challenges experienced while on the job (Knoblauch & Woolfolk Hoy, 2008).  

 Bandura (1977; 1986; 1997) stated that teachers’ agency in the classroom is 

motivated by their self -efficacy for teaching.  Researchers show that there is a 

connection between teachers’ self-efficacy and children’s learning outcomes (Duran et 

al., 2009; Goddard & Goddard, 2001; Guo, Justice, Sawyer, & Tompkins, 2011; Klassen 

& Tze, 2014).  Proficient preschool teachers are supported by formats and standards for 

professional development that sustains daily classroom instructional routines and school 

leadership in local school agencies should provide professional learning activities for 

teacher to promote efficacious teachers.  

 Professional Development Paradigms 

Professional Learning Standards 

Darling-Hammond and Richardson (2009) have asserted that researchers have 

delineated the Standards of Professional Learning as a successful new paradigm for 

professional development experiences for teachers acquiring pristine pedagogical 

knowledge and skills. This innovative model is anticipated to create powerful 

professional development experiences for teachers that may be evidenced in the 

classroom. How well children perform in school is a key indicator of the effectiveness of 

professional development (Guskey & Yoon, 2009).  

The Standards for Professional Learning are national guidelines that support 

professional learning aimed at all teachers to enrich classroom outcomes (Bailey, 2010). 
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Within the US, a number of educational agencies in 40 of 50 states have embraced the 

standards as a guide for implementing effective professional development for public 

school teachers, however, all teachers can benefit from proven guidelines that promote 

teacher’s knowledge and skills (Bailey, 2010; Guskey & Yoon, 2009). Current research 

states that this newly introduced protocol for professional learning is complex and 

necessitates commitment from education agencies and teachers (Baker, 2018; Darling-

Hammond et al., 2017; Egert et al., 018).  

Educators worldwide are increasingly becoming knowledgeable about the 

connection between learning outcomes and effective professional learning (Forward et 

al., 2011). Effective professional development has been defined as having the following 

characteristics: (a) rich content that is specifically selected to enhance and develop 

teachers knowledge and skills, (b) clear and well defined objectives and goals, (c) 

organized and effectively presented, (d) beneficial use of time, (e) differential types of 

pedagogy, (f) explanations with applications, and (g) valuable assessments for evaluation 

that include timely feedback (Darling-Hammond  et al., 2009; Guskey & Yoon, 2009; 

Joyce & Calhoun, 2010). Effective professional development is planned, purposeful, 

comprehensive, supports productive change, systematic and embedded in the teachers’ 

daily teaching routines (Martin et al., 2014; Zepeda, 2013). Basically, professional 

development has been established as a vehicle for change in improving children’s 

outcomes through the accountability of standards that promote quality performance of the 

nation’s education workforce of professional teachers (Guskey & Yoon, 2009; Zepeda, 

2013). 
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Good professional learning requires significant action towards a more non-

traditional and better systematic approach to professional learning that has the potential to 

support, develop, and improve the knowledge and skills of almost four million teaching 

professionals who will perform as teachers within the diverse classrooms in America 

(Guskey & Yoon, 2009). The Standards of Professional Learning are comprised of 

fundamental components that work together to empower teachers of all cultures and skills 

with a systematic process to expand their instructional effectiveness and promote a higher 

level of learning in their classrooms. Effective professional development will prevent 

teachers from moving forward to the past and go back to the future for continuing 

professional growth opportunities.  

Head Start Performance Standards  

The Office of Head Start requires programs to provide professional development 

for teaching staff that prepares children to be ready for kindergarten (Office of Head 

Start, 2015). The guidelines for professional development focus on effective curricula 

implementation, knowledge of the content in the Head Start Early Learning Outcomes 

Framework: Ages Birth to Five, working with families, supporting all students, managing 

classrooms, preparing children to be ready for kindergarten, and using data to improve 

student outcomes. Head Start programs implement intensive coaching opportunities that 

include observations, feedback, and modeling of effective teacher practices that are 

related or aligned to program performance goals, curriculum, and other approaches to 

professional development learning that are supervised by early childhood professional 

development experts. 
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The Head Start Program Performance Standards (HSPPS) identify the guidelines 

and minimum conditions acceptable for the operation of the continuum of over-all 

services that Head Start programs offer young children and their families. Head Start 

Performance Standards are the pillars that support Head Start’s purpose to provide 

comprehensive, high quality services that support the individualized needs of children 

from low - income families, in order to promote the learning and skills needed to be 

ready to start kindergarten after leaving preschool. Best practices in early childhood 

programs provide children with opportunities for learning success via teaching practices 

that are data driven to assess and monitor children’s growth. The HSPPS are based on 

past research that has proven to be effective in Head Start classrooms. Effective teaching, 

professional development, and high-quality curriculum can provide comprehensive 

learning experiences through programs that help children continue on pathways that are 

paved with equitable opportunities leading to future success (Office of Health and Human 

Development, 2005). 

Every Student Succeeds Act Professional Development Standards for Public Schools 

Federal government policies have made districts accountable for children’s 

learning and, in turn, districts have made teachers accountable for what students learn. 

Accordingly, teachers are answerable for what they teach and what they know (Zaslow et 

al., 2010). 

Professional development is interwoven in a network of federal, state, and local 

mandated initiatives. In 2015, as part of a federal mandate, ESSA replaced the No Child 

Left Behind Act (NCLB) of 2001. ESSA strives for high standards for the students, 
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school system accountability, closing the achievement gap between schools that 

predominantly served students from low - income families and students from higher 

income families, and making it a priority that every child is learning. ESSA subsidizes 

quality professional development programs and requires that teachers and educational 

leaders engage in effective professional learning (Texas Educational Agency, 2017b). 

Based on research, the gate keepers of this new federal law have identified a set of six 

criteria that determine the characteristics of effective professional development (Forward 

et al., 2011). 

According to Desimone (2009), professional development should be frequent and 

not open to one time or short-term workshops; second, intensive and focused on a 

discreet concept or practice; third, collaborative and involve teachers with the same 

interest and goal; fourth, job-embedded where teachers are routinely providing their 

students with effective instruction and learning is taking place in the classroom; fifth, 

data driven where teachers are making decisions based on frequent monitoring, 

assessments and evaluations of their students’ academic progress, and finally, classroom-

focused where teachers are using best practice techniques to routinely provide students 

with quality classroom instruction that facilitates learning.  

Overview of Professional Development 

Historically, many present-day school systems continue to allow schools to use 

traditional professional learning formats that were practiced in the very first teacher 

institutes in the early 1900s (Guskey, 2000).  Traditionally, teachers were uniformly 

grouped together and provided a one-time training by a stranger whose professional 
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learning activity may or may not have been relevant to their differentiated professional 

development needs (Downer, Kraft-Sayre, & Pianta, 2009). Moreover, existing research 

indicates that professional development practices for teachers in the US have seen very 

little change since the 1960s, and the currently used antiquated and more traditional 

forms of professional learning remain inadequately designed and flawed (Downer et al., 

2009; Martin et al., 2014).  

Effective professional development is rooted in research-based practices that are 

connected to standards and represent a coherent structure for teachers in educational 

environments where teaching is grounded in learning (Roehrig, Dubosarsky, Mason, 

Carlson, & Murphy, 2011; Zepeda, 2013). Focusing on improving how teachers teach 

provides opportunities for imparting new knowledge and strategies in support of 

assessing and evaluating what children learn (Matsudaira, Hosek, & Walsh, 2012). 

Successful professional development that empowers teachers is a global focus of 

investigation and is an international priority for many nations. Studies show that high 

achieving countries around the world have long since recognized that professional 

learning improves teachers’ practice (Antoniou & Kyriakides, 2013; Bailey, 2010; Polly 

et al., 2015). In order for American children to be developmentally and academically 

competitive with children in other high achieving nations, it is imperative that 

educational organizations invest and provide effective mandated professional 

development that work for all educators in order to raise the national performance status, 

of schools, teachers and children (Davies & Head, 2010; Gill & Chalmers, 2007). 
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What Counts as Professional Development for Teachers? 

Educators experience a continuum of activities and interactions as they perform 

their daily routines in their work environments (Foster, Anthony, Clements, & Sarama, 

2015). Collectively, these events are likely to have a positive impact on their knowledge, 

skills, efficacy, and subjective well-being (Renshaw et al., 2015; Zepeda, 2013).  These 

experiences range from employer mandated content specific in-service trainings days to 

everyday unexpected discussions in the lunchroom or hallways with other teachers about 

curriculum or instructional strategies. These occurrences are embedded in teachers’ 

regular work days (Forward et al., 2011).  

Teachers are learning on the job via interactions with colleagues and children 

throughout the day, and as they perform their daily classroom routines (Zepeda, 2013). 

There is no definite consensus of what might be included as professional development. 

(Joyce & Calhoun, 2010). However, professional development activities focused on 

training and intended to improve teacher performance are commonly considered 

professional learning within educational settings (Baker, 2018; Joyce & Calhoun, 2010). 

Generally, employers encourage teachers to take advantage of workshops, conferences, 

and courses available at colleges to enhance their knowledge and skills (Darling-

Hammond et al., 2009).  However, within the past decade, educational administrators and 

leaders are gradually becoming aware that teachers benefit from professional 

development in many ways and there are newer, more complex, and less restricted views 

of non-traditional forms of professional learning activities that have emerged that can be 

used daily (Desimone, 2009).  



 

53 

Impact of Professional Development on Teacher Knowledge 

Preschool teachers’ knowledge is enhanced by effective professional development 

that centers on improving the instructional practices of teachers. Every day should be a 

professional development day in the life of an efficacious Head Start teacher (Tienken & 

Stonaker, 2007). Professional development matters and professional learning for early 

childhood teachers occurs on the job (Guskey, 2000; Guskey & Yoon, 2009; Tienken & 

Stonaker, 2007). Pearson and Hoffman (2011) assert that effective teachers are 

thoughtful, able to effectively modify instructional strategies according to children’s 

needs and have well defined knowledge of their area content (Martin et al., 2014). 

Teacher knowledge is a motivating force in improving children’s achievement (Zepeda, 

2013). Effective professional development centers on improving the instructional 

practices of early childhood teachers by providing them opportunities of new knowledge 

and strategies for assessing learning. Teachers prefer professional development activities 

that are hands on, collaborative, engaging and can be used later in the classrooms to 

strengthen their instruction (Bayar, 2014). 

The purpose of professional development is to provide meaningful teaching 

strategies that enhance the professional knowledge, skills, and attitudes of teachers in 

order to improve the learning of children. Effective professional development should 

model how efficacious teachers behave in the classrooms in order to boost the learning 

capacity of the children they teach (Evens et al., 2018). Children’s learning is at the core 

of professional development, professional development impacts how teachers teach, and 

curriculum determines what teachers teach (Bayar, 2014). 
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Impact of Professional Development on Children’s Outcomes 

Children’s learning and outcomes are a primary focus of professional 

development (Darling-Hammond et al., 2009). Literature notes that there is link between 

professional development and the way children learn, subsequently, professional 

development significantly impacts children’s growth (Yoon, Duncan, Lee, Scarloss, & 

Shapely, 2007). Children’s achievement is a global concern and nations are 

internationally competitive. Educators worldwide are becoming increasingly 

knowledgeable about the connection between children’s outcomes and effective 

professional learning and the need for effective training that meets the specific standards 

that support professional learning and benefits children (Davies & Head, 2010; Gill & 

Chalmers, 2007). Professional development that is centered on children learning and 

provides an avenue for teachers to develop pedagogical skills to teach particular kinds of 

content impacts what teachers practice in the classroom and influences children learning 

(Guskey & Yoon, 2009; Hayes, 2008; Foster et al., 2015). 

According to the National Professional Development Center on Inclusion (2008), 

policy makers are looking to professional development as the solution to adequate 

preparation for helping improve teacher instructional practices. Zepeda (2013) asserts it is 

essential that improvements be made in the areas of teacher efficacy and pedagogy in 

order to improve children learning. Instructional research suggests that there is a 

significant connection between teacher learning and children’s achievement (Darling-

Hammond & Richardson, 2009). The children of our nation need to receive instruction in 
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the early education years that promotes higher order thinking skills in order to be globally 

competitive and successful in the 21st century (Darling-Hammond & Richardson, 2009). 

Impact of Professional Development on Curriculum 

Curriculum is strengthened by professional development that is coherent (clear 

goals), on-going (teachers need to be able to learn over time), embedded (teachers need to 

be able to learn on the job, practice strategies within the classroom), and followed with 

activities that relate to these efforts (Lieber et al., 2009; Guskey & Yoon, 2009; Reeves, 

2010). Professional development that does not employ these characteristics can diminish 

teachers’ effectiveness in the classroom (Landry et al., 2009; Zepeda, 2013). Research 

suggests professional development is most effective when it directly addresses the  

the distinct, everyday routines and challenges that teachers encounter when teaching, 

rather than nonspecific abstract and fragmented school related information (Hargreaves, 

2014; Shady et al., 2013; von Suchodoletz, Jamil, Larsen, & Hamre, 2018). Preschool 

teachers are more likely to try classroom practices that have been demonstrated to them 

during professional development activities that are engaging and practiced as ‘hands-on’ 

activities that they can take back to their classrooms (Mizwell, 2010). 

Teachers possess the power to inspire, influence, and encourage the lives of the 

young learners in their classrooms (Davies & Head, 2010). The interaction that they have 

with children is part of the foundation that is laid for all future learning in formal and 

informal settings. Preschool teachers have become increasingly more aware of their 

responsibility to plan learning experiences that are aligned with state and national 

standards (Fishman, Marx, Best, & Tal, 2003; Office of Head Start, 2015).  
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Professional development is globally recognized and leads to better teaching and 

positive children’s outcomes when it is connected to curriculum and standards that have 

been approved by state and school systems (Zepeda, 2013). Competent early childhood 

education teachers are supported by employers and educational leaders who offer 

effective professional development that promotes the application of best practices for 

introducing and implementing curriculum in their daily classroom instructional routines. 

It is common for teachers to be initially introduced to new curriculum by group 

orientation or on the job training and many teachers become familiar with the curricula 

material from discovery or informal training provided as part of the curriculum purchased 

for the classrooms (Lieber et al., 2009).  Preschool programs provide children with a 

curriculum foundation that is needed in order to meet the guidelines of the federal policy, 

such as ESSA (Forward et al., 2011).  

Traditionally, keeping within the intentions of policy, preschool curriculum that is 

content specific tends to share common characteristics that develop early learning skills 

in children (National Center on Quality Teaching and Learning, 2014). Curriculum 

determines what gets taught and it plays a key factor in promoting instruction that is 

intentional and follows detailed lesson plans (scope and sequence) that align with the 

educational standards. For a curriculum to be effective it is vital that early childhood 

teachers engage in continuous professional development to remain current on best 

practices and knowledgeable on the curriculum utilized in the classroom. Implementing a 

curriculum or an intervention the way that it is intended to be put into practice by the 
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authors is known as implementation fidelity (Hamre et al., 2010; Pence, Justice, & 

Wiggins, 2008).  

Some preschool teachers are motivated to be autodidactic with their professional 

growth and are motivated to actively engage in effective professional development 

learning experiences that boosts the effectiveness of their teaching (Sheridan, Edwards, 

Marvin, & Knoche, 2009). Most teachers do not desire their young learners to experience 

not being successful (Piasta, 2016).  Education leaders are conventionally responsible for 

providing meaningful professional learning activities that impact teachers’ and children’s 

performance (Bayar, 2014; Guskey & Yoon, 2009). Each education agency mandates that 

teachers participate in a predetermined amount or professional development relating to 

their respective curricula.  

The state of Texas mandates that public school teachers attend at least 24 hours of 

professional development each year, and the Office of Head Start requires no less than 25 

hours of professional development attended by Head Start teachers (Office of Head Start; 

2015; Texas Education Agency, 2017b). For more than two decades, research continues 

to show that preschool teachers’ performance influences children’s developmental 

progress, self-perceived capabilities of teachers are notably and clearly related to 

professional development and how confident they are at applying the introduced 

curriculum in their classrooms (Goddard & Goddard, 2001).  

There is an escalating awareness in the relationship between individuals’ 

successes and their subjective well-being (Bandura, 1994). Researchers express that both 

require an optimistic viewpoint of self-efficacy (Lyubomirsly, 2013; Seligman, 2011).  
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Subjective Well-Being (SWB) and Self-Efficacy 

Subjective well-being is the scientific term for happiness. Researchers 

synonymously refer to subjective well-being as happiness in various forms of literature 

(Seligman, 1998, 2011). Accordingly, subjective well-being was referred to as happiness 

within this dissertation. According to Sachs (2016), the World Happiness Report of 2016, 

indicated happiness seems to be universally recognized, irrespective of individuals’ 

culture, socioeconomic status, and geography. It is one of the most pursued human 

personality traits and is most commonly defined according to how individuals experience 

and judge their lives (Oswald et al., 2015). 

Subjective well-being is a theoretical perspective of positive psychology that 

examines how satisfied individuals are with their experiences as they travel through the 

domains of their lives. Subjective well-being is a personalized and judgmental overall 

assessment of lived experiences (Diener, 1984; Diener & Tay, 2017). It is the sense that 

individuals’ lives are good, meaningful, and worthwhile (Duckworth et al., 2005; 

Lyubomirsky, King, & Deiner, 2005).  It is merely the attitude and emotion that an 

individual embrace after judging whether life is going as expected based on whatever 

perceived standards are most important for a good life (Lyubomirsky, 2013). Happiness 

is subjective and influenced by personality, attitude and mindfulness, as well as, the 

individuals’ environment (Diener, Oishi, & Tay, 2018). Mindfulness embraces being 

aware of present moment experience (Schutte & Malouff, 2011). 

Diener and Ryan (2009) assert, subjective well-being, includes satisfaction with 

work, relationships, engagement, along with meaning, and purpose. In addition, they 
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defend that individuals with high levels of happiness have advantages over those 

individuals who lack elevated levels of happiness, and subsequently do not add to the 

effective performance of their work environment. There is a growing body of evidence 

that shows the correlation between happiness and job satisfaction (Becker, Gallagher, & 

Whitaker, 2017).  

