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Abstract

Literacy is an important ability of people as it is highly linked with every area
of learning. Thus, it is critical to find meaningful ways to support young children to
develop their literacy performance. The arts are a promising approach as according to
research (see Hanley et al, 2009) they are the most preferable activity choice of
children and they also provide a liberal environment in which they can interact and
communicate effectively. Considering the lack of research in examining the holistic
effects of the arts in children’s development, the aim of this research was to
investigate an interdisciplinary approach of the arts and literacy in children’s
performance in literacy and social skills, involvement and literacy as a social practice
in the age group of 5-6 years old. More specifically, it was investigated if there were
the arts in general or a specific art form that could contribute more to children’s
performance in literacy and social skills, involvement and literacy as a social practice.
It was expected that drama would have a better contribution. This was based on the
fact that according to Sionti & Papadopoulos (2011) and Fleming et al. (2004) drama
requires higher levels of participation because it required high levels of physical
activity and improvisation.

An interdisciplinary framework was designed and suggested for this purpose
and it was tested in a pilot implementation and in a final study against a control group.
There was a random selection of 4 early years classrooms in Attica in Greece with 83
children and 4 early childhood teachers in total. In the final study there were 3
experimental groups, which each one of them were implementing the suggested
interdisciplinary framework using a different kind of the arts. The effects of the
intervention in children’s performance in literacy and social skills, involvement and
literacy as a social practice were measured using a mix method approach with
gualitative and quantitative data. The practitioners’ perspectives regarding the
intervention were also gathered. The findings verified the beneficial effects of the arts
in children’s literacy and social skills, involvement and literacy as a social practice.
When the arts were using as a means to develop literacy activities, children had a
better performance from children in the control group. In contrast, with our
hypothesis there was no significant difference between drama and the rest art forms.
This leads us to suggest that there is no specific art form that has greater gains
comparing with the other ones but it is the arts in general that have a beneficial impact
on children’s performance in literacy and social skills, involvement and literacy as a
social practice.

The added value of this piece of research rests on the fact that it examined
holistically the effects of the arts on children’s performance in literacy and social skills,
involvement and literacy as a social practice, which is something that is missing from
the empirical literature. These findings are useful to early childhood practitioners as a



pioneering approach and to researchers as a motivating factor for further examination
of this topic.
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1. Introduction

Children’s experiences in the early years settings are a crucial factor for their
performance and development in the future. They build skills and develop interests
that will define their learning process in the later levels of their formal schooling
(Tymms et al., 2009; Siraj-Blatchford et al., 2008). Considering this argument, great
emphasis should be given in this area as it is the basis of formal learning.

Within the different areas of learning, it can be argued that literacy is the most
important one as it is highly related with all the other ones. One main argument is that
every area of learning has its own communication code, which is built in the basic
principles of literacy. Thus, children need to develop effectively their literacy skills in
order to succeed in the rest of the areas of learning. This argument places great
importance in the development of literacy especially in the early years, which is
considered a fundamental area for children’s stance towards learning. Therefore,
there is a need to find pioneering ways to support young children to develop such
skills. The arts are a promising approach that can be used in an interdisciplinary
research with literacy. The benefits of the arts rest on the fact that they develop an
environment of freedom in which participants can communicate and exchange their
true ideas (Vasudevan, 2014; Matthews, 2008). This argument has a great impact in
the early years as according to research (see Hanley et al, 2009) art activities are the
most frequent choice of children in their free play. Thus, such an interdisciplinary
approach will come naturally to children as the arts are part of their existing free
choice activities.

Art activities have attracted the attention of researchers and practitioners in
all levels of education and they utilize them to develop learning outcomes in literacy
(see Moritz 2015; Anderson & Loughlin, 2014; Greenfader et al., 2014; Change & Cress,
2013; Runfola et al., 2012). However, there is a gap in pieces of research that examine
the arts and literacy holistically as most of the existing pieces of research in the early
years are focusing in one kind of the arts and its effects in one area of literacy.
Considering the findings and limitations of the existing empirical findings (see chapter
4) this research project was designed. It is obvious that in research in the early years
settings, there is an over emphasis in music in relation to phonological awareness.
Further gaps were also identified regarding the effects of the arts in both literacy and
social skills, in literacy as a social practice and in children’s involvement. The above
situation, was a motivating factor for this PhD thesis. Considering the gaps in this area,
there was an effort to contribute in the investigation of this relationship by offering
further knowledge based on empirical findings.