Over the last decade, teacher subjective wellbeing has gained importance in the 

areas of teachers’ success and job performance at work (Renshaw et al., 2015). Teachers’ 

performance and their levels of subjective wellbeing impact how they teach and 

subsequently, how children learn in the classroom (Li Grining et al., 2010; Milatz,  

Lüftenegger, & Schober, 2015). Young children from economically disadvantaged  

backgrounds who have been identified as at risk for future academic failure can benefit  

from experiencing a healthy relationship with a warm and happy teacher (Guarlnick et 

 al., 1996; Landry, Anthony, Swank, & Monseque-Bailey, 2009). Caring early childhood  

teachers can form important relationships with three- and four-year-old children that  

encourage a supportive and smooth transition to the unfamiliar school setting and these  

young children can benefit from positive interactions with teachers and will likely  

experience an enhanced sense of enthusiasm for learning (Milatz et al., 2015).  

Subjective Well-Being (Happiness) and Job Satisfaction 

Most childhood education teachers strive to be happy and provide preschool age 

children with the school readiness skills that will sustain them throughout kindergarten 

and beyond (Kyte, 2016). Happiness increases children and teacher productivity, early 

childhood teachers’ happiness (SWB), and perceived abilities are linked to the learning 
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experiences that they provide in their classrooms (Hall-Kenyon, Bullough, MacKay, & 

Marshall, 2014). Early childhood teachers are instrumental in creating supportive 

learning environments for young children. Currently, more than 47% of three and four-

year-old children participate in early education programs throughout the United States 

(Barnett, Carolan, Squires, & Brown, 2014). 

Head Start teachers are professionals, and they increase their abilities to teach and 

learn as they engage in professional development, daily activities and school related duties 

with positive levels of self-efficacy and happiness on the job. (Becker et al., 2017; Wells, 

2017). Happy teachers demonstrate a higher level of self-efficacy which impacts less 

absenteeism, greater job satisfaction, enhanced creative thought processes via heightened 

cognitive intelligence and more positive behaviors in the classroom with their children 

(Jennings, 2015).  

Head Start teachers are expected to engage children in curriculum acquisition, 

adapt curriculum to meet individual needs, provide a mentally and physically safe 

environment for all children, while concurrently maintaining their professionalism and 

enhancing their intellectual capacity through professional growth opportunities (Beijaard, 

Meijer, & Verloop, 2004; Moss, 2008; Kyte, 2016). Teachers are constantly being 

encouraged to learn new and innovation evidence-based practices and making use of their 

knowledge base to make data driven decisions on a daily basis (Jennings, 2015; Zepeda, 

2013).   Teachers are providing children with motivation to engage in increased 

instructional rigor, adapt instruction to increasingly diverse children populations (Kyte, 

2016; Zepeda, 2013).  
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Many times, this type of overload leads to stress and sometimes causes 

individuals to leave the profession (Kyte, 2016).  Educational leaders are paying close 

attention to “happiness” and causes at work that might lead to negative outcomes of low 

subjective wellbeing. Preschool teachers with low subjective wellbeing can evolve into 

feelings of not being able to perform instructional duties due to diminished instructional 

effectiveness and low job satisfaction (Bloom, 1988; Hall-Kenyon et al., 2014).  Research 

provides evidence that teachers’ subjective wellbeing is linked to teacher self-efficacy 

and children’s’ development achievements. In fact, teachers’ levels of happiness at work 

are related to supportive and valued relationships, efficacious teaching, classroom 

management that supports a positive learning environment, and a classroom filled with 

enthusiastic children (Guo, Piasta, Justice, & Kaderavek, 2010). Negative feelings in the 

classroom affect children’s learning and overall wellbeing (Shady et al., 2013). 

Subjective well-being in early childhood teachers, as most teachers, are 

confronted with feelings of being not appropriately valued, decreasing opportunities for 

professional growth, evolving pedagogy, increasing expectation, and higher children 

needs has a negative impact on teachers’ subjective wellbeing (Hayes, 2008; Kyte, 2016; 

Becker et al., 2017). The teaching profession is constantly changing and has in various 

respects become isolating and filled with stress that may result in burnout and ultimately 

resignation (Beijaard et al., 2004; Kyte, 2016). Some Head Start teachers possibly will 

become emotionally over extended and exhausted by the demands of children’s 

achievements and their increasing daily work-related duties (Lieny & Wells, 2018). The 

changing educational workplace environment, in some ways, has become detrimental to 
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teacher self-efficacy, job performance, job satisfaction, and happiness at work (Caprara, 

Barbaranelli, Steca, & Malone, 2006; Kyte, 2016).  

There is a growing concern for teacher quality and teachers’ ability to support 

optimal developmental progress in the classroom. Teachers who are well-informed and 

own a positive psychological mindset are more effective, and engage in more successful 

classroom curricula strategies. Effective learning environments provide an opportunity to 

bolster Head Start teachers’ enjoyment of teaching, self-efficacy, and commitment to the 

profession (Hall-Kenyon et al., 2014). Knowledgeable early childhood teachers are 

skilled in providing scaffolding and supplementary instructional support that promotes 

deeper understanding and children engagement in the young child’s learning experience. 

Some Head Start teachers possibly will become emotionally overextended and 

exhausted by the demands of children achievement and their increasing daily work-

related duties (Lieny & Wells, 2018). Happiness is related to the type of jobs that people 

do. Teaching is one profession that drives and shapes the subjective well-being of early 

childhood teachers and the increasing demands and daily structure influence their 

happiness. Teachers who are engaged in their jobs are happier than teachers who are not 

engaged (Cumming, 2017). 

Teaching is a highly stressful occupation and many teachers experience the 

teaching profession as demanding, and often presenting capable professionals with 

serious challenges. Increasing work schedules and pressure may pave the way for 

stressful challenges and possible teacher burnout. Stress can reduce levels of happiness 
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and teacher efficacy in preschool teachers (Bandura, 1997; Klassen, Bong, Usher, Chong, 

Huan, Wong, & Georgiou, 2009; Schwarzer & Hallum, 2008). 

The educational workplace has a huge influence on the happiness of preschool 

teachers as it provides the opportunity for a satisfying work life where the needs of 

children are being addressed. According to Oswald et al., (2015), happiness can make 

people more productive at work and it is enhanced by engaging in meaningful activities 

that benefit others. Teaching is a meaningful experience that can increase the 

developmental outcomes of children, however, the environment in which teachers teach 

impacts their instructional effectiveness (Gambrell & Morrow, 2014). 

Head Start teachers influence children’s developmental growth and school 

readiness by means of their pedagogical knowledge and skills (Halle et al., 2012). Teachers 

must be knowledgeable about early childhood development, individual children’s needs, 

and promote learning in a safe environment while providing challenging and curriculum 

instruction to meet educational outcomes. This is a difficult task which places high 

demands on early childhood (ECE) teachers while they struggle to maintain their happiness 

in their classroom (Becker et al., 2017).  

Teachers who are happy perform better in the face of work-related challenges and 

findings support that individuals who are happy, and satisfied with their jobs, are able to 

cope with stressful challenges, perform better at work, and have better social 

relationships with their colleagues (Brown, Kasser, Ryan, Linley, & Orzech, 2009; 

Diener, 1984; Deiner & Tay, 2017; Lyubomirsky, King, & Deiner, 2005). Being happy is 
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good for individuals and those around them. It is contagious (Achor, 2011; Diener, Oishi, 

& Tay, 2018; Kaplan, 2008; Lundqvist, Lars-Olov, & Ulf Dimberg,1995). 

However, a number of early childhood teachers may not be satisfied with their jobs 

due the challenges of a stressful work environment (Wells, 2017). The problematic 

experiences of early childhood teachers can be attributable to the stress of increasing work 

demands, problems with classroom management, evolving program expectations, negative 

professional development experiences, teacher isolation, lack of support, and diminished 

relationships with colleagues at work (Hall-Kenyon et al., 2014).  Head Start teachers face 

many challenging demands and a stressful workplace promotes disengagement and impacts 

the productivity and subjective well-being through distressing experiences that bring about 

negative outcomes. When preschool teachers experience high stress levels at work, they 

can benefit from support from colleagues for coping with the pressure of job-related 

challenges. Early childhood teachers who are not able cope with stress may not be effective 

at work and may impact the achievement of positive outcomes for children in their 

classrooms (Hall-Kenyon et al., 2014). Mentor teachers are able to assist their colleagues 

with strategies that reduce stressful challenges and support the characteristics of effective 

professional development. 

Effectiveness of Professional Development 

Effective professional learning creates valuable early childhood teachers and 

valuable teachers create positive children’s learning results (Domitrovich et al., 2009). 

An educator’s quality of teaching is the most important contributing factor to children’s 

achievement (Martin et al., 2014). Children’s learning is at the core of professional 
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development. Effective professional learning creates valuable teachers and valuable 

teachers create positive learning results and an educator’s quality of teaching is the most 

important contributing factor to children’s achievement (Martin et al., 2014; Roehrig et 

al., 2011). Effective professional development that empowers teachers is a global focus 

of investigation and is an international priority for many nations. Studies show that high 

achieving nations around the world, have long since recognized that professional learning 

improves teachers’ practice and children’s learning (Forward, et al., 2011; Polly et al., 

2015). Preschool teachers are cognizant that professional growth is fostered through 

current best practice learning activities, which include the characteristics of effective 

professional development. 

Characteristics of Effective Professional Development 

Effective professional development is continuous, embedded (connected to what 

is practiced in the classroom), and builds strong relationships among co-workers that can 

be useful when faced with challenging work-related tasks (Forward et al., 2011).  It is a 

misfortune that most teachers in the US do not have the opportunity to participate in 

professional development that generally has the above-mentioned characteristics to be 

effective (Reeves, 2010). Thus, teachers want to attend effective professional 

development that is continuous, embedded in instructional routines, engaging, focused on 

content that supports efficacious teaching strategies, and worth their time (Darling-

Hammond et al., 2009). Consistent, high quality professional development is considered 

one of the most effective methods of enhancing the effectiveness of teachers in the 

classroom (Garet, Porter, Desimone, Birman, & Yoon, 2001). Teachers should participate 
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in professional development activities that engage in effective professional learning 

(Darling-Hammond et al., 2009; Lieber et al., 2009).  

A set of six criteria has been identified to determine the characteristics of 

effective professional development (Desimone, 2009; Garet et al., 2001). First, 

professional development should be frequent and not open to one time or short-term 

workshops; second, intensive and focused on a discreet concept or practice; third, 

collaborative and involve teachers with the same interest and goal; fourth, job-embedded 

where teachers are routinely providing their children with effective instruction and 

learning is taking place in the classroom; fifth, data driven where teachers are making 

decisions based on frequent monitoring, assessments and evaluations of their children’s 

developmental progress, and finally, classroom-focused where teachers are using best 

practice techniques to routinely provide children with quality classroom instruction 

(Desimone, 2009).  

Prerequisites for Professional Learning 

All educational intuitions are expected to mandate professional development 

initiatives for teachers. Preschool teachers are required to attend at least 25 hours of 

professional development each school year based on the curricula utilized in programs. 

Each educational agency mandates that teachers participate in a predetermined amount of 

professional development relating to their respective curricula. Research indication that 

effective professional development entails more than 50 hours of ongoing professional 

learning before improved outcomes are evidenced (Darling-Hammond et al., 2017; 

Guskey & Yoon, 2009).  Darling-Hammond, Wei, Andree, Richardson, and Orphanos 
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(2009) established that teachers need approximately 50 hours of professional 

development in areas of instruction in order to improve their skills. In spite of this, 

teachers in the US, rarely receive the suggested number of hours of professional 

development. Furthermore, a modest 23% of the participating teachers self-reported 

partaking in more than thirty-three hours of professional development. Customarily, it is 

common for America’s teachers to engage in fewer than 20 hours of professional 

development in their content areas per school year (Darling-Hammond et al., 2009).  

Thus, internationally, our nation’s teaching workforce is competitively lacking in 

comparative extended professional learning opportunities.   

Every school year, education institutions require teachers to participate in 

professional learning activities which increases professional commitment, encourages 

continuous and long-term professional learning and establishes creative means of 

motivating culturally diverse populations (Buettner, Jeon, Hur, & Garcia, 2016; Gichuru, 

Riley, Robertson, & Mi-Hwa Park, 2015). Teachers who are deficit in their personal 

commitment to life-long learning experiences a type of erosion of their knowledge, skills, 

and methods over an extended period of time (Bloom, 1988). In addition, they may have 

difficulty accepting change, experience a diminished sense of self-efficacy, and lose 

motivation to evolve children’s developmental growth. Ideally, professional learning is a 

willing collaboration between teachers who are eager to partner with other teachers 

engaging in the process of increasing their knowledge via high quality professional 

learning that is relevant and useful to them and their children.  
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Teachers value the experience, expertise, perspectives of their colleagues, and 

embrace the shared goal that the education of all children is a priority. In addition, 

Educators value professional learning that is effective, meaningful, and aligned to 

effective standards are regarded as worthwhile (Forward, et al., 2011; US Department of 

Health and Human Services, Administration for Children and Families, 2016). 

Educators have unique and differentiated ways of acquiring knowledge. Since 

they learn in distinctive ways and at different rates, it is important that high quality 

professional learning opportunities be differentiated, and varied as well. Moreover, it is 

key that the newly acquired practices receive continued support as to transfer and 

maintain motivation to increase children’s capacity to succeed in everyday classroom 

activities (Desimone, 2009; National Center on Quality Teaching and Learning, 2014). 

Accordingly, professional learning that lacks the formerly addressed attributes of 

effective professional learning, has produced insignificant results on teacher methods and 

children’s achievement over time. Professional development paradigms that incorporates 

all of the attributes offers beneficial outcomes to both teachers and children (Zhai et al., 

2011). 

Professional Development Formats 

Our nation spends a great deal of money annually on professional development 

for classroom teachers with marginal improvement on teacher efficacy and instruction 

(Kragler et al., 2008). Research has been conducted on teacher professional development 

for more than three decades and the traditional, short, one-shot workshops rarely change 

how teachers implement instructional strategies with children (Darling-Hammond et al., 
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2009; Yoon et al., 2007). According to Darling-Hammond et al. (2009), close to 100% of 

teachers engage in professional development each year and many view it as a waste of 

time. Thus, the accessibility of professional development provided for teachers is not a 

progeny, however, the dispute is that effective professional development is not available 

(Antoniou & Kyriakides, 2013; Baker, 2018).  

Antoniou and Kyriakides (2013), conducted a study and found that many 

countries succeed in integrating formats of professional development into their teaching 

practices and confirm that quality professional development can support instructional 

practices implemented in classrooms with preschool children. The study included 130 

primary school teachers in the Republic of Cyprus that participated in professional 

development program utilizing a professional development approach focused on 

children’s outcomes and an approach aimed at quality of teaching (teaching skills).  The 

study concluded that teachers vary in experience, abilities, and teaching skills, as well as, 

needing to receive professional development that targets their unique needs, focusses on 

specific content, and occurs consistently while being embedded in what is practiced in the 

classroom. Professional development experiences are shaping teachers attitudes 

internationally as well as within the US.  

Surprisingly, most teachers merely have the option of attending the more archaic 

workshop type professional development that has repeatedly been proven to be 

ineffective (Darling-Hammond et al., 2009). Conferences, workshops, and coaching are 

formats of professional development; however, coaching is commonly used in the Head 

Start centers in Central Texas. Hardin and Koppenhaver (2016) conducted a study on 
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teacher reactions to mandated professional development. The results of the study 

suggested that teachers are likely open to certain forms of professional development, but 

often resent the imposition and inconvenience of mandated professional development. 

Effective professional development is rooted in research on identified practices that are 

connected to standards and represent a coherent structure for teachers in classrooms 

where teaching is rooted in learning. Furthermore, more important than its form, 

professional development must be effective, and it is effective when it is on-going, 

embedded, and related to teachers’ specific program of instruction (Zepeda, 2013).  

 Research shows that merely exposing teachers to a new instructional concept by 

means of solely a lecture will have a meagre impact on changing teachers’ practices, 

pedagogical knowledge, classroom instruction or children’s educational outcomes 

(Darling-Hammond et al., 2009; Yoon et al., 2007). Research shows that providing 

professional development alone is not enough, it must be ongoing with teacher supports 

built in (Evens et al., 2018; Fraser et al., 2007; Guskey & Yoon, 2009).  Teachers need 

support when introduced to a new way of teaching. Professional development that is 

ongoing provides the scaffolding needed for continued efficacious teaching when 

changes in behavior are expected. When supports are lacking, and teachers are not able to 

use the new strategy, they abandon it and revert back to their familiar way of teaching 

(Forward et al., 2011).    

There is an emerging consensus in the field of education that the current 

professional development practices in grades pre-kindergarten through twelfth need to 

change to support the needs of all teachers by improving teachers’ practices and 
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children’s developmental outcomes (Blank & De Las Alas, 2009). There are new 

paradigms that provide more powerful opportunities to enhance children’s learning and 

reject the ineffective, old school, type of “drive by” (Darling-Hammond & Richardson 

2009, p. 1), models of professional development. In addition, there are collaborative, and 

job embedded professional learning activities that allow teachers to improve their own 

best practices and promote children’s achievement (Darling-Hammond & Richardson, 

2009). Teachers must be cognizant of best practices and emerging strategies for their 

children (McWayne et al., 2012a).   

 Professional growth in education is a process of change in Head Start teacher’s 

attitudes, beliefs, and perceptions about learning and professional learning experiences 

(Sharma et al., 2013; Guskey & Huberman, 1995). Preschool teachers want to participate 

in professional development that improves children’s learning and past literature is full of 

documented ineffective professional development (Roehrig et al., 2011). Professional 

development must be meaningful and efficient to be effective (Reeves, 2010). Highly 

effective professional development includes successful instructional programs and 

research-based curriculum that are at the core of good teacher learning experiences 

(Guskey, 2000). 

There are common and innovative paradigms for designing effective professional 

development programs to support and improve teachers’ practice and children’s 

achievements (Guskey & Huberman, 1995).  Professional development includes processes 

and activities designed to enhance the professional knowledge, skills, and attitudes of 

educators geared toward improving the learning of the children in their diverse classrooms. 
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As stated previously, the key characteristics of effective professional development must 

include intentional/purposeful (clear), ongoing (consistent), and systematic (group efforts, 

not isolated events) (Darling-Hammond & Richardson, 2009; Guskey, 2000; Guskey & 

Yoon, 2009; Hargreaves, 2014; Joyce & Calhoun, 2010).  

New and not so new paradigms provide early childhood teachers with options and 

opportunities to enhance their professional knowledge and skills (Guskey & Huberman, 

1995; Hargreaves, 2014). These paradigms improve teachers’ knowledge and can be used 

to implement curriculum strategies in their classrooms. It is vital high impact professional 

learning is child centered which centers on children’s learning, and is concentrated on the 

practices of teachers and not the programs (Guskey & Yoon, 2009; Reeves, 2010). All of 

the models are different; however, some can be combined to provide highly effective 

ways to provide new paradigms for designing effective professional development 

programs to support and improve teachers’ practices, curriculum implementation, and 

children’s’ achievement in early childhood programs (Fraser et al., 2007; Martin et al., 

2014).   

There are several key models for designing effective professional development 

programs to support and improve Head Start teachers practice that promotes the learning 

of children (Fraser et al., 2007; Hargreaves, 2014; Joyce & Calhoun, 2010). The use of 

instructional coaches and mentors are two of the most generally used forms of 

professional learning for teachers. However, trainings, observation/assessment, 

involvement in development/improvement process, study groups, inquiry/action research, 
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and individually and guided activities, are often times included in the professional 

development plan (Fraser et al., 2007; Joyce & Calhoun, 2010; Martin et al., 2014). 

Training 

Training and professional development are different (Darling-Hammond et al., 

2009). However, training is the most common form of professional development (Reeves, 

2010). Training focuses on altering the teacher’s own knowledge base and instructional 

strategies and is considered the cornerstone of professional development (Guskey & 

Yoon, 2009; Reeves, 2010). The most effective training sessions are organized with clear 

objectives and planned specific group outcomes. The objectives include awareness, 

knowledge, and skill development. They must also include the possibility of changing 

past attitudes. The objectives should be created by experts in the area being trained and 

focused on subject matter of the topic (Darling-Hammond et al., 2009). This is the most 

efficient and cost-effective professional development model for sharing ideas and 

information with large groups of educators (Guskey, 2000; Guskey & Yoon, 2009; 

Reeves, 2010).  

Observation/Assessment 

One of the best ways to learn is by observing others and by receiving immediate 

feedback from that observation. This paradigm of professional development makes it 

possible to provide educators with feedback on their performance. Peer coaching is also 

an example of this model. Observations can focus on lesson design, instructional 

practices, and classroom management (Joyce & Calhoun, 2010).   
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Involvement in a Development/Improvement Process 

Educators who are involved in a project to review a curriculum or design a new 

program are generally expected to acquire new knowledge or skills through reading, 

research or observation (Blank, De Las Alas, & Smith, 2007; Desimone, 2009; 

Domitrovich et al., 2009). 

Study Groups 

This model for professional development involves the entire staff of the school 

where their share the responsibility of determining a common solution to a problem. 

These groups focus on improvement efforts and should be well organized, focused, and 

have enough time to complete the tasks. Which is a benefit. These are also considered 

professional learning communities (PLCs) (Joyce & Calhoun, 2010).  

Inquiry/Action Research 

This model can take many forms, but most include five steps. First, select a 

problem of group interest, second, collect, organize and interpret information related to 

the problem, third, study the related literature and research, forth, determine actions to 

achieve the goal, finally, take action and document the outcomes. This model helps 

teachers to be reflective (Joyce & Calhoun, 2010).   

Individually Guided Activities 

Educators are able to determine their personal professional development goals, 

then individually plan and select the activities that they feel will meet those goals. The 

steps involved in this model include identify an interested need, create a plan to meet the 
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need, pursue learning activities, and assess the learning to determine whether it meets the 

intended outcome. Flexibility is an advantage of this model (Fraser et al., 2007). 

Coaching 

In recent years, instructional coaching has gained attention as a promising 

approach to professional development in education (Neuman & Cunningham, 2009). 

Many educational agencies across the US have started to employ coaches to support their 

instructional staff (Knight, 2009). According to Knight (2009), via instructional coaching, 

teachers receive encouragement and support to improve their instructional strategies and 

reflective practices. Above all, the primary purpose of coaching is to change teacher 

practices to increase children’s achievement (Knight, 2009). Despite the benefits of 

instructional coaching, research on the influence of coaching on teacher instructional 

practices at the preschool level is limited (Neuman & Cunningham, 2009). Coaching is 

new to the field of early childhood education (Isner et al., 2011). In addition, studies have 

found that coaching in early childhood education have not identified the characteristics of 

effective coaching or any form of individualized professional development approaches 

that occur on the school premises (Isner et al., 2011).  

 Head Start programs have the ability to use instructional coaching as a form of 

professional development, to help teachers incorporate new skills into their current 

teaching practices. Coaching is one of two very large and complex direct service models 

of professional development (Hargreaves & Skelton, 2012). Improving children’s 

achievement is very important in the 21st century and coaches are used to improve the 

knowledge and skills of teachers. Coaching is a means of enhancing teacher knowledge. 
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Experienced coaches along with mentors are specialists that are able to assist teachers 

with improving approaches of delivering program instruction to the children (Gilbert & 

Harte, 2013; Neuman & Cunningham, 2009; Mizwell, 2010). 

Mentoring 

Many educational agencies combine mentoring with coaching for assisting 

teachers. Mentoring is also a service model where peers support peers (Frase et al., 2007). 

This model usually pairs a highly qualified experienced teacher with a less experienced 

teacher. Both members can benefit from this model (Hsieh, Hemmeter, McCollum, & 

Ostrosky, 2009). One teacher is paired with another teacher who is a new teacher and/or 

having difficulties. This is a complex service model where mentors often support coaches 

(Hargreaves & Skelton, 2012; Onchwari & Keengwe, 2008). 

Summary 

This chapter presented the review of literature for this study. The available 

literature indicates that effective professional development is a powerful tool for 

promoting children’s readiness for learning. Professional learning activities augment 

teacher’s pedagogical knowledge that is transferred to the children via teaching that 

provides age appropriate curriculum activities that enrich the learning of young children. 

The following chapter describes the methodology of the study, the instruments, and the 

plans for data analyses. 
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CHAPTER III 

METHODOLOGY 

       This research study compared attitudes about professional development, self-efficacy 

beliefs, and general sense of wellbeing of Head Start teachers implementing Scholastic 

Big Day for Pre-K with those of teachers implementing Frog Street for Pre-Kindergarten 

curricula. In addition, the study investigated the professional development experiences of 

the teachers, with a focus on professional learning related to these two curriculum 

approaches. This chapter describes the following components: (a) research design, (b) 

population and sample selection, (c) protection of human participants, (d) instruments, (e) 

method of data collection, (f) plans for data analyses, and (g) summary. 

Research Design 

The study utilized a quasi-experimental design with interventions based on two 

curriculum approaches; Scholastic Big Day for Pre-K and Frog Street for Pre-

Kindergarten. The study utilized online surveys to collect the data. Teachers were 

grouped according to the curriculum adopted by the Head Start agency or school district.  

Setting 

This study was conducted at 18 Head Start Centers serving approximately 3,000 

children. Children enrolled in the Head Start Centers were eligible according to the 

incomes of their parents. The Head Start agency was partnering with the local school 

district to offer pre-kindergarten instruction in 11 of the Head Start sites. This School 

Readiness Integration (SRI) plan placed a certified teacher employed by the school 
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district in a classroom with two preschool teachers employed by the Head Start agency. 

The teaching teams in these classrooms used the district adopted Frog Street for Pre-

Kindergarten curriculum. The additional seven Head Start centers contain classrooms 

with two teachers employed by the Head Start agency. These teaching teams used the 

agency adopted Big Day for Pre-K curriculum.  

Population and Sampling  

The population for the study included all classroom teachers employed by the Head 

Start agency during the 2017-2018 school year. This included 274 teachers in 18 Head 

Start Centers. The sample of teachers was comprised of volunteers who met the eligibility 

requirements and completed the consent forms and surveys.  

Protection for Participants  

Permission from the Head Start agency to collect data in the Head Start Centers 

was obtained from the Chief Operating Officer. Prior to conducting the study, the 

researcher submitted an application to the Institutional Review Board (IRB) of Texas 

Woman’s University, Denton, Texas, and received approval to conduct the study. The 

researcher prevented potential harm to participants by ensuring confidentiality throughout 

the process of the study. All participants were volunteers and were assured that there 

would be no penalty for withdrawing from the study at any time.  All findings were 

reported in aggregate terms.   

Intervention 

 The Pre-kindergarten Expansion Grant (Dallas Independent School System, 

Department of Evaluation and Accountability, 2018) funded by the Texas Education 
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Agency created a partnership between the Head Start agency and the local school district. 

This resulted in pre-kindergarten programs located in Head Start Centers due to 

unavailability of classroom space in elementary school buildings. Children in eleven 

centers were simultaneously enrolled in the public-school pre-kindergarten and the Head 

Start program while children in the remaining seven centers were only enrolled in the 

Head Start program. 

 The school district provided Frog Street for Pre-Kindergarten curriculum 

materials for children and teachers in the partnership centers. The Head Start only centers 

continued to use the Scholastic Big Day for Pre-K curriculum previously adopted by the 

agency. This led to the need for a comparison of the two curriculum approaches, with 

direct input from the teachers.  

Instruments 

The Survey of Head Start and Pre-K Teachers elicited demographic descriptors of 

teachers and their classrooms, plus information about their professional development 

experiences. In addition, the study utilized the Teachers’ Attitudes about Professional 

Development (Torff et al., 2005), the Teachers’ Sense of Efficacy Scale (Tschannen-

Moran & Woolfolk Hoy, 2001) and the Teacher Subjective Wellbeing Questionnaire 

(Renshaw et al., 2015) to gather data. 

Survey of Head Start and Pre-K Teachers  

The Survey of Head Start and Pre-K Teachers was developed by a team of 

researchers at Texas Woman's University and reviewed by the Head Start Curriculum 

Coordinators at the agency. Demographic information about the teachers included length 
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of current employment, years of teaching young children, levels of education, teacher 

certification, ethnicity, gender, and age. Descriptions of the classrooms included numbers 

of children enrolled, numbers of assigned adults, and numbers of hours spent with the 

children each day. Additional sections elicited detailed information about experiences 

with the targeted curriculum approach and participation in professional development 

experiences during the current year.  

Teachers’ Attitudes about Professional Development  

The Teachers’ Attitudes about Professional Development survey was developed 

by Torff et al. (2005) to measure teachers’ attitudes about professional development 

initiatives (Torff et al., 2005). The TAP instrument is comprised of five items and 

assesses the responses from the participants via a six-point Likert scale format: 6 relates 

to strongly agree, 5 is moderately agree, 4 is agree slightly more than disagree, 3 is 

disagree slightly more than agree, 2 is moderately disagree, and 1 relates to strongly 

disagree. Participants selected the most appropriate response for each statement. 

Scoring. The data from the survey was scored according to the instrument 

instructions. Item statements two and five were worded for reverse scoring, with the 

purpose of reducing the possibility of biased responses. A low level of agreement with 

those particular statements will more than likely imply a favorable attitude toward 

professional development. The ratings for items two and five were reversed and then a 

total score was calculated for the five items. The total score was divided by the number of 

items to provide a mean score on the 1-6 range.  
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The following five statements comprise the Teacher’s Attitudes about 

Professional Development survey.  

1. Professional development workshops often help teachers to develop new teaching 

techniques. 

2. If I did not have to attend in-service workshops, I would not. 

3. Professional development events are worth the time they take. 

4. I have been enriched by the teacher training events I have attended. 

5. Staff development initiatives have not had much impact on my teaching. 

Validity. Torff, Sessions, and Byrnes (2005) established validity of the TAP 

instrument via a sequence of three studies. TAP was initiated by the authors drafting 44 

statements that reflected on attitudes geared toward professional development and applied 

to a variety of professional development designs such as workshops, teacher training 

conferences, higher education curricula, staff development plans, and books. The TAP 

items were also applicable for various programs concerning professional development in 

the forms of teaching strategies, student outcomes, instructional curriculum reform, 

teacher performance, teacher enhancement, and teaching strategies for effectiveness. 

Torff et al. conducted three procedures to determine the most effective items from the 44 

items to use in future studies. The three procedures were criterion of ambiguity, criterion 

of relevance, and criterion of internal consistency. Torff et al. (2005) arranged for 20 

professors from the School of Education and Allied Human Services at Hofstra 

University to rate each item and all agreed that they were consistent with the intentions of 

the authors.  
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The items were administered to 66 teachers from nine public schools in the state 

of New York. The authors used a logistic regression model to reduce the 44 - items to a 

scale of nine items. The second study was comprised of 176 randomly selected New 

York teachers from 11 schools. The nine items were reduced to a final scale of five items 

via an exploratory factor analysis. The third and conclusive study administered the five 

item TAP scale to 59 randomly selected New York teachers from nine schools in an 

effort to replicate the factor structure of the second study. A confirmatory factor analysis 

evidenced that the five-item scale was a good fit to the data. 

Reliability. A test of internal consistency produced an overall alpha level of 0.87 

for the scale in the second study. An alpha value of 0.86 was reported for the third study 

with a sample size of 59 (Torff et al., 2005). 

Teachers’ Sense of Efficacy Scale 

The TSES, initially developed as the Ohio State Teacher Efficacy Scale, was 

developed by Tschannen-Moran and Woolfolk Hoy (2001) and designed to see what 

creates the most difficulties for teachers in daily school activities. The TSES has the 

capability of capturing the teachers' personal assessment of their competence, along with 

probing specific teacher tasks in relation to resources, and limitations. The instrument 

includes three subscales: Efficacy in Instructional Strategies, Efficacy in Student 

Engagement, and Efficacy in Classroom Management.  

The Teachers’ Sense of Efficacy Scale is considered a reliable and valid 

instrument. A wide area of cultures, geographic regions, and organizations made use of 

this scale to determine the efficacy of teachers in classrooms and to identify what 
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generates the most difficulties for teachers in daily school (Klassen et al., 2009; 

Knoblauch & Woolfolk Hoy, 2008).  

The TSES consists of a long form with 24 items and a short form with 12 items. 

The Likert type items on both forms are assessed along a continuum with nine potential 

responses on a Likert type scale that differs in intensity, consisting of 1 = None at All, 2 

and 3 = Very Little, 4 and 5 = Some Degree, 6 and7 = Quite a Bit, 8 and 9 = A Great 

Deal (Tschannen-Moran & Hoy, 2001). Participants select the most appropriate response 

for each statement. 

Scoring. The authors suggested that computing the unweighted means of the 

items for each factor (Efficacy in Instructional Strategies, Efficacy in Classroom 

Management, and Efficacy in Student Engagement) will result in subscale scores that 

determine the existing efficacy rating intended for each of the participants in the study 

(Tschannen-Moran & Hoy, 2001). The instrument is scored by adding the ratings and 

dividing by the number of items in the total scale and subsequently in each subscale to 

reflect a score between 1 and 9. A higher score indicates a higher self-efficacy level, or 

the belief that one has the capability to influence children’s outcomes. For the purposes 

of this study, the total score was used to indicate teachers’ overall self-efficacy. The short 

form was administered in this study utilizing the following groupings of items. 

1. Efficacy in Student Engagement: Items 2, 4, 7, 11 

2. Efficacy in Instructional Strategies: Items 5, 9, 10, 12 

3. Efficacy in Classroom Management: Items 1, 3, 6, 8 
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The following three questions are samples of the subscale items in the Teachers’ 

Sense of Efficacy Scale.  

1. Efficacy in Student Engagement: “How much can you do to help your students 

think critically?” 

2. Efficacy in Instructional Strategies: “How much can you gauge student 

comprehension of what you have taught?” 

3.  Efficacy in Classroom Management: “How well can you establish routines to 

keep activities running smoothly?”  

Validity. Tschannen-Moran & Woolfolk Hoy (2001) established validity from 

data generated by a series of three studies with a total sample of 951 international 

teachers. Factor analyses consistently found three moderately correlated factors: Efficacy 

in Student Engagement, Efficacy in Instructional Practices, and Efficacy in Classroom 

Management. Construct validity in the item factor analysis showed positive correlations 

with other measures of personal teacher efficacy of 0.53 and 0.64 (Tschannen - Moran & 

Woolfolk Hoy, 2001).  

Reliability. Teachers’ Sense of Efficacy Scale produced high values for reliability 

on both their long form; Cronbach's α = 0.94, and short form, Cronbach's α = 0.90 

(Klassen et al., 2009; Tschannen-Moran & Woolfolk Hoy, 2001). The short form 

evidenced strong internal consistency with Cronbach’s alpha coefficients of 0.90 for 

Teacher Efficacy, 0.86 for Efficacy in Instruction, 0.86 for Efficacy in Management, and 

0.81 for Efficacy in Student Engagement. Klassen et al., (2009) tested the reliability of 

the TSES by using the short form in five countries, reporting good reliability on the 
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composite score, Cronbach’s a = 0.87 (United States), 0.89 (Canada), 0.93 (Cyprus), 0.92 

(Korea), 0.83 (Canada), and 0.94 (Singapore). 

Teacher Subjective Wellbeing Questionnaire  

The TSWQ was developed by Renshaw, Long, and Cook (2015) to measure the 

subjective wellbeing of teachers at work. Moreover, teachers’ happiness at work is 

intriguingly linked to teachers’ self-efficacy (Mankin, von der Embse, Renshaw & Ryan, 

2017). 

Scoring. The TSWQ consists of eight questions positioned on two four-item 

subscales: School Connectedness and Teaching Efficacy. The School Connectedness 

subscale measures teachers’ feelings of support and relationship with others at work. The 

Teaching Efficacy subscale measures teachers’ judgments about teaching behaviors 

relating to how to accomplish the challenges of the assorted tasks of teaching. Responses 

to all items are scored on a four-point Likert-type scale that differs in intensity, consisting 

of 1= Almost Never, 2 = Sometimes, 3 = Often, and 4 = Almost Always (Renshaw et al., 

2015).  

The following three questions are samples of the eight items in the TSWQ.  

1. I feel like my teaching is effective and helpful. 

2. I am good at helping students learn new things. 

3. I am a successful teacher. 

Participants selected the most appropriate response for each statement. The data 

from the survey was collected and scored according to the instrument instructions. The 

TSWQ was scored by adding the ratings and dividing by the number of items in the total 
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scale to reflect a score between 1 and 4. A higher score indicated a higher subjective 

wellbeing level (Renshaw et al., 2015). For the purposes of this study, the total score was 

used to indicate teachers’ subjective wellbeing or happiness at work.  