The aim of this research was to investigate an interdisciplinary approach of the
arts and literacy in children’s performance in literacy and social skills, involvement and
literacy as a social practice in the age group of 5-6 years old. More specifically, it was
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investigated if there were the arts in general or a specific kind of the arts that could
contribute more to children’s performance in literacy and social skills, involvement
and literacy as a social practice. For this reason, there was a comparison of the effects
on 3 different art forms on literacy and social skills, of children’s involvement and of
children’s use of literacy as a social practice. It was expected that drama play would
contribute more and had better outcomes in children’s performance as according to
Sionti & Papadopoulos (2011) and Fleming et al. (2004) it requires more participation
and has greater levels of freedom. The research questions were:

1. What are the effects on children’s literacy skills when they are interacting with
the arts?

2. What are the effects on children’s use of literacy as a social practice when they
are interacting with the arts?

3. What are the effects on children’s social skills when they are interacting with
the arts?

4. What are the effects on children’s involvement when they are interacting with
the arts?

The following chapter 2 analyses the content of literacy and the basic principles
in developing literacy in the early years settings. Chapter 3 presents the concept of the
arts and establishes their pedagogical value by examining the different Early Years
curriculums across the world and by linking them with some of the major pedagogical
theories in the early years settings. Chapter 4 introduces the importance of
interdisciplinary research and analyses the existing pieces of research about arts and
literacy. The importance of this PhD thesis is identified through the gaps of the existing
empirical research in this chapter. Chapter 5 discusses the importance of involvement
in children’s school performance and examines the existing pieces of research in
relation to the arts. Relevant gaps were identified and linked with this PhD thesis.
Chapter 6 discusses the importance of social skills in children’s academic performance
and create a link with this PhD thesis. Chapter 7 analyses the different teaching styles
and their effects on children’s learning as an important factor of the effects of the
current intervention. Chapter 8 presents the methodology of the PhD thesis and
describes the methodological choices. Chapter 9 presents the data analysis and the
discussion of the findings. Chapter 10 summarises the discussion and presents the
conclusions. In the appendices, the necessary pedagogical and research resources are
presented.
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2. The concept of literacy

Literacy is a fundamental part of people’s language development, which
involves their ability to read and write and also their ability for verbal and non-verbal
communication. It includes critical thinking skills, numeracy skills and is highly linked
with every other aspect or learning area. Studying further the concept of literacy, it
can be argued that it is a very important ability in people’s lives. It covers people’s
need for communication and enables them to gain knowledge and to categorize and
organize new information from the surroundings. Literacy is also a very broad concept
that applies to a lot aspects of people’s lives.

Every area of learning and development has its own communication code that
is basically based on people’s literacy skills. For example, in a mathematical problem,
students have to be able to ‘read’ the numeric symbols, discuss about the possible
solutions, explain their personal way of thinking before they solve the problem and
‘write’ the solution. This exercise merely involves some of the basic literacy skills like
reading, writing and communication. Consequently, it can be argued that when
students have effectively and efficiently developed their literacy skills, they can
further succeed in every area of learning and development, since they already possess
the appropriate basis and foundation. This situation discloses the importance of
enabling children, and especially young children, to develop their literacy skills
effectively, since with this way, they can flourish in all learning areas. Therefore, the
access to literacy and the frequency of this access has a major effect of everyday
interactions.

Trying to identify the concept of literacy, it has to be admitted that it is not an
easy and straightforward procedure. According to Baynham (1995) every definition of
this term can be questioned. Literacy in everyday life can have two different
dimensions: the operational dimension and the critical dimension (see table 1). Being

more specific, in the operational dimension there is a focus on competency with the
language system and the abilities people need in order to be adapted in the social
activities e.g. read, write, listen and speak. On the other hand, the critical dimension
is focused on the development of critical thinking regarding these activities and the
meaning that they might have in different contexts.