Validity. In designing the TSWQ, the authors implemented a series of statistical 

analyses that resulted in an initial scale of 24 total items consisting of eight drafted items 

for each of the three recognized sub-constructs: teaching efficacy, joy of teaching 

(happiness), and school connectedness (Renshaw et al., 2015). The items were 

administered and critically reviewed by eight research assistants who agreed that all items 

were adequately structured, clear, and developmentally appropriate. The authors reported 

initial construct validity was established after a series of preliminary psychometric and 

exploratory factor analyses were completed. Findings from two studies identified two 

latent factors: School Connectedness and Teaching Efficacy. Subsequently, the final 

TSWQ was selectively reduced to an abbreviated eight items on the two latent factors. 

The study determined that the instrument served as a strong predictor of teacher stress 

and burnout scores (Renshaw et al., 2015). 

Reliability. Test-retest reliability was reported as r = 0.89, p < 0.01 with a target 

sample. A test of internal consistency produced alpha values of 0.87 for the total scale, 

0.91 for Teaching Efficacy, and 0.87 for School Connectedness. The results indicated 

acceptable reliability for the instrument.  

Procedures for Data Collection 

In late May, 2018, the Head Start agency facilitated emailing the teachers a flyer 

describing the purpose and participant requirements, along with a link to the PsychData 
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website. The teachers had the option of agreeing to participate in the study or not. The 

participants were instructed to enter the survey number on the PsychData website to 

access the consent form, the Survey of Head Start and Pre-K Teachers, Teachers’ 

Attitudes About Professional Development (TAP) scale (Torff et al., 2005), the Teachers’ 

Sense of Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001), and the 

Teacher Subjective Wellbeing Questionnaire (TSWQ) (Renshaw et al., 2015).  

A week later, a second email was sent to remind the participants to complete the 

consent form and surveys. The teachers had access to computers and the internet and 

completed the survey from work or the location of their choice.  

Due to low response rates, arrangements were made to visit the centers during the 

summer when teachers were scheduled to attend professional development sessions. 

Tablets were made available for each teacher to readily access and complete the online 

surveys. The researcher was on-site to answer questions and assist with log-ins.  

Plans for Data Analyses 

Data were downloaded from PsychData.com and translated to SPSS 25 for 

analyses. The teachers’ demographic information and reports of professional 

development experiences were analyzed by using frequencies and percentages. Open 

ended questions were subjected to content analysis. The TAP, TSES, and TSWQ were 

analyzed by calculating frequencies and percentages for items as well as means and 

standard deviations for subscale and total scale scores. The independent variable was the 

curriculum approach used in the classrooms. The dependent variables were the scores for 

the Teachers’ Attitudes about Professional Development (Torff et al, 2005), the 
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Teachers’ Sense of Efficacy Scale (Tschannen-Moran & Woolfolk Hoy, 2001), and the 

Teacher Subjective Wellbeing Questionnaire (Renshaw et al., 2015). Analysis of variance 

tests compared the TAP total scores, the TSES total scores, and the TSWQ total scores by 

curriculum approach. Group differences was considered significant at the 0.05 level. 

MANOVAs was calculated to compare the scores of teachers in the two curriculum 

groups on the subscale scores for the TSES and TSWQ. The plan for analyses are 

displayed in Table 1. 

Table 1 

 

Plans for Data Analyses 

Research Questions Instruments Variables Statistics Displays 

What types of professional 

development activities are 

reported by teachers 

implementing Scholastic 

Big Day for Pre-K and Frog 

Street Pre-kindergarten 

curricula, as measured by 

the Surveys of Head Start 

Teachers?  

Survey of 

Head Start 

and 

Pre-K 

Teachers 

Demographic 

variables and 

PD experiences 

Frequencies 

and 

percentages 

Tables 

What are teachers’ attitudes 

about professional 

development, as measured 

by the Teachers’ Attitudes 

about Professional 

Development (TAP) scale 

(Torff, Sessions, & Byrnes, 

2005)? 

TAP 

Scale  

TAP  

Total Score 

Means 

and Standard 

Deviations 

Table 

What are teachers’ self-

efficacy beliefs, as 

measured by the Teacher’s 

Sense of Efficacy Scale 

(TSES) (Tschannen-Moran 

& Woolfolk Hoy, 2001)?  

TSES 

Scale  

TSES  

Total Score 

 

TSES  

Subscale 

Scores 

Means 

and Standard 

Deviations 

Table 

and 

Graph 

(Continued)  
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Summary 

This chapter described the methodology of the study conducted with teachers 

employed in Head Start Centers. A quasi-experimental design involved interventions 

based on two curriculum approaches. The population and sample were identified and 

protection for participants explained. The instruments and procedures for data collection 

were described, and plans for analyses portrayed in a table format.  

  

What are teachers’ reported 

general sense of happiness, 

as measured by the 

Subjective Wellbeing 

Questionnaire (Renshaw, 

Long, & Cook, 2015)? 

TSWQ 

Scale 

TSWQ Total 

Score 

TSWQ  

Subscale 

Scores 

Means and 

Standard 

Deviations 

Table 

and 

Graph  

Are there differences in 

teachers’ TAP scores, TSES 

scores, and TSWQ scores 

when compared by 

curriculum approach? 

TAP  

TSES 

TSWQ 

TAP total score 

TSES total and 

subscale scores 

TSWQ total 

and subscale 

scores 

ANOVAs 

and  

MANOVAs 

Tables  
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CHAPTER IV 

RESULTS  

Introduction 

The purpose of this quantitative study was to compare the attitudes about 

professional development, self-efficacy beliefs, and subjective wellbeing of early 

childhood teachers.  Specifically examined in this study were the beliefs of preschool 

teachers implementing the Scholastic Big Day for Pre-K curriculum with those 

implementing the Frog Street for Pre-Kindergarten curriculum.  Also investigated in this 

study were the professional development experiences of the teachers, with a focus on 

professional learning related to these two curriculum approaches.  This chapter begins 

with a description of the sample that includes frequencies and percentages, followed by 

an examination of the research questions and the statistical analysis used for each. 

The following research questions guided this study. 

1. What types of professional development activities are reported by teachers 

implementing Scholastic Big Day for Pre-K and Frog Street for Prekindergarten 

curricula, as measured by the Surveys of Head Start Teachers?  

2. What are teachers’ attitudes about professional development, as measured by the 

Teachers’ Attitudes about Professional Development (TAP) scale (Torff, 

Sessions, & Byrnes, 2005)?   

3. What are teachers’ self-efficacy beliefs, as measured by the Teachers’ Sense of 

Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001)? 
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4. What are teachers reported general sense of happiness, as measured by the 

Subjective Wellbeing Questionnaire (Renshaw, Long, & Cook, 2015)? 

5. Are there differences in teachers’ TAP scores, TSES scores, and TSWQ 

scores when compared by curriculum approaches? 

Description of the Sample 

The population eligible for this study included 274 Head Start teachers from 18 

Head Start Centers in Central Texas.  Of the potential respondents, 174 who implemented 

the Frog Street for Pre-Kindergarten curriculum and 88 who implemented Scholastic Big 

Day for Pre-K curriculum completed surveys in PsychData.com, a secure online website.  

This represented a response rate of 95.6%.  For the purposes of this study, all 

participating teachers were employed by the Head Start agency and working with 

preschool children in one of the 18 Head Start Centers during the 2017-2018 school year.   

The online Survey of Head Start Teachers Using Frog Street for Pre-Kindergarten 

Curriculum and the Survey of Head Start Teachers Using Scholastic Big Day for Pre-K 

Curriculum gathered demographic data to describe the sample.  Questions in the surveys 

focused on the teachers’ backgrounds relating to gender, age, ethnicity/race, levels of 

education, major fields of study, teaching experience, experience with the target 

curriculum approach and related curriculum materials, as well as participation in 

professional development trainings, and activities during the past year.  In addition, the 

surveys elicited Head Start teachers’ perceptions of professional development, self-

efficacy, and subjective wellbeing.  The data were downloaded from PsychData.com into 

IBM Statistical Package for the Social Sciences 25 for analyses. 
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Gender, Age, and Ethnicity/Race 

Presented in Table 2 are the frequencies and percentages of participants’ 

demographic characteristics, specifically gender, age range, and ethnicity/race.  Every 

item was not completed by all respondents, so the percentages are based on the numbers 

of valid responses.  Of the respondents implementing the Frog Street for Pre-

Kindergarten curriculum, more teachers were female with 160 (98%) self-identified 

compared to three (2.0%) self-identified male respondents within the sample.  The largest 

group of the respondents (28%) were between the ages of 30 and 39.  Regarding 

ethnicity/race, well over half (78%) of the respondents self-identified as African 

American, 22% of the respondents self-identified as Hispanic, and 3.0% of the 

respondents represented other ethnic groups.  In comparison, of the respondents who 

implemented the Big Day for Pre-Kindergarten curriculum, 97% of the respondents self-

identified as female and less than 4% reported their gender as male.  Again, the largest 

groups of respondents self-identified as African American (43.5%) and Hispanic 

(35.3%), with 21.1% reported as representing the other ethnic/racial groups.  Displayed in 

Figure 1 are the ethnic/racial memberships of the two groups of teachers.  The most 

prevalent age range reported within this curriculum group was between 30 and 39 years.   
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Table 2 

 

Frequencies and Percentages Genders, Ages, and Ethnicities 

 

 

Figure 1. Ethnicity/race of respondents. 

73%

21%

7% 1% 3%

Frog Street Teachers

n = 164

African

American

Hispanic

Caucasia

n

Asian

Other

44%

35%

7%

5%

9.4%

Big Day Teachers

n = 85

African

Americ

an
Hispan

ic

Caucas

ian

Asian

Descriptors Frog Street for Pre-

Kindergarten 

Scholastic Big Day for Pre-K 

 n  f % n f % 

Gender 163   88   

  Female  160 98.2  83 96.5 

  Male      3    1.8    3   3.5 

Age 165   86   

  18-24 years    9   5.5    7   8.1 

  25-29 years  22 13.2  17 19.8 

  30-39 years  47 28.1  27 31.4 

  40-49 years  38 22.8  22 25.6 

  50-59 years  34 20.4  12 14.0 

  60 years or more  15   9.0    1   1.2 

Ethnicity/Race 164   85   

  African-American  120 73.2  37 43.5 

  Asian/Pacific Islander      1   0.6    4   4.7 

  Caucasian/White      4   2.4     6   7.0 

  Hispanic/Latina/Latino    34 20.7  30 35.3 

  Other      5   3.0    8   9.4 
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Educational Background 

Teachers also responded to specific questions about their education.  Displayed in 

Table 3 are the data on the highest levels of education attained by both groups of 

teachers.  Bachelor’s degrees were the categories with the highest numbers for the Head 

Start respondents implementing the Frog Street curriculum at 39% and the Big Day 

curriculum at 55%.  CDA certificates were the highest level of education earned by 26% 

of the Frog Street group and 14.9% of the Big Day group.  Although having a teaching 

certification was not required for employment, some of the teachers from the Frog Street 

(10.8%) and Big Day (12.6%) groups were certified to teach in Texas.  In addition, both 

curriculum groups, Frog Street at 3.6% and Big Day at 4.6%, reported enrollment in 

certification programs.  

Table 3 

 

Frequencies and Percentages of Levels of Education 

 Frog Street (n = 167) Big Day (n = 87) 

Levels of Education  f %  f % 

Child Development  

    Associate Certificate 

  

44 

 

26.3 

  

13 

 

14.9 

Some College Credits  38 22.8  14 16.1 

Associate’s Degree  35 21.0  10 11.5 

Less Than 120 Hours         7   4.2    2   2.3 

Bachelor’s Degree  50 29.9  37 42.5 

Some Graduate Hours    5   3.0    3   3.4 

Master’s Degree  11   6.6    8   9.2 

Depicted in Figure 2 are the percentages of Head Start teachers’ levels of 

education by curriculum group according to the categories of Child Development 

Associate Certificate (CDA), Associate’s degree or some college credit, and Bachelor’s 
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degree or higher.  The responses were combined to create three categories for display 

purposes.  

  

Figure 2. Categories of levels of education by curriculum group.  

 

The sample is further delineated in terms of key areas of academic interests 

pursued by teachers in both curriculum groups.  Displayed in Table 4 are the descriptive 

statistics regarding participants’ major fields of study.  The results from the surveys 

showed that a majority of Head Start teachers implementing the Frog Street curriculum 

(54.4%) and those implementing the Big Day curriculum (62%) reported Child 

Development or Early Childhood Education as major fields of study. 
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Table 4 

 

Frequencies and Percentages of Major Fields of Study 

 Frog Street (n = 167) Big Day (n = 88) 

Major Fields of Study  f %  f % 

Child Development  41 24.6  31 35.2 

Education  23 13.8  17 19.3 

Early Childhood Pre-K-3rd  50 29.9  24 27.3 

Other  53 31.7  16 18.0 

 

Years of Employment  

Table 5 displays the teachers’ years of employment with the Head Start agency. 

The findings were that 38.4% of the teachers implementing the Frog Street curriculum 

and 17.2% of the teachers utilizing the Big Day curriculum reported long - term 

employment of 11 years or more. 

Table 5 

 

Frequencies and Percentages of Years of Employment 

 Frog Street (n = 167) Big Day (n = 87) 

Years of Employment  f %  f % 

0-1 year  21 31.2  24 27.5 

2 years  14   8.4  26 29.9 

3 years  20 12.0    9 10.3 

4-6 years  14   8.4  11 12.6 

7-10 years    7   4.2    2   2.3 

11-15 years  21 12.6    5   5.7 

16-20 years  21 12.6    6   6.9 

More than 20 years  22 13.2    4   4.6 

 

Displayed in Table 6 is that the two curriculum groups of teachers had varying 

levels of experience teaching infants, toddlers, and preschool children.  The survey data 
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indicated that 40% of the Frog Street teachers and 23.2% of the Big Day teachers had 

been teaching infants, toddlers, and preschool children for 16 or more years.  Teachers 

reported very little or no prior experience teaching older children at other grade levels.  

Table 6 

 

Frequencies and Percentages of Years of Teaching Infants, Toddlers, and/or 

Preschoolers 

      Frog Street (n = 167)          Big Day (n = 86) 

  f %   f % 

0-1 year  14   8.4    7          8.2 

2 years    6   3.6    7   8.1 

3 years  10   6.0  13 15.1 

4-6 years  25 15.0  18 20.9 

7-10 years  21 12.6    9 10.5 

11-15 years  24 14.4  12 14.0 

16-20 years  25 15.0  10 11.6 

More than 20 years  42 25.1  10 11.6 

 

Descriptions of Classrooms 

The following data addresses the teachers’ experiences with the Frog Street for 

Pre-Kindergarten curriculum and Big Day for PreK curriculum, including how teachers 

described their classrooms in terms of class size, number of adults in the classroom, 

number of hours engaged with the children, and language of instruction in the classroom. 

The majority of classrooms for both curriculum groups enrolled between 17 and 20 

children.  Slightly more than 82.7% of Frog Street teachers reported that three adults 

assisted children in the classrooms and 93.2 % of Big Day teachers reported two adults 

assigned to the classrooms. The majority of Frog Street teachers (92.4%) and Big Day 

teachers (93.2%) indicated that they worked with children eight hours each day. 
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Classroom instruction was provided in English by 86.8% of the Frog Street teachers and 

by 79% of the Big Day teachers.  For children who were bilingual or only speak Spanish, 

13.2% of Frog Street teachers and 21% of Big Day teachers provided classroom 

instruction in both English and Spanish. 

Experiences with the Frog Street for Pre-Kindergarten and Scholastic Big Day for 

Pre-K Curricula 

The following data collected from the survey responses focus on teachers’ 

familiarity with curricula of instruction, teachers’ initial introduction to the curriculum, 

length of time teachers have implemented the curricula in the classroom, and concludes 

with the alternative models of curricula used in the Head Start classrooms.  

Regarding the Frog Street teachers, 55.3% stated they were “Very Familiar” and 

44% stated that they were “Somewhat Familiar” with the Frog Street curriculum. A 

majority of Big Day teachers reported being were “Very Familiar” (80.2%) and 19.8% 

reported being “Somewhat Familiar” with the curriculum.  Group orientation was the 

most frequently reported introduction to the curriculum by Frog Street (44%) and Big 

Day (43.2%) teachers.  On the job training was reported by 40% of the Frog Street 

teachers and 43.2% of the Big Day teachers.  The Frog Street curriculum was adopted 

within the last three years by the Head Start agency therefore, 100% of the teachers 

reported using it with children for three years or less.  In contrast, 64.2% of the teachers 

reported using the Big Day curriculum for three years or less.  More than 40 % of Frog 

Street teachers and 88% of Big Day teachers reported having experience using alternative 

curricula models. 
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Teachers were asked how often they used the targeted curricula materials 

designed for early childhood educators.  Frog Street teachers reported “Daily” use of the 

following: Teachers’ Guides (65.8%), Lesson Plans (58.6%), Thematic Units (52.9%), 

Resources for Special Topics (34.4%), Family Connections (33.5%), and Scope and 

Sequence (31.8%).  Materials that were used less frequently were Assessments and the 

Frog Street Website.  Big Day teachers reported “Daily” use of the following:  Teachers’ 

Guides for Thematic Units (41.6%), BookStix (40.8%), Customized Lesson Plans 

(34.6%), Digital Teaching Materials (32.1%), Professional Handbook (31.2%), BookFlix 

(26%), Big Day Website (25%), Downloadable Resources (22.8%), and Family 

Communication Tools (13.9%).  Materials that were used less frequently included Online 

Professional Development Webinars, Online Interactive Whiteboard Access, and Formal 

Assessments.   

Also elicited through the surveys were responses on how often the teachers used 

the Frog Street curriculum and Big Day curriculum materials designed for children.  Frog 

Street teachers reported “Daily” use of the following:  Theme Books (85.3%), Music CDs 

(84.3%), Alphabet Wall Cards (84.1%), Vocabulary Cards (81%), Letter/Word Cards 

(79.1%), Listening CDs (71.2%), Photo Activity Cards (69%), Puzzles (61.8%), Journals 

(59.1%), Pocket Photos (57.8%), Puppets (56.5%), Math Books (52.9%), Connecting 

Cubes and Sequence Cards (52%), Science Books (50.6%), Magnetic Letters and 

Number Cubes (49%), Blocks (46%), Technology Games (45.9%), Frog Counters 

(44.9%), Compound Word Cards and Flip Charts ( 42%), Stencils (39%), Buttons (38%), 

Computer Applications (36.2%), and Balls (36.2%).  Materials that were used less 
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frequently were Software Technology, Pipettes and Tweezers, and E-books.  Big Day 

teachers reported “Daily” use of the following materials:  Read-Aloud Books (67.5%), 

Wall Charts (64%), Theme Big Books (61.3%), Routines Poster, Counting Bears, and 

Cubes (59.5%), Blocks (58.4%), Letter Cards and Picture Cards (58.2%), CDs (54.4%), 

Magnifiers (48.7%), Math Mats (45.2%), Magnetic Numbers (44%), BookFlix (39%), 

Theme Audiobooks (35.1%), Little Books (32.9%), Online Educational Games (28.2%), 

and Lap Books (26.7%).  Materials for children used less frequently included the Clifford 

the Big Red Dog Books and Clifford related materials.  

Research Question Findings 

Research Question One 

What types of professional development activities are reported by teachers 

implementing Scholastic Big Day for Pre-K and Frog Street for Prekindergarten 

curricula, as measured by the Surveys of Head Start Teachers?  

Teachers were asked to identify the number of hours of professional development 

that they attended during the past year that were specific to the curriculum in their 

classrooms (Table 7). A larger percentage of the teachers implementing the Frog Street 

curriculum (38.5%) attended “13 or more hours” of sessions than those teachers 

implementing the Big Day curriculum (17.7%).  Teachers in both groups (Frog Street = 

94%, Big Day = 93.8%) rated the training specific to their curriculum “Somewhat 

Useful” to “Very Useful.”  
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Table 7 

 

Frequencies and Percentages of Curriculum Specific Professional Development  

 Frog Street (n = 143) Big Day (n = 79) 

   

Number of Hours f % f % 

0-3 hours 29 20.3 22 27.8 

4-7 hours 26 18.2 24 30.4 

8-12 hours 33 23.1 19 24.1 

13 or more hours 55 38.5 14 17.7 

 

Teachers were provided with a list of professional development formats and asked 

to determine whether they had participated in each of the types of activities during the 

past year.  Participants responded “Yes” or “No” to each item.  The activities most 

frequently selected by teachers are listed in Table 8.  “Regular supportive communication 

with a supervisor or specialist” was the format selected by a large majority of the 

teachers, followed by “conference, seminar, or symposium” and “workshop with active 

participation.”   
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Table 8 

 

Frequencies and Percentages of Professional Development Formats for Teachers 

Implementing Frog Street and Big Day Curricula 

 Frog Street (n = 

167) 

Big Day (n = 

88) 

Professional Development Formats f (%) f (%) 

Regular Supportive Communication with a 

Supervisor or Specialist 

 

123 (83.1) 

 

64 (80.0) 

Conference, Seminar, or Symposium 117 (77.5) 60 (75.0) 

Workshop with Active Participation 126 (84.0) 59 (72.8) 

Reflection and Feedback Based on Peer 

Observations 

 

109 (73.2) 

 

53 (67.1) 

Planning Time with Co-teacher(s) in Same 

Classroom 

 

115 (76.7) 

 

51 (63.0) 

Lecture or Demonstration by Leader with Special 

Expertise 

 

109 (72.7) 

 

48 (60.0) 

Regularly Scheduled Collaboration with Other 

Teachers on Issues of Instruction 

 

109 (72.7) 

 

45 (57.0) 

Observational Visit in Another Classroom   96 (64.0) 46 (56.8) 

Individual Research on a Topic of Professional 

Interest 

   

77 (51.3) 

 

35 (44.3) 

Working with a Mentor or Coach   74 (50.3) 34 (43.6) 

Planning with Other Head Start Teachers 104 (68.9) 32 (39.5) 

College or University Course   58 (38.9) 27 (34.2) 

Presenter for Training Session (you were the 

presenter) 

   

65 (43.0) 

 

26 (32.5) 

Collaborative Research on a Topic of Professional 

Interest (a team project) 

 

66 (44.6) 

 

24 (30.4) 

Videotaping of Teaching Practices and Feedback in 

One’s Own Classroom 

 

50 (33.3) 

 

20 (25.0) 

Study Group Meetings  42 (29.0) 16 (20.8) 
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Research Question Two 

What are teachers’ attitudes about professional development, as measured by the 

Teachers’ Attitudes about Professional Development (TAP) scale (Torff, Sessions, & 

Byrnes, 2005)?   

The TAP scale (Torff et al., 2005) included five statements.  Reliability for the 

instrument with this sample was determined using inter-item correlations.  The Frog 

Street data produced a Cronbach’s alpha coefficient value of 0.80. This was slightly 

lower than the values reported by the authors (Torff, Sessions & Byrnes, 2005) but within 

an acceptable range.  The Big Day data produced a lower alpha value of 0.69. 

The response format for this scale consisted of six choices (i.e., Strongly 

Disagree, Moderately Disagree, Disagree Slightly More than Agree, Agree Slightly More 

than Disagree, Moderately Agree, and Strongly Agree) with ratings of 1-6.  For display 

purposes, the “Disagree” ratings (1-3) were combined and the “Agree” ratings (4-6) were 

combined.  As revealed in Table 9, similar percentages of Frog Street (78.7%) and Big 

Day (83.8%) teachers “Agreed” to “Strongly Agreed” that professional development 

workshops were helpful.  Similar percentages of Frog Street participants (76.0%) and Big 

Day participants (78.4%) “Agreed” to “Strongly Agreed” that they had been enriched by 

professional development events.   
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Table 9 

 

Frequencies and Percentages of TAP Items for the Frog Street and Big Day Teachers 

       Frog Street      Big Day 

  Agree Disagree  Agree Disagree 

Items   n  f (%) f (%) n  f (%) f (%) 

PD workshops help 

teachers 

165 130 

(78.7) 

  4 

 (2.4) 

86 72 

(83.8) 

14 

(12.3) 

 

If I did not have to, I 

would not attend 

 

156 

 

  38 

(24.4) 

 

59 

(35.4) 

 

87 

 

30 

(34.5) 

 

57 

(65.4) 

 

PD events are worth the 

time 

 

166 

 

106 

(63.4) 

 

13 

 (7.8) 

 

87 

 

66 

(75.9) 

 

21 

(24.1) 

 

I have been enriched by 

training events 

 

166 

 

127 

(76.0) 

 

  6 

(3.6) 

 

88 

 

69 

(78.4) 

 

19 

(21.6) 

 

Staff development 

initiatives have NOT had 

much impact 

 

141 

 

22 

(15.7) 

 

76 

(53.9)         

 

88                      

   

      58 

   (65.9) 

 

  9 

(10.2) 

 

A total scale mean score was calculated by adding the ratings and dividing by the 

number of items to produce a score on the 1-6 range.  The mean score for the Frog Street 

curriculum group (n = 137) was 4.59 with a standard deviation of 0.97.  The mean score 

for the Big Day group (n = 84) was 4.40 with a standard deviation of 0.93 as presented in 

Figure 3. 
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Figure 3. TAP mean scores for Frog Street and Big Day teachers. 

Research Question Three 

What are teachers’ self-efficacy beliefs, as measured by the Teachers’ Sense of 

Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001)? 

A total of 12 items were used to measure teachers’ beliefs about self-efficacy.  A 

Cronbach’s alpha coefficient value of 0.91 was calculated for the Frog Street data and a 

Cronbach’s alpha coefficient of 0.89 was calculated for the Big Day data.  Tschannen-

Moran & Woolfolk Hoy (2001) reported alpha values for reliability between 0.90 and 

0.94.   Descriptive statistics were generated for each item.  Responses ranged from “None 

at All” (1) to “A Great Deal” (5).  For display purposes, the ratings for “None at All” and 

“Very Little” (1-2) were combined and the ratings for “Quite a Bit” and “A Great Deal” 

(4-5) were combined.  Presented in Table 10 are the frequencies and percentages for 

teachers’ responses in each curriculum group. 
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Table 10 

 

Frequencies and Percentages of Teachers’ Sense of Self-Efficacy Scale Ratings for Frog Street and Big Day Curricula 

 Frog Street Big Day 

 

Items 

 Not at 

All/Very 

Little 

Some 

Degree 

Quite a 

Bit/A 

Great Deal 

 Not at 

All/Very 

Little 

Some 

Degree 

Quite a 

Bit/A Great 

Deal 

 n f (%) f (%) f (%) n f (%) f (%) f (%) 

Control disruptive behavior 166 13 (7.8) 29 (17.5) 124 (74.7) 86   9 (10.5) 21 (24.4) 56 (63.7) 

Motivate students 165   2 (1.2) 14 (8.5) 149 (89.2) 86   0 (0.0)   6 (7.0) 80 (93.0) 

Calm a student 165   8 (4.8) 43 (26.1) 114 (69.1) 85 11 (12.9) 22 (25.9) 52 (61.1) 

Help students value learning 165   1 (0.6) 10 (6.1) 154 (92.2) 84   1 (1.2)   7 (8.3) 76 (90.5) 

Craft good questions 164   1 (0.6) 22 (13.4) 141 (84.4) 86   2 (2.3) 12 (14.0) 72 (83.7) 

Students follow classroom rules 165   2 (1.2) 22 (13.3) 141 (84.4) 86   1 (1.2) 16 (18.6) 69 (80.2) 

Students believe they can do well 166   1 (0.6)   9 (5.4) 156 (93.4) 87   1 (1.1)   7 (8.0) 79 (90.8) 

Classroom management system 166   2 (1.2) 28 (16.9) 136 (91.4) 85   0 (0.0) 14 (16.5) 74 (83.5) 

Assessment strategies 166   3 (1.8) 29 (17.5) 134 (80.2) 86   4 (4.5) 12 (14.0) 70 (81.4) 

Provide alternative explanations 165   2 (1.2) 21 (12.7) 142 (85.0) 87   0 (0.0) 20 (23.0) 67 (77.0) 

Assist families in helping children 166   2 (1.2) 30 (18.1) 134 (80.2) 87   1 (1.1) 13 (14.9) 73 (83.9) 

Alternate teaching strategies 166   2 (1.2) 20 (12.0) 144 (86.2) 85   1 (1.2) 14 (16.5) 70 (82.3) 
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Teachers implementing Frog Street (93.4%) and Big Day (90.8%) curricula 

reported positively in response to “How much can you do to get students to believe they 

can do well in school work?” In addition, both groups reported that they could help 

students to value learning.   

A total scale mean score was calculated by adding the ratings and dividing by the 

number of items to produce a score on the 1-5 range.  In addition, subscale scores were 

similarly calculated for Efficacy in Instructional Strategies, Efficacy in Classroom 

Management, and Efficacy in Student Engagement.  The mean scores and standard 

deviations are displayed in Table 11.  Teachers’ scores reflected a moderately high level 

of efficacy for each of the subscales. 

Table 11 

 

Means and Standard Deviations for TSES Subscales and Total Scale Scores 

 Frog Street (n = 173) Big Day (n = 87) 

Scales M SD M SD 

Instructional Strategies 4.21 0.57 4.12 0.54 

Classroom Management 4.05 0.60 4.00 0.70 

Student Engagement 4.38 0.53 4.39 0.52 

Total TSES Scale 4.19 0.51 4.08 0.59 
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Figure 4. TSES subscales and total scale mean scores. 

Research Question Four 

What are teachers reported general sense of happiness, as measured by the 

Subjective Wellbeing Questionnaire (TSWQ) (Renshaw, Long, & Cook, 2015)? 

The Teacher Subjective Wellbeing Questionnaire consisted of eight items that 

were rated by respondents from “Almost Never” (1) to “Almost Always” (4).  Inter-item 

correlations produced reliability values of 0.89 for the Frog Street data and 0.87 for the 

Big Day data.  Renshaw, Long, & Cook (2015) reported an alpha value of 0.87 for the 

total scale. 

Ratings for “Almost Never” and “Sometimes” (1-2) were combined and ratings 

for “Often” and “Almost Always” (3-4) were combined for display purposes.  The item 

ratings for the Frog Street and Big Day groups of teachers are displayed in Table 12.  

Very high percentages of Frog Street participants (97.6%) and of Big Day participants 

(96.5%) responded that they were good at helping students learn new things.  Very high 

percentages, 94.5% and 92.1%, respectively, were reported by Frog Street and Big Day 
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participants in their beliefs that their teaching was effective and helpful.  The lowest 

percentages of agreement were for the item, “I feel like people at this school care about 

me,” with 71.1% of Frog Street participants and only 71.3% of Big Day participants 

agreeing with this item. 

Table 12 

 

Frequencies and Percentages of Subjective Wellbeing Questionnaire Items 

   Frog Street       Big Day 

 

 

 Almost 

Never/ 

Sometimes 

Often/ 

Almost 

Always 

 Almost 

Never/ 

Sometimes 

Often/ 

Almost 

Always 

Items n  f (%) f (%) n  f (%) f (%) 

I feel like I belong  166 30 (18.1) 136 (81.9) 87 25 (26.4) 62 (73.6) 

I am a successful 

teacher 

165 12 (7.2) 153 (92.7) 87   3 (3.4) 84 (96.4) 

I can really be myself 166 34 (20.5) 132 (79.5) 87 24 (25.3) 63 (74.7) 

I am good at helping 165   4 (2.4) 161 (97.6) 86   3 (3.5) 83 (96.5) 

I feel like people care 166 44 (28.9) 122 (71.1) 87 25 (28.7) 62 (71.3) 

I have accomplished a 

lot 

166 12 (7.2) 154 (92.8) 87   6 (6.9) 81 (92.1) 

I am treated with 

respect 

166 23 (13.9) 143 (86.1) 86 18 (20.9) 68 (79.1) 

My teaching is effective 165   9 (5.5) 156 (94.5) 86   5 (5.8) 81 (92.1) 

 

A mean score for the total scale was calculated by adding the ratings and dividing 

by the number of items.  Subscale scores were similarly calculated for School 
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Connectedness and Teaching Efficacy.  Displayed in Table 13 are the means and standard 

deviations for the TSWQ Subscales and Total Scale Scores. 

Table 13 

 

Means and Standard Deviations for TSWQ Subscales and Total Scale Scores 

Scales Frog Street (n = 173) Big Day (n = 87) 

 M SD M SD 

School Connectedness 3.27 0.69 3.08 0.73 

Teaching Efficacy 3.52 0.51 3.47 0.46 

     

Total TSWQ mean score 3.39 0.52 3.26 0.53 

 

 

Figure 5. TSWQ subscales and total scale mean scores. 

Research Question Five 

Are there differences in teachers’ TAP scores, TSES scores, and TSWQ scores 

when compared by curriculum approaches? 
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To answer the above research question, several univariate analysis of variance 

(ANOVA) procedures were calculated, one for each of the three measures.   

Teachers’ attitudes about professional development (TAP).  An ANOVA was 

conducted with curriculum approach serving as the independent variable and the TAP 

mean scores as the dependent variable.  Prior to calculating this ANOVA, its underlying 

assumptions were checked.  The Levene’s Test of Equality of Error Variances was met, 

indicating that the variability on the TAP measure was similar for both curriculum 

approaches.  Table 14 shows that ANOVA did not reveal a statistically significant 

difference in the TAP mean scores of Frog Street and Big Day teachers.  Frog Street 

teachers reported slightly more positive attitudes about professional development than 

Big Day teachers.   

Table 14 

 

ANOVA Comparing TAP Mean Scores by Curriculum Approach 

 

Curriculum 

 

M 

 

SD 

 

F 

 

df 

 

p 
Partial Eta 

Squared 

Frog Street     4.59 0.97 1.98 1 0.16 .01 

Big Day 4.40 0.93     

 

Teachers’ sense of efficacy scale (TSES).  Regarding TSES scores, an ANOVA 

was conducted with curriculum approach serving as the independent variable and the 

TSES mean scores as the dependent variable.  Prior to calculating this ANOVA, its 

underlying assumptions were checked.  The Levene’s Test of Equality of Error Variances 
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was met, indicating that the variability the TSES instrument was similar for both 

curriculum approaches.  The ANOVA did not reveal a statistically significant difference 

in the TSES mean scores of Frog Street and Big Day teachers, as displayed in Table 15.  

Frog Street teachers (M = 4.19) had slightly higher efficacy beliefs than Big Day teachers 

(M = 4.08).   

Table 15 

 

ANOVA Comparing TSES Total Mean Scores by Curriculum 

 

Curriculum 

 

M 

 

SD 

 

F 

 

df 

 

p 

Partial Eta 

Squared 

Frog Street 4.19 0.51 2.30 1 0.13 .01 

Big Day 4.08 0.59     

 

Pearson product moment correlations were calculated to determine whether the 

subscales of the TSES were related. The subscales were found to be positively and 

significantly correlated.  A multivariate analysis of variance (MANOVA) was performed 

for the TSES subscale scores, with the curriculum approach serving as the independent 

variable and the subscales as the three dependent variables:  Student Engagement, 

Instructional Strategies, and Classroom Management.  The underlying assumptions were 

checked for the TSES.  The Box’s M Test of Equality of Covariance Matrices was met, 

indicating that the variability of the two groups on the three variables was commensurate.  

Next, the Levene’s Test of Equality of Error Variances was met for all three dependent 

variables, indicating that the variability on each of these three subscales was congruent 
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for both curriculum approaches.  The MANOVA did not reveal a statistically significant 

difference in the aggregate of these three dependent variables, Wilks’ Λ = 0.98, p = 0.15.   

Table 16 displays the follow-up univariate ANOVAs that were calculated for each 

of these subscales separately.  None of the tests revealed statistically significant 

differences between teachers’ in the Frog Street and Big Day curriculum groups. 

Table 16 

 

ANOVAs Comparing TSES Subscale Scores by Curriculum  

 

TSES Subscales 

 

F 

 

df 

 

p 

Partial Eta 

Squared 

Student Engagement 0.03 1 0.87 .00 

Instructional Strategies 1.58 1 0.21 .01 

Classroom Management 1.22 1 0.27 .01 

 

Teacher subjective wellbeing questionnaire (TSWQ).  An ANOVA was 

conducted to compare the TSWQ total mean scores of Frog Street and Big Day teachers.  

One assumption, the Levene’s Test of Equality of Error Variances, was met.  Teachers in 

the Frog Street curriculum group had slightly higher wellbeing mean scores than teachers 

in the Big Day curriculum, as displayed in Table 17.  The difference was not statistically 

significant. 



 

114 

Table 17 

 

ANOVA Comparing TSWQ Total Mean Scores by Curriculum 

 

Curriculum 

 

M 

 

SD 

 

F 

 

df 

 

p 

Partial Eta 

Squared 

Frog Street 3.39 0.53 3.73 1 0.06 0.01 

Big Day 3.26 0.53     

 

Pearson product moment correlations were calculated to determine whether the 

School Connectedness subscale and the Teaching Efficacy subscale of the TSWQ were 

related.  The subscales were determined to be positively and significantly correlated.  A 

MANOVA was next conducted for the TSWQ measure, with the curriculum approach 

serving as the independent variable and the TSWQ subscales as the two dependent 

variables: School Connectedness and Teaching Efficacy.  Prior to calculating the 

MANOVA, its underlying assumptions were checked.  The Box’s M Test of Equality of 

Covariance Matrices was met, indicating that the variability of the two groups on the 

three variables was commensurate.  Next, the Levene’s Test of Equality of Error 

Variances was met for both dependent variables, indicating that the variability on each of 

these subscales was congruent for both curriculum approaches.   

A MANOVA test did not reveal a statistically significant difference in the 

aggregate of these two dependent variables, Wilks’ Λ = 0.98, p = 0.12.  However, follow-

up tests revealed a statistically significant difference in the School Connectedness 

subscale mean scores comparing Frog Street and Big Day teachers.  Teachers in the Frog 
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Street group reported higher levels of School Connectedness.  A statistically significant 

difference was not found in the Teaching Efficacy subscale mean scores between Frog 

Street and Big Day groups.  The results are displayed in Table 18. 

Table 18 

 

ANOVAS Comparing TSWQ Subscale Scores by Curriculum 

 

 

Summary 

The data were collected from 274 teachers employed by a Head Start agency in 

Central Texas.  Descriptions of the sample included age, gender, ethnicity, years of 

employment, education levels, and teaching experience.  The findings for the five 

research questions compared the responses of teachers who implemented the Frog Street 

for Prekindergarten curriculum and the Scholastic Big Day for Pre-K curriculum.  

Teachers’ experiences with the curriculum approaches, attitudes toward professional 

development, self-efficacy beliefs, and general sense of happiness were examined.  The 

groups did not differ significantly, with the exception of the subscale School 

Connectedness in the Teacher Subjective Wellbeing Questionnaire.    

 

Subscales  

 

M 

 

SD 

 

F 

 

df 

 

p 

 

Partial Eta Squared 

School Connectedness       

  Frog Street 3.28 0.69 4.25 1 0.04 0.17 

  Big Day 3.08 0.74     

Teaching Efficacy       

  Frog Street 3.53 0.52 0.71 1 0.40 0.00 

  Big Day 3.47 0.46     
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CHAPTER V  

SUMMARY, DISCUSSION, AND CONCLUSIONS 

Introduction 

Presented in this final chapter is a summary of the purpose, summary of the 

research, a discussion of the findings generated from the research questions, followed by 

conclusions drawn from the findings. In addition, limitations of the study, implications, 

and recommendations for future research are also presented in this chapter.   

Summary of the Purpose 

A limited number of research studies exists about the attitudes of preschool 

teachers toward their professional development experiences, how comfortable they are 

with their abilities to prepare young children for kindergarten, and their general sense of 

happiness.  The purpose of this study was to compare the attitudes about professional 

development, self-efficacy beliefs, and general sense of wellbeing between the Head Start 

teachers who implemented the Scholastic Big Day for Pre-K curriculum and Head Start 

teachers who implemented the Frog Street for Pre-Kindergarten curriculum.  The 

professional development experiences of the teachers, with a focus on professional 

learning related to these two curricula approaches, were addressed herein.  

Summary of the Study 

Professional development in early childhood education is a process of improving 

teacher pedagogy and instructional strategies that can be implemented on the job in their 

daily classroom routines.  Educators and policymakers are recognizing that effective 
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professional learning has the potential of generating a powerful effect on how teachers 

teach and what children learn.  Effective teaching fosters critical thinking and problem 

solving.  The world’s knowledge is constantly evolving; thus, what children need to 

know and teachers need to teach must keep up with the advancements.  The increasing 

knowledge requirements may result in difficulties for young children who are not 

prepared for the developmental demands of kindergarten.  Professional development is 

closely linked to teachers’ instructional skills and children’s success in preschool 

programs.  Educational leaders offer professional development via various formats such 

as supportive communication, conferences, workshops, interactions with mentors, 

coaches, and study groups. 

However, a good number of teachers feel that the majority of the professional 

development offered to them is not providing effective options where they can substitute 

ineffective behavior for behaviors that promote learning in the classroom. Therefore, the 

problem is not that the teachers are not offered professional development.  The problem 

is the professional development that is provided is not effective and beneficial to 

teachers.  Effective professional development is meaningful, ongoing, connected to 

practices in the classroom, and builds strong working relationships among teachers.  

Teachers know that effective professional learning activities educate them in best practice 

teaching strategies.  It also provides the confidence that will motivate children to strive to 

be intelligent, morally and ethically responsible future US Presidents, senators, 

congresswomen and congressmen, mayors, teachers, principals, leaders, and productively 

sane citizens in society. 
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Teachers’ attitudes, perceptions of their teaching competence, and general well-

being are important for understanding and improving educational processes.  Professional 

development is an essential component for increasing the self-efficacy and subjective 

well-being of teachers.  Therefore, two theoretical frameworks served as guides to 

provide a foundation to the research:  Bandura’s social cognitive theory and positive 

psychology theory.  Bandura’s social cognitive theory provides a firm foundation for 

teacher self –efficacy.  Positive psychology was employed to account for the benefit of 

subjective well-being of Head Start teachers’ happiness and job satisfaction in early 

childhood programs. 

In Chapter IV, research questions were addressed regarding professional 

development activities reported by teachers who implemented the Scholastic Big Day for 

Pre-K and Frog Street for Prekindergarten curricula.  Their attitudes toward professional 

development; their self-efficacy beliefs; their general sense of happiness; and the degree 

to which differences were present in these areas between the two groups of teachers. 

Descriptive statistics, specifically frequencies and percentages, were calculated 

for the professional development activities.  The data collected from the survey responses 

regarding teachers’ familiarity with curricula of instruction, teachers’ initial introduction 

to the curriculum, length of time teachers have implemented the curricula in the 

classroom, and alternative models of curricula used in the preschool and pre-kindergarten 

classrooms is reported in detail in Chapter IV.  The majority of Frog Street teachers 

conveyed being more familiar with their curriculum, group orientation was the most 

frequently reported introduction to the curriculum by both groups, followed by on the job 
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training. Most of the teachers used the targeted curricula materials designed for early 

childhood educators and children. Head Start teachers tend to have high levels of 

happiness when they feel confident that they have the skills and pedagogy to be an 

effective teacher, help students learn new things, and have positive relationships with co-

workers even when most of their day is spent is the classroom in isolation (Renshaw et 

al., 2015). 

Discussion of Findings 

Discussed in this section are the findings based upon the data collected and 

generated from the two curricula surveys.  The data provided the answers to the 

following five research questions that guided this study. 

Research Question One 

What types of professional development activities are reported by teachers 

implementing Scholastic Big Day for Pre-K and Frog Street for Prekindergarten, as 

measured by the Surveys of Head Start Teachers? 

Teachers were asked to report the types of professional development activities 

attended as it related to the curriculum implemented in their classrooms.  

Based on the findings, the most frequently attended activities reported by both 

curriculum groups were: “Regular supportive communication with a supervisor or 

specialist,” followed by “Conference, seminar, or symposium”, and “Workshop with 

active participation”.  The least attended activities selected by both groups of teachers 

were: “Study group meetings”, followed by “Videotaping of teaching practices”.  

According to the Advisory Committee on Head Start Research and Evaluation (2012), 
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professional development has been used as a powerful vehicle to improve teacher skills 

and pedagogical knowledge when it is sustained overtime, focuses on meaningful 

content, and is embedded in the work in which the teachers engage.  There is a strong 

relationship between the effects of conferences, seminars or symposiums, professional 

learning activities, and the traditional workshop.  Ordinarily, they are designed as one-

time events with little to no follow up or ongoing support.  Albeit, employer offerings of 

conferences, seminars, and symposiums are scarcely available and most teachers lack the 

opportunity to participate in them. 

According to the literature, the most frequent and traditional formats of 

professional development intended for early childhood teachers are presented in the form 

of the one-time workshop and not generally connected to classroom practices (Desimone, 

2009).  This type of episodic workshop is usually, ineffective and not supportive of Head 

Start teachers’ unique needs (Darling-Hammond et al., 2009).   

Surprisingly, the findings of this study suggest the Head Start teachers valued 

attending workshops offered by the agency.  The one-time professional development 

paradigm revered as beneficial and is not particularly consistent with current research on 

effective professional development. Perhaps, this is due to the component of active 

participation that allowed the teachers to become engaged in the professional learning 

activity. 

The majority of teachers in both curriculum groups stated that the trainings they 

received were specific to their curriculum and valued as beneficial and important to their 

professional pedagogic growth.  Effective professional development includes successful 
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instructional programs and research-based curriculum that are at the core of good teacher 

learning experiences (Guskey, 2000; Reeves, 2010). 

Teachers value professional development activities that are hands on, 

collaborative, engaging, and can be used later in the classrooms to strengthen their 

instruction (Bayar, 2014). 

Darling-Hammond et al. (2009) conducted nine different studies of teacher 

professional development, and findings in all nine studies showed teachers who 

participated in on-going professional learning activates were more likely to substitute 

their ineffective instruction practices for the more current ones that supported improved 

outcomes for children.  Professional development that is wide-ranging has a greater 

impact on improving teachers’ instructional strategies and gains in children’s’ learning. 

Indeed, professional development is vital for teachers’ knowledge and 

professional growth, however, ongoing professional development has a very strong 

connection and impact on how teachers teach and how they support children’s teaching 

(Joyce & Calhoun, 2010). 

Also, responding Head Start teachers of both groups valued professional 

development activities that provided supportive interactions with administrators or 

trained instructional coaches (Neuman & Cunningham, 2009).  Perhaps this is partly due 

to teachers’ recognizing the importance of immediate feedback after a new strategy or 

concept has been introduced.  For the most part, teachers do not struggle with learning a 

new skill, concept or strategy, they struggle implementing it into their instructional 

routine.  Providing professional development alone is not enough, it must be ongoing 
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with teacher supports built in.  Teachers need support when introduced to a new way of 

teaching.  Professional development that is ongoing provides the scaffolding needed for 

continued efficacious teaching when changes in behavior are expected.  When supports 

are lacking, and teachers are not able to use the new strategy, they abandon it and revert 

back to their familiar way of teaching (Forward et al., 2011).  Teachers’ attitudes are 

shaped by their professional development experiences.   

Research Question Two 

What are teachers’ attitudes about professional development, as measured by the 

Teachers’ Attitudes about Professional Development (TAP) scale (Torff et al., 2005)? 

The Teachers’ Attitudes about Professional Development survey (TAP) was 

developed by Torff et al., (2005) to measure teachers’ attitudes about professional 

development initiatives.  The TAP survey is comprised of five questions in which 

teachers’ attitudes about professional development are assessed. 

Teachers attitudes vary and they are formed by professional development 

experiences (Torff et al., 2005).  Prior to this study, limited information was available 

about how Head Start teachers feel about their professional development activities. 

Teachers’ attitudes about professional learning activities have a direct influence on how 

they behave in the classroom. It is important to understand how teachers feel about 

professional development learning opportunities offered by their employers. 

According to the literature, too often teachers feel that professional development 

opportunities do not support their individual needs of improving their pedagogical 

knowledge in order to support the unique learning needs of the children they teach. 
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Teachers’ attitudes are important elements of successful teaching (Shady et al., 2013; 

Tienken & Stonaker, 2007; Torff et al., 2005).  The self-reported positive responses from 

the Frog Street and Big Day teachers indicated that the workshops provided by the 

agency were educationally enriching and worth their time. Professional development is 

critical for quality preschool programs, and a lack of in-depth professional learning 

activities diminishes the effectiveness of teaching strategies in the classroom (Tienken & 

Stonaker, 2007).  

Studies show that most teachers who have engaged in professional development 

feel that it was not valuable, not worth their time, and did not enhance their content 

knowledge (Darling-Hammond et al., 2009; Shady et al., 2013).  For example, de Vries et 

al. (2013), studied the importance of teacher attitudes concerning professional 

development and found that teachers with a strong focus on children’s learning benefitted 

from professional development.  Professional development has been used as a powerful 

vehicle to improve teacher skills and pedagogical knowledge when it is sustained 

overtime, focusses on meaningful content, and embedded in the work that teachers 

engage in (Advisory Committee on Head Start Research and Evaluation, 2012). 

Based on the findings of this study, the evidence is optimistic and somewhat 

inconsistent with the literature. Surprisingly, both groups of teachers reported having 

positive attitudes about the professional development attended within the past year. 

Specifically, referring to the workshop format of professional development as being 

helpful, worth their time, and enhancing their teaching. Previous research has been 

conducted on teacher professional development for more than 30 years and the 
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traditional, short, one-shot workshops are hardly ever believed to effective in improving 

how teachers teach (Darling-Hammond et al., 2009; Howes, Hamre, & Pianta, 2012). 

One explanation to this unexpected response is that the workshops attended by the 

teachers were engaging collaborative and embedded in their daily classroom routines. 

Teachers value professional development activities that are hands on, collaborative, 

engaging and can be used later in the classrooms to strengthen their instruction (Bayar, 

2014). In this instance, a wide range of teachers appear, to feel the mandated trainings 

meet their individual content knowledge needs, and prepare them with a sense of 

competence to perform their duties.  Perhaps, the Head Start school leaders are mindful 

that teachers’ attitudes are shaped by their professional development learning 

experiences, and are therefore, providing their teachers with valued and effective 

professional development experiences.  Effective professional learning experiences can 

bolster teaching performance, self-efficacy, commitment to the profession, enjoyment of 

teaching, and classroom management that fosters a classroom filled with enthusiastic 

preschoolers (Diener & Ryan, 2009; Durksen et al., 2017; Guo et al., 2010; Lyubomirsky, 

2013). 

Keeping with the findings, the most frequently attended activities reported by 

both curriculum groups were, “Regular supportive communication with a supervisor or 

specialist,” followed by “Conference, seminar, or symposium”, and “Workshop with 

active participation”.  The least selected activities by both groups of teachers were “Study 

group meetings”, followed by “Videotaping of teaching practices”. 
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Teachers value professional development activities that are hands on, 

collaborative, engaging, and can be used later in the classrooms to strengthen their 

instruction (Bayar, 2014).  

The traditional and all too common, “one size fits all” approach to professional 

development that caters generically to improve teachers’ knowledge and skills of new 

and seasoned (experienced) teachers, may not be the best fit for promoting better 

teaching.  Professional development offerings should be guided by the unique levels of 

the teachers in order to boost their self-efficacy, lower their job stress, and increase job 

satisfaction. 

Prior to this study, limited information was available about how Head Start 

teachers feel about their professional development activities.  Teachers’ attitudes about 

professional learning activities has a direct influence on how they behave in the 

classroom.  It is important to understand how teachers feel about professional 

development learning opportunities offered by their employers. 

Too often teachers feel that professional development opportunities do not 

support their individual needs of improving their pedagogical knowledge in order to 

support the unique learning needs of the children they teach.  Teachers’ attitudes are 

important elements of successful teaching.  The self-reported positive responses from the 

Frog Street and Big Day teachers indicated that the workshops the Head Start agency 

provided for their professional growth were educationally enriching and worth their time. 

Professional development is critical for quality preschool programs, and a lack of in-
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depth professional learning activities diminishes the effectiveness of teaching strategies 

in the classroom.  

According to Torff, Sessions, & Byrnes (2005) teachers’ attitudes regarding 

professional development are diverse.  Teachers’ perceptions about how they feel about 

professional learning experiences are related to how prepared and comfortable they are 

with work related tasks.  Head Start teachers value professional development formats and 

activities that are meaningful and enhance their pedagogy to improve their teaching.  It is 

important that Head Start teachers keep current with developmentally appropriate 

practices (DAP) regarding teaching approaches, professional development geared to 

specific curriculum, and professional learning opportunities for enhancing their skills and 

pedagogy (Mizell, 2010).  Professional development that is not continuous and lacks 

means to determine whether it is improving instructional strategies, breeds the onset of 

doubt, and diminishes teachers’ perceptions of self-efficacy (Darling-Hammond et al., 

2009). 

Based on professional learning experiences, attitudes are formed, teaching 

strategies are enhanced or begins to erode. 

Research Question Three 

What are teachers’ self-efficacy beliefs, as measured by the Teachers’ Sense of 

Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001)? 

The Teacher Sense of Efficacy Scale (TSES) was designed to determine what 

teachers perceive as creating the most difficulty for them in their daily school activities. 

The questions generated on this scale have the capability of capturing teachers' personal 
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assessments of what they feel they can be successful at, as well as, probing specific 

teacher tasks according to what materials are available along with their character 

advantages and weaknesses.  Both groups of teachers responded to questions that were 

measured on three subscales:  Efficacy in Instructional Strategies, Efficacy in Student 

Engagement, and Efficacy in Classroom Management.  There scores were used to 

determine their efficacy in classrooms along with identifying the daily challenges 

experienced while on the job (Knoblauch & Woolfolk Hoy, 2008). Both Frog Street 

teachers and Big Day teachers reported that they could help young children value 

learning. 

Teacher self-efficacy for Instructional Strategies and Teacher Self-efficacy in 

Student Engagement were reported as by both groups of teachers as receiving the highest 

rating.  This is probably due to the influence of developmentally appropriate practice 

which emphasize the importance of engaging students throughout instruction (Copple & 

Bredekamp, 2009).  These findings are consistent with research relating to teachers’ self-

efficacy for classroom management and providing emotional support for the students in 

their classroom.   

Bandura (1997) stated that teachers’ agency in the classroom is motivated by their 

self -efficacy for teaching.  Researchers have also documented the presence of 

relationships between teachers’ self-efficacy and children’s academic, social, emotional, 

and cognitive outcomes.  Competent early Head Start teachers are supported by Head 

Start agencies and educational leaders who offer effective professional development that 

promotes the application of best practices for implementing curriculum in their daily 
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classroom instructional routines (Piasta, 2016).  Effective professional development 

encourages teacher implementation of successful instructional programs that are 

comprised of research-based curriculum.  Attitudes of teaching success are at the core of 

advantageous learning experiences (Guskey, 2000; Reeves, 2010). Professional 

development can increase perceptions of teaching capabilities or deflate them, and 

happiness at work can end with the same joyful enthusiasm as it began with; or not (Lin, 

2013). 

Research Question Four 

What are teachers’ reported general sense of happiness, as measured by the 

Teacher Subjective Wellbeing Questionnaire (TSWQ) (Renshaw et al., 2015)? 

The Teacher Subjective Wellbeing Questionnaire (TSWQ) was developed to 

measure the subjective wellbeing of teachers at work.  Moreover, teachers’ happiness at 

work is intriguingly linked to their self-efficacy (Mankin et al., 2017).  Both Frog Street 

and Big Day teachers believed that they were successful at helping students learn new 

things, that their teaching was effective and helpful for the students.  Surprisingly, 

teachers from both groups believed that they were not valued, did not belong, or believed 

that they could not be their true selves while working on the job.  Most teachers spend the 

majority of their work day in a single classroom, away from the option of support and 

other teachers.  Opportunities to collaborate with other teachers are seldom provided to 

plan lessons, share instructional practices, or collectively solve problems relating to 

teaching.  Effective teachers can benefit from opportunities to collaborate with co-

workers that can lead to changing how they teach, increase their knowledge of various 
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strategies and strengthen professional relationships that would facilitate a more favorable, 

supportive, and welcoming work environment.  Professional development trainings that 

are designed for frequent chances for teachers to work together with other like 

professionals, promotes self-efficacy, and builds supportive professional relationships 

while working on the job (Blank, 2013; von Suchodoletz et al., 2018). 

Job satisfaction is important when discussing teacher wellbeing because it 

influences teacher performance in the classroom.  However, more than lack of happiness 

at work, it seems that the teachers were lacking in positive relationships with colleagues.  

Teachers’ job satisfaction includes how they feel about coming to work each day and the 

support of co-workers, and administrators.  It also involves how they evaluate and 

perceive their job situation.  Teacher self-efficacy is connected to successfully carrying 

out instructional strategies in the classroom, (Efficacy in Instructional Strategies), 

believing that students will be engaged in their learning due effective motivation, 

(Efficacy in Student Engagement), and having the perceived confidence that day to day 

activities and student behavior can be control within the classroom (Efficacy in 

Classroom Management). 

Teacher self-efficacy is displayed when teachers are intellectually able to have a 

full understanding of their character advantages and perceived weaknesses to determine 

what they believe they are capable of accomplishing at work.  Head Start teachers have 

confidence in their abilities to provide effective instruction engage their students in the 

curriculum activities through effective motivation, and control student behavior in the 

classroom.  The day to day classroom activities are more difficult for some preschool 
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teachers than for others.  Teachers who have high levels of self-efficacy are more 

resilient and able to cope with challenges due to their confidence levels.  Teaching can be 

very is stressful and isolated (Klassen et al., 2009; Knoblauch & Woolfolk Hoy, 2008) 

Research Question Five 

Are there differences in TAP scores, TSES scores, and TSWQ scores when 

compared by curriculum approaches? 

Inferential statistical procedures did not reveal the presence of statistically 

significant differences between the Frog Street and Big Day teachers in their attitudes 

about professional development, perceptions of teaching abilities to be successful in 

preparing preschoolers with the skills necessary for kindergarten readiness and their 

general sense of happiness in the work environment.  Although Frog Street teachers were 

slightly more positive in regard to their attitudes about professional development than Big 

Day teachers, these differences were not statistically significant.  

Limitations of the Study 

Though information presented in this investigation contributes to the existing 

research literature concerning teachers’ attitudes about professional development, self-

efficacy, and subjective wellbeing, a few limitations exist.  In general, studies in which 

surveys were administered and analyzed may provide stakeholders and interested 

individuals with useful information.  One should keep in mind, however, that survey 

respondents may not always be inclined to respond in a truthful and accurate manner.  

One of the most notable limitations to this survey is that it was administered online via 

the internet.  Some of the teachers did not complete the survey because of technical 
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difficulties or frustration with the PsychData.com website which made it challenging to 

gain access to the survey. 

A subsequent limitation of the study is the nature of self-reported data.  It is 

possible that some of the teachers did not recall particular information, were 

uncomfortable disclosing their actual ages, or willing to report some of the less desirable 

beliefs and experiences relating to professional development experiences, self-efficacy or 

general sense of happiness while being employed by the Head Start Agency due to the 

fear of retaliation from the Head Start Administrators.  The third limitation is not having 

access to a larger number of male participants.  The majority of respondents were female. 

Therefore, information was scarcely available on the percentage of Head Start teachers 

according to gender.  In order to boost the significance of the findings to a variety of 

diverse settings, the study sample should approximate the overall population of Head 

Start programs.  This situation was partly due to the low numbers of males believed to be 

preschool teachers employed by Head Start Agencies in Central Texas.  Fourth, the 

generalizability of the findings is limited to the sample of Head Start teachers from 18 

Head Start centers in Central Texas.  The fifth limitation is the misfortune of more than a 

few of the Head Start teachers either completed the incorrect curriculum survey or 

completed the same survey twice.  This resulted in those surveys being deleted from the 

data. The sixth limitation is that both curricula programs did not have an equal number of 

participants.  Finally, the survey questions were extensive and the teachers may have 

become fatigued while completing the questionnaire.  The results in this study cannot be 

used to determine causation or make any broad judgments. 
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Conclusions 

The key of this study, was to gain a better understanding about Head Start 

teachers’ perceptions concerning their professional development, self-efficacy beliefs, 

and general sense of happiness.  The study compared the professional development 

experiences of two groups of Head Start teachers with interventions based on two 

curriculum approaches.  Regarding the teachers’ attitudes about professional 

development experiences, both groups of teachers have positive attitudes about their 

professional development activities and believe the workshops with active participation 

enhance their pedagogical knowledge and worth their time, along with similarly high 

levels of self - efficacy beliefs, and degrees of happiness.  This is common, as the 

research indicates, teachers who are confident with their teaching abilities, generally are 

satisfied with how life is going at work. 

Concerning teacher self - efficacy, both groups of teachers believe that they are 

able to help the children in their classrooms value learning, learn new things, and 

successfully make the connection between the curriculum activities in terms of 

comprehension.  Head Start teachers in both groups believe that their teaching is effective 

and promotes positive outcomes for children.  Even though the findings do not show any 

significant differences between the self-efficacy subscales, the study discloses that 

teachers from both groups believe that they are not valued, not accepted as part of the 

group, and not even comfortable enough to be their true selves when with their co-

worker.  This is a concern that the administrators of the Head Start agency needs to 

address and pay close attention. 
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Implications 

Despite the previously stated limitations of this study, this study contributes to the 

knowledge base concerning teachers’ attitudes about professional development, self-

efficacy, and subjective wellbeing in preschool programs.  This study provides a means 

for information educators can impart to governments who are investing a significant 

amount of dollars into preparing and enhancing effective teachers (Blank, 2013).  

Governments across the world have increased their investments in early childhood 

education programs as they promote school readiness and encourage future educational 

outcomes for young children (Kragler, Martin, & Kroeger, 2008; McDermott, Rikoon, & 

Fantuzzo, 2013, 2016).  Early childhood teachers are accountable for what they teach and 

what they know.  Most early childhood teachers want to engage in professional 

development that brands them as efficacious in the classrooms (Semmar & Al-Thani, 

2015).  Head Start programs and their teachers provide the first steps in preparing young 

children to be successful in kindergarten and beyond (Schweinhart, 1993; Zhai et al., 

2011). 

Additionally, the information provided in this study can be considered by public 

and non-public school administrators and teachers across content and grade levels.  Based 

on the research, and the information provided in this study, it is reasonable to assume that 

professional development that does not consider or include the attitudes about what is 

weighed as valuable learning experiences for teachers has not been deemed as a priority 

in the planning of professional development offerings by employers of preschool 

educators.  All that seems to be needed to resolve the problem of increasing teachers’ 
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instructional capabilities is simply providing teachers with traditionally antiquated drive 

by types of professional learning experiences.  To the contrary, the results of this study 

indicate that much more investigation is needed to resolve the problem of employer 

offerings provided by professional development that meets the unique instructional needs 

of teachers, promotes self-efficacy, and provides a welcoming work environment that 

enhances teachers’ job satisfaction. 

Recommendations for Professional Practices 

The practical applications of this research have three points of interests.  The first 

application of this research is to provide information that is useful to administrators in 

considering how teachers feel about their professional development experiences when 

making decisions about curriculum selections and design of appropriate professional 

development that enhances teachers’ instructional strategies that support the early 

learning and school readiness of preschool children. The second application focusses on 

the use of professional development to continue enhancing the pedagogical knowledge of 

preschool teachers and teacher self-efficacy and job satisfaction to promote a greater 

sense of subjective.  The third and final application is to consider the needs of the 

teachers when planning the professional development activities that are intended to 

enhance their teaching strategies that promote kindergarten readiness. 

Recommendations for Future Research 

Based upon the results of this investigation, several recommendations for future 

research can be made.  First, this study needs to be replicated.  A larger sample size and 

increased diversity, on a local, and national level would provide more generalizability.  
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Until such time, the degree to which the results previously discussed might be 

generalizable is not known.  Second, the extent to which the Frog Street and the Big Day 

curriculum were implemented with fidelity was not assessed.  As such, researchers are 

encouraged to assess the treatment of fidelity of curricula approaches used in classroom 

settings.  Third, researchers are encouraged to investigate Head Start curricula 

approaches through both qualitative approaches and mixed-methods approaches.  The use 

of either or of both research methods might yield more detailed information than is 

possible than a purely quantitative approach used in this investigation.  Fourth, obtain an 

extended amount of information concerning specific instructional strategies introduced in 

professional development trainings and implemented in the classrooms.  

Summary 

Offered in this investigation was a small glimpse into how early childhood 

teachers feel about professional development, self-efficacy, and subjective wellbeing.  

Though encouraging that a large group of teachers had positive feelings about their 

professional learning activities, confidence in their abilities to provide effective 

instruction to preschoolers, and maintain a positive general sense of well-being, much 

work remains in the area of building positive relationships for teachers.  Provided by the 

findings of this study is a foundation for examining the quality and effectiveness of 

professional development offerings for preschool teachers that improve their content and 

program knowledge.  Finally, efficacious preschool teachers have a heighten level of 

happiness at work and the support and resources to believe that they are able to prepare 

young children successfully for kindergarten in the 21st century.  
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TEXAS WOMAN’S UNIVERSITY 

CONSENT TO PARTICIPATE IN RESEARCH 

 

Title: Teachers’ Attitudes About Professional Development, Self- Efficacy, and 

Subjective Well-Being in Early Childhood Programs. 

 

Investigator: Fara Bostic  .......................................................................... fbostic@twu.edu   

Advisor: Lin Moore, Ph.D.  ................................................................ lmoore@twu.edu   

 

Explanation and Purpose of the Research 

 You are being asked to participate in a research study for Ms. Bostic’s dissertation at Texas  

Woman’s University. The purpose of the study is to compare attitudes about professional  

development, self-efficacy beliefs, and general sense of happiness of preschool teachers  

implementing Scholastic Big Day for Pre-K with those implementing Frog Street for Pre- 

Kindergarten curricula. 

Description of Procedures 

As a participant in this study you will be asked to spend approximately thirty minutes of your 

time in its completion. Remember that your participation in the study is purely voluntary and you 

can withdraw your participation at any time. You can also ask questions of the researchers, even 

after hours via email. In addition, every effort will be used to protect you, the participant, but with 

internet there may be some breaches.  

The Education Coordinators will email each of you a flyer describing the purpose, procedures 

for the study and participant requirements, along with a link to the PsychdataPsychData website 

to access the consent form and the surveys. The flyers will also include contact information for 

the researcher via email. 

____________ 

       Initials 

                                  Page 1 of 3 
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 Prospective participants will have the option of agreeing to participate in the study or not. 

Teachers who decide to participate will complete the consent form and enter the survey number 

on the PsychdataPsychData  website to complete the surveys. 

 There will be a combination of four surveys to be completed. Teachers who are using 

Scholastic Big Day for Pre-K will enter the survey number that represents that curricula and 

teachers using Frog Street for Prekindergarten will enter the survey number that represents that 

curricula. All teachers will complete the surveys for Teachers’ Attitudes About Professional 

Development, Teacher’s Sense of Self Efficacy-efficacy and Teacher Subjective Wellbeing 

Questionnaire. As a participant you will be asked to complete the surveys during your time at the 

center, or at a place and time of your choosing, as you will have access to computers and the 

internet. The investigator will be available via email.  

In addition, by signing this form, you are giving the researchers permission to use the 

information obtained from the forms and instruments for the study. The information obtained will 

be completed by you and the researcher will enter the data into a computer program for data 

analyses.    

Potential Risks 

There is a potential risk of loss of confidentiality in all email, downloading, and internet 

transactions. E-mail messages from participants will be deleted immediately after responses are 

sent from the researcher. Confidentiality will be protected to the full extent allowable by law.  

Loss of time is a risk. Those who participate can choose to complete the forms at a 

convenient time and place.  

There is a risk of fatigue. A participant may take a break as needed; it is not necessary to 

complete all forms at the same time.    

____________ 

       Initials 

Page 2 of 3 
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Loss of anonymity is an additional risk. However, no names of teachers will be used in the 

summary report; data will be aggregated. If you complete the surveys in the teachers’ lounge or 

open public location, others may see you and be aware that you are a study participant. 

There is a potential risk of coercion. Your participation is voluntary and your decision to 

participate or to not participate will not impact your employment at the Head Start agency.  

Participation and Benefits 

Your involvement in this study is completely voluntary and you may withdraw from 

the study at any time. There are no direct benefits to you for participating. Withdrawal 

from participation will not in any way affect your employment at the Head Start agency. 

A full report will be submitted to Head Start of Greater Dallas and a summary made 

available to teachers and staff at the agency following the completion of the study in 

December 2018.    

The researchers will try to prevent any problem that could happen because of this 

research.  You should let the researcher know at once if there is a problem and they will 

try to help you.  However, TWU does not provide medical services or financial assistance 

for injuries that might happen because you are participating in this research.  

Questions Regarding the Study 

You will be given a copy of this signed and dated consent form to keep. If you have any questions 

about the research study you should ask the researchers; their email addresses are listed at the top of 

this form. If you have questions about your rights as a participant in this research or the way this study 

has been conducted, you may contact the Texas Woman’s University Office of Research and 

Sponsored Programs at 940-898-3378 or via e-mail at IRB@twu.edu. 

 

_____________________________________________________ _______________ 

Signature of Participant                   Date 

                                                                                                                      Page 3 of 3 
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Early Childhood Development and Education  

Department of Family Sciences  

Texas Woman’s University 

PARTICIPANTS NEEDED FOR RESEARCH AT 

HEAD START OF GREATER DALLAS CENTERS 
We are looking for volunteers to take part in a dissertation research study focused on  

TEACHERS’ ATTITUDES ABOUT PROFESSIONAL DEVELOPMENT, SELF -

EFFICACY, AND SUBJECTIVE WELL-BEING IN EARLY CHILDHOOD 

PROGRAMS 

 

As a volunteer in this study, you will be asked to: 

➢ Consent to participate. 

➢ Respond to an online survey concerning your beliefs about teaching, attitudes about 

professional development and training events, feelings about job-related happiness, 

and experiences with the classroom curriculum and professional development 

during the past year. 

The survey is located on a secure internet website:  https://www.Psychdata.com 

The home page displays “Go to Survey #” with a box to enter the survey number. 

 

Teachers using Scholastic Big Day for Pre-K curriculum will type #180664, then click on 

“Go.” 

Teachers using Frog Street for Pre-Kindergarten curriculum will type #128410, then 

click on “Go.” 

 

The consent to participate section describes the purpose and potential risks related to the 

study.  The survey will take about 30 minutes.  You may access and complete the survey at 

a time and place of your choice. 

 

For more information please contact 

Fara Bostic at Fbostic@twu.edu or Dr. Lin Moore at Lmoore@twu.edu 

Department of Family Sciences 940-898-2685 

PLEASE NOTE “There is a potential risk of loss of confidentiality in all email, downloading, and internet 

transactions.” 

https://www.psychdata.com/
mailto:@twu.edu
mailto:Lmoore@twu.edu
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 Head Start of Greater Dallas 

Spring 2018 
Survey of Head Start Teachers Using  

Scholastic Big Day for Pre-K Curriculum 

  

 We are conducting a survey of teachers to 

determine your opinions about the curriculum approaches in Head Start 

classrooms.  We are also interested in the types and duration of your 

professional development experiences.   

Please provide the following information about yourself. 
 

 

Center _____________________________________        Classroom # ___________ 

 

1. How long have you been with your current employer? 

 0-5 

months 

  6-11 

months 

 1 year  2 years  3 years 

 4-6 years  7-10 

years 

 11-15 

years 

 16-20 

years 

 More 

than 20 

years 

2. How long have you been teaching infants, toddlers, and/or preschool 

children?  

 0-5 

months 

  6-11 

months 

 1 year  2 years  3 years 

 4-6 years  7-10 

years 

 11-15 

years 

 16-20 

years 

 More 

than 20 

years 
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3. How long have you taught older children at other grade levels? 

 never   1 year  2-5 years  6-10 

years 

 11 years 

or more 

4. What is your highest level of education? 

 CDA  Some 

college    

credits 

 Associate’s 

Degree 

 Less 

than 

120 

credit 

hours 

 Bachelor’s 

Degree 

(BS/BA/BAS) 

 Some 

graduate 

credit 

hours 

 Master’s 

Degree 

(MA/MS) 

 

 

5. What was your major field of study?   

_______________________________________ 

 

6. Are you certified as a teacher in Texas? 

 Yes  No  Currently enrolled in a 

certification program 

7. If “Yes,” which of the following certifications have you attained? Check 

all that apply. 

 EC-4 

Generalist 

 EC-6 

Generalist 

 ESL  Bilingual 

 Special 

Education 

 Elementary  

 

 Kindergarten 

Endorsement 

 4-8 

Generalist 

 

8. What is your ethnicity? 

 African-

American/Black 

 Asian  Caucasian/White  Filipino/Pacific 

Islander 

 Hispanic/ 

Latina/Latino 

 Middle 

Eastern 

 Native American  Multicultural/Biracial 

 Other, please explain 

______________________________________________________ 

9. What is your gender? 
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 Female  Male  

10. What is your age? 

 18-24 years  25-29 years  30-39 years  40-49 years 

 50-59 years  60+ years   

Please describe your classroom. 

11. How many children are enrolled?  ____ 

 

12. How many adults are assigned to your classroom of children?  _____ 

 

13. How many hours do you work with the children each day?  ______ 

 

Please respond to the following questions about your experiences with the 

Big Day for  Pre-K curriculum. 

14. What is the language of instruction in your classroom? 

 English  Spanish  Bilingual (English 

and Spanish) 

 

15. How familiar are you with Big Day for Pre-K curriculum? 

 Very familiar  Somewhat familiar  Not at all familiar 

16. How were you first introduced to the Big Day for Pre-K curriculum? 

 No formal 

introduction 

 Individual 

orientation 

 Group 

orientation 

 On-the job training 

 Other, please explain 

___________________________________________________________________ 

17. How long have you been using the Big Day for Pre-K curriculum in a 

classroom with children? 

 0-5 months  6-11 

months 

 1 year  2 years  3 or 

more 

years 
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18. What other curriculum models are used in your Pre-Kindergarten 

classroom? 

 Second Step     

 Other, please explain 

____________________________________________________ 

 

19. How often do you use the following Big Day for  Pre-K curriculum 

materials designed for teachers? 

Materials Daily Weekly Monthly 1-2 
times 
per 
year 

Never 

Professional Handbook           

Teachers’ Guides for 
Thematic Units 

          

Website           

Informal Embedded 
Assessments 

          

Formal Assessments (Early 
Childhood Inventory) 

          

Customizable Lesson 
Plans 

          

Digital Teaching Materials           

BookFlix           

BookStix           

Downloadable Resources           

Family Communication 
Tools 

          

Online Professional 
Development Webinars 

     

Online Interactive 
Whiteboard access 

     

Online educational games      
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20. How often do you use the following Big Day for Pre-K curriculum 

materials designed children? 

Materials Daily Weekly Monthly 1-2 times 
per year 

Never 

Routines Poster           

Theme Audiobooks           

Read-Aloud Books           

Theme Big Books           

Lap Books           

Little Books (4 copies for 
each Theme Big Book) 

          

Letter vest and vest 
pocket letters 

          

Picture cards           

Letter cards           

Magnetic board and 
letters 

          

Magnetic numbers           

Clifford the Big Red Dog 
books 

          

Clifford the Big Red Dog 
poster 

          

Clifford the Big Red Dog 
puppet 

          

Math mats           

Number cards           

Science posters           

Songs and fingerplays 
CDs 

          

Big Wall Charts for themes           

Magnifiers           

Attribute blocks           

Balance set           

Counting bears           

Pattern blocks           

Snap cubes           

Book Flix           

Online educational games           
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21. What do you like best about the Big Day for Pre-K curriculum? 

 

 

 

22. Would you recommend the Big Day for Pre-K curriculum to other 

teachers? 

 Definitely 

would 

 Probably 

would 

 Probably 

would not 

 Definitely 

would not 

23. What changes would make the Big Day for Pre-K curriculum more 

effective in supporting children’s learning? 

 

 

24. What changes would you suggest to make the Big Day for Pre-K 

curriculum more useful to teachers? 

 

 

 

25. What support do you and your co-teachers need to successfully 

implement the Big Day for Pre-K curriculum? 

 

 

The following questions apply to your professional development 

experiences during the past year. 

 

26. How many hours of professional development are required each year 

by your employer? 

______ number of hours of required for training/professional 

development 
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27. For each of the following professional development formats, please 

check if you participated during the past year.  

Format of Session Yes No 

College or university course   

Observational visit in another classroom   

Reflection and feedback based on peer 
observations 

  

Videotaping of teaching practices and 
feedback in one’s own classroom 

  

Lecture or demonstration by leader with 
special expertise 

  

Workshop with active participation   

Conference, seminar, or symposium   

Presenter for training session (you were the 
presenter) 

  

Individual research on a topic of professional 
interest 

  

Collaborative research on a topic of 
professional interest (a team project) 

  

Regularly scheduled collaboration with other 
teachers on issues of instruction 

  

Working with a mentor or coach    

Regular supportive communication with a 
supervisor or specialist 

  

Planning time with co-teacher(s) in same 
classroom 

  

Planning with other Head Start teachers   

Study group meetings   

Peer reflective meeting focused on review of 
journal articles or professional resources 

  

Peer reflective meeting focused on review of 
students’ work samples 

  

Collaborative meeting focused on assessment 
data 

  

Individual reading of professional journals 
and/or books 

  

Online modules   

Webinars   

Accessing relevant websites and/or Apps   

Teacher networking session   

Teacher academy   
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Committee meetings (or task force meetings)   

Visit to teacher resource center (Example: 
Region X) 

  

Staff meeting focused on professional 
development 

  

 

Please consider the professional development or training sessions in 

which you participated during the past year.   

28. How many hours of professional development pertaining specifically to 

the Big Day for Pre-K curriculum did you attend during the past year? 

  0-3 hours  4-7 hours  8-12 hours  13 or more 

hours 

29. How useful did you find the professional development related to the 

following topics?  Please check the topics that are applicable to your 

experiences. 

Topic Very 
useful 

Somewhat 
useful 

Not very 
useful 

Training specific to the Big Day for 
Pre-K curriculum  

      

Classroom 
environment/arrangement 

      

Parent engagement       

Home visiting       

Cultural awareness and diversity       

Assessment       

Child guidance        

Classroom management       

Social and emotional development       

Language and communication       

Emergent literacy – reading       

Emergent literacy –writing       

Mathematics       

Science       

Social studies       

Art       

Music       

Dramatic expression       
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Physical development (gross and 
fine motor) 

      

Personal safety       

Health       

Technology for children       

Technology for teachers       

Child growth and development       

Individualization       

Children with special needs or 
disabilities 

      

Children who are gifted and talented       

Appropriate accommodations       

Laws and regulations       

 

30. Did your employer provide any funding or other support that allowed 

you to participate in professional development activities? 

Full or partial reimbursement for college or 
university tuition 

 Yes  No 

Payment or reimbursement for conference or 
workshop fees 

 Yes  No 

Reimbursement for travel and/or daily expenses for 
professional  development activities 

 Yes  No 

Scheduled time in the contract year for 
professional development 

 Yes  No 

Release time from teaching to attend professional 
development activities 

 Yes  No 

A stipend when engaging in professional 
development outside of work hours (for 
example, an Academy) 

 Yes  No 

     

 

Thank you for your participation in this survey.  We hope that the results 

will lead to improved outcomes for children and teachers. 
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 Head Start of Greater Dallas 

Spring 2018 
Survey of Head Start Teachers Using  

Frog Street for Pre-Kindergarten 

  

 We are conducting a survey of teachers to determine 

your opinions about the curriculum approaches in Head Start and Pre-

Kindergarten classrooms.  We are also interested in the types and 

duration of your professional development experiences.   

Please provide the following information about yourself. 

 

 

Center ______________________________________      Classroom ____________ 

 

1. Who is your employer? 

 Head Start of Greater Dallas 

 

 Dallas Public Schools  

2. How long have you been with your current employer? 

 0-5 

months 

  6-11 

months 

 1 year  2 years  3 years 

 4-6 years  7-10 

years 

 11-15 

years 

 16-20 

years 

 More 

than 20 

years 

3. How long have you been teaching infants, toddlers or preschool 

children?  

 0-5 

months 

  6-11 

months 

 1 year  2 years  3 years 

 4-6 years  7-10 

years 

 11-15 

years 

 16-20 

years 

 More 

than 20 

years 
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4. How long have you taught older children at other grade levels? 

 never   1 year  2-5 years  6-10 

years 

 11 years 

or more 

5. What is your highest level of education? 

 CDA  Some 

college    

credits 

 Associate’s 

Degree 

 Less 

than 

120 

credit 

hours 

 Bachelor’s 

Degree 

(BS/BA/BAS) 

 Some 

graduate 

credit 

hours 

 Master’s 

Degree 

(MA/MS) 

 

 

 

6. What was your major field of study?   

_______________________________________ 

 

7. Are you certified as a teacher in Texas? 

 Yes  No  Currently enrolled in a 

certification program 

8. If “Yes,” which of the following certifications have you attained? Check 

all that apply. 

 EC-4 

Generalist 

 EC-6 

Generalist 

 ESL  Bilingual 

 Special 

Education 

 Elementary  

 

 Kindergarten 

Endorsement 

 4-8 

Generalist 

 

9. What is your ethnicity? 

 African-

American/Black 

 Asian  Caucasian/White  Filipino/Pacific 

Islander 

 Hispanic/ 

Latina/Latino 

 Middle 

Eastern 

 Native American Multicultural 

 Other 
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  please explain  ________________________________________________________ 

10. What is your gender? 

 Female  Male  

11. What is your age? 

 20-29 years  30-39 years  40-49 years  50-59 years 

 60+ years    

Please describe your classroom. 

12. How many children are enrolled?  ____ 

 

13. How many adults are assigned to your classroom of children?  ____ 

 

14. How many hours do you work with the children each day?  ______ 

 

Please respond to the following questions about your experiences with the 

Frog Street Pre-K curriculum. 

15. What is the language of instruction in your classroom? 

 English  Spanish  Bilingual (English 

and Spanish) 

 

16. How familiar are you with Frog Street Pre-K curriculum? 

 Very familiar  Somewhat familiar  Not at all familiar 

17. How were you first introduced to the Frog Street curriculum? 

 No formal 

introduction 

 Individual 

orientation 

 Group orientation 

 On-the job training 

 Other, please explain 

_________________________________________________________ 

18. How long have you been using the Frog Street Pre-K curriculum in a 

classroom with children? 

 0-5 

months 

 6-11 

months 

 1 year  2 years  3 or 

more 

years 
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19. What other curriculum models are used in your classroom? 

 Conscious Discipline  OWL  iStation Early 

Reading 

 Other, please explain 

___________________________________________________ 

 

20. How often do you use the following Frog Street Pre-K curriculum 

materials designed for teachers? 

Materials Daily Weekly Monthly 1-2 
times 
per 

year 

Never 

Teachers’ Guides           

Website           

Assessments           

Lesson Plans           

Scope and Sequence 
(alignment with Pre-K 
Guidelines) 

          

Thematic Units           

Resources for Special 
Topics 

          

Family Connections           

21. How often do you use the following Frog Street Pre-K curriculum 

materials designed children? 

Materials Daily Weekly Monthly 1-2 
times 
per 

year 

Never 

Theme Books            

Math Books           

Science Books           

E-books           

Puppets           

Music CDs           

Listening CDs           



 

184 

DVDs           

Journals           

Photo Activity Cards           

Vocabulary Cards           

Sequence Cards           

Alphabet Wall Cards           

Compound Word Cards           

Pocket Photos           

Letter and Word Cards           

Magnetic Bilingual Story 
Folders 

          

Magnetic Letters           

Shape Stencils           

Number cubes           

Pattern Blocks           

Attribute Buttons           

Anglegs           

Links           

Frog Counters           

Connecting Cubes           

Balls           

Bean bags           

Flip Charts           

Puzzles           

Pipettes           
Tweezers           

Eye Droppers           

Computer Applications 
(Apps) 

          

Software           

Games           

Puzzles           

22. What do you like best about the Frog Street Pre-K curriculum? 

 

23. Would you recommend the Frog Street Pre-K curriculum to other 

teachers? 

 Definitely    

would 

 Probably 

would 

 Probably 

would not 

 Definitely 

would not 
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24. What changes would make the Frog Street Pre-K curriculum more 

effective in supporting children’s learning? 

 

25. What changes would you suggest to make the Frog Street Pre-K 

curriculum more useful to teachers? 

 

26. What support do you and your co-teachers need to successfully 

implement the Frog Street Pre-K curriculum? 

 

The following questions apply to your professional development 

experiences during the past year. 

 

27. How many hours of professional development are required each year 

by your employer? 

____ number of hours of required for training/professional development 

28. For each of the following professional development formats, please 

check if you participated during the past year.  

Format of Session Yes No 

College or university course   

Observational visit in another classroom   

Reflection and feedback based on peer observations   

Videotaping of teaching practices and feedback in 
one’s own classroom 

  

Lecture or demonstration by leader with special 
expertise 

  

Workshop with active participation   

Conference, seminar, or symposium   

Presenter for training session (you were the 
presenter) 

  

Individual research on a topic of professional interest   

Collaborative research on a topic of professional 
interest 

  

Regularly scheduled collaboration with other 
teachers on issues of instruction 
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Working with a mentor or coach    

Regular supportive communication with a supervisor 
or specialist 

  

Planning time with co-teacher(s) in same classroom   

Planning with other Pre-K teachers   

Planning with other Head Start teachers   

Planning with teachers of different grade levels   

Study group meetings   

Peer reflective meeting focused on review of journal 
articles or professional resources 

  

Peer reflective meeting focused on review of 
students’ work samples 

  

Collaborative meeting focused on assessment data   

Individual reading of professional journals and/or 
books 

  

Online modules   

Webinars   

Accessing relevant websites and/or Apps   

Format of Session Yes No 

Teacher networking session   

Teacher academy   

Committee meetings (or task force meetings)   

Visit to teacher resource center (Example: Region X 
or school district center) 

  

Faculty or staff meeting focused on professional 
development 

  

 

 

Please consider the professional development or training sessions in 

which you participating during the past year.   

29. How many hours of professional development pertaining specifically to 

the Frog Street curriculum did you attend during the past year? 

  0-3 hours  4-7 hours  8-12 hours  13 or more 

hours 

30. How useful did you find the professional development related to the 

following topics?  Please check the topics that are applicable to your 

experiences. 
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Topic Very 
useful 

Somewhat 
useful 

Not very 
useful 

Training specific to the Frog Street 
curriculum  

      

Classroom 
environment/arrangement 

      

Parent engagement       

Home visiting       

Cultural awareness and diversity       

Assessment       

Child guidance        

Classroom management       

Social and emotional development       

Language and communication       

Emergent literacy - reading       

Emergent literacy - writing       

Mathematics       

Science       

Social studies       

Art       

Music       

Dramatic expression       

Physical development (gross and 
fine motor) 

      

Topic Very 
useful 

Somewhat 
useful 

Not very 
useful 

Personal safety       

Health       

Technology for children       

Technology for teachers       

Child growth and development       

Individualization       

Children with special needs or 
disabilities 

      

Children who are gifted and talented       

Appropriate accommodations       

Laws and regulations       
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31. Did your employer provide any funding or other support that allowed 

you to participate in professional development activities? 

Full or partial reimbursement for college or 
university tuition 

 Yes  No 

Payment or reimbursement for conference or 
workshop fees 

 Yes  No 

Reimbursement for travel and/or daily expenses for 
professional  development activities 

 Yes  No 

Scheduled time in the contract year for 
professional development 

 Yes  No 

Release time from teaching to attend professional 
development activities 

 Yes  No 

A stipend when engaging in professional 
development outside of work hours (for 
example, an Academy) 

 Yes  No 

     

 

Thank you for your participation in this survey.  We hope that the results 

will lead to improved outcomes for children and teachers. 
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Appendix F 

Permission to use Teachers Sense of Efficacy Scale (TSES) 
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Fara Bostic <fbostic@twu.edu> 

 

Teachers Sense of Efficacy Scale 

 

Anita Woolfolk Hoy <anitahoy@me.com> Mon, Feb 12, 2018 at 10:10 PM 

To: Fara Bostic <fbostic@twu.edu> 

Cc: Anita Woolfolk Hoy <hoy.17@osu.edu>, fara Bostic <fara.bostic@yahoo.com> 

You are welcome to use the TSES in your research. This website might be helpful to you: 

 

http://u.osu.edu/hoy.17/research/instruments/ 

 

Best wishes in your work. 

My mom got her Master's degree from TWU many years ago. 

 

Anita 

Anita Woolfolk Hoy 

7655 Pebble Creek Circle, Unit 301 

Naples, FL 34108 

anitahoy@mac.com 

239-529-1656 

 

http://anitawoolfolkhoy.com 

[Quoted text hidden] 

http://u.osu.edu/hoy.17/research/instruments/
https://maps.google.com/?q=7655+Pebble+Creek+Circle,+Unit+301+Naples,+FL+34108&entry=gmail&source=g
https://maps.google.com/?q=7655+Pebble+Creek+Circle,+Unit+301+Naples,+FL+34108&entry=gmail&source=g
mailto:anitahoy@mac.com
tel:(239)%20529-1656
http://anitawoolfolkhoy.com/
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Appendix F 

Permission to use Teachers' Subjective Well-Being Questionnaire TSWQ 
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Fara Bostic <fbostic@twu.edu> 

 

TSWQ 

 
Tyler Renshaw <tyler.renshaw@usu.edu> Wed, Feb 14, 2018 at 9:19 AM 
To: Fara Bostic <fbostic@twu.edu> 
Cc: fara Bostic <fara.bostic@yahoo.com> 

Hi Fara, 
 
Nice you to hear from you. 
 
You're welcome to use the TSWQ for your research, as the measure is in 
the public domain. You can find an electronic version on my personal 
website: https://tylerrenshaw.squarespace.com/tswq. You can also adapt 
the formatting of this Word file to fit your research needs.  
 
Let me know if you have any further questions. And best wishes with your 
research! 
 
Tyler 

 
From: Fara Bostic <fbostic@twu.edu> 
Sent: Wednesday, February 14, 2018 5:56:43 AM 
To: Tyler Renshaw 
Cc: Fara Bostic; fara Bostic 
Subject: TSWQ  

  
[Quoted text hidden] 

 

 

 
 

 

 

 

 

 

https://tylerrenshaw.squarespace.com/tswq
mailto:fbostic@twu.edu
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Appendix G 

Permission to use Teachers' Attitudes about Professional Development (TAP) Instrument 
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Fara Bostic <fbostic@twu.edu> 

 
Teachers’ Attitudes About Professional Development (TAP) 

 
Bruce A. Torff <Bruce.Torff@hofstra.edu> Sun, Nov 5, 2017 at 12:49 PM 

To: Fara Bostic <fbostic@twu.edu> 

hi.   You are welcome to use the instrument.  Good luck with your work. 

  

Bruce 

  

Bruce Torff, Ed.D. 

Professor, Department of Teaching, Learning and Technology 

  

148 Hagedorn Hall 

School of Education 

Hofstra University 

Hempstead, NY 11549 

(516) 463-5803 

bruce.torff@hofstra.edu 

 

 

 

 

tel:(516)%20463-5803
mailto:bruce.torff@hofstra.edu