Table 1. Dimensions of literacy according to Baynham (1995)

Dimensions Description
Operational dimension Important abilities for people’s socialization
Critical dimension Critical thinking in these abilities regarding the context

In people’s everyday lives these two different dimensions interact and affect
people’s use of the language system on their social activities. According to Baynham
(1995), operational dimension can be categorized in two further categories: Literacy
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as a social practice and literacy as a means of communication. Critical dimension

involves critical literacy (ibid). These further categories of literacy interact during

people’s everyday activities and understanding of literacy (see table 2).

Table 2. Categories of literacy according to Baynham (1995)

Categories Description
Literacy as a social practice Literacy as a social activity
Literacy as a means of communication Abilities regarding communication (e.g.

Receptive & productive skills)

Critical literacy Critical meaning of literacy

In the following sections, there is a need to analyze further these termsin order
to understand fully their meaning and content. The focus of this thesis is based on
literacy and it examines the operational dimension of literacy. More specifically, it
examines literacy as a social practice and literacy as a means of communication and
further investigates the ways that they can be developed through an art intervention.
The critical dimension of literacy is also really important but it was decided to be
examined in a following research study after the completion of this thesis. The basic
reason for this decision was to keep focus of this thesis in one dimension in order to
be able to examine it thoroughly.

In addition to the above, in the following chapters there will be a discussion of
the role of the adult and the role of the setting in the development of literacy as a
social practice and literacy as a means of communication, which are also two of the
basic parameters of the art intervention of this research project. Also, the concept of
emergent literacy and phonological awareness, which can be both linked with the
wider concept of social literacy, are discussed in the following chapters as they were
considered in the experimental design of the intervention. In this thesis, it is argued
that emergent literacy can facilitate phonological awareness. This was highly
considered in the framework of the experimental design.

2.1 Literacy as a social practice

The social aspect of literacy has its roots on socio-cultural theories of learning,
which gives emphasis on social interactions. This is can be conceptualised on the fact
that people develop literacy aspects through their interaction with others in
meaningful activities that take place in specific social contexts (Orellana, 1995). During
this procedure, the communities of practice that have been developed have a very

important role. Being more specific, a community of practice is the relationship that
associates people to share collective learning (Wenger, 2004; 1998; 1991). Literacy
activities which are taking place in the communities of practice become an integral
part of people’s lives. Language, literacy and learning are integrated in the people’s
communities of practice and help people to share their knowledge (Carter, 2006). This
knowledge helps people to progress in their social activities. As Papen (2005)
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highlights, literacy is not only a summary of certain abilities but it is the perception of
literacy as a social practice which defines the relationship among people.

Literacy as a social practice has an emphasis on the usage of literacy in the
broad context of people’s lives. It is true that the concept of literacy is commonly
linked with social activities that can be observed and recorded (Maybin, 2007). Social
practices have to do with specific human’s reactions in situations in real life e.g. acting,
talking etc. (Harste et al., 2004). This leads us to suggest that since experiences are
different for every person, then the available social practices are also different.

Following this argument, there is an emphasis on observing this practice as a
human practice (Baynham, 1995). Studying literacy as a social practice means that
there is an investigation of the human’s actions that are related with literacy but also
an investigation on human’s beliefs regarding these actions. However, the terms
beliefs, ideologies and attitudes cover a very broad and vague area which sometimes
is very difficult to be determined and located. As Barton (2007) highlights, literacy is a
symbolic system that we use for our communication and is linked with other systems
that have to do with an exchange of information. From the above discussion it is
obvious that literacy can be characterized as a social activity that takes place in many
social relationships of humans.

Within literacy as a social practice, two very important aspects are literacy
events and literacy practices (see table 3). Literacy events are the various activities

that take place regarding literacy, whereas literacy practices are the way people use

literacy through literacy events (Barton, 2007). Literacy practices shows the way
people interact with each other in literacy and not the literacy knowledge they have,
although this can be obvious as well. It has to be acknowledged that literacy practices
are influenced by the socio-cultural context that people are living in (Papen, 2005).
This is attributed to the fact that cultural values have access to literacy through
people’s everyday activities (Harste et al., 2004). In order to understand better literacy
as a social practice, a clear need is raised to discuss literacy events and literacy
practices within people’s everyday lives.

Table 3. Literacy as a social practice according to Barton (2007)

Literacy as a social practice

Literacy events Activities in everyday life that include literacy

Literacy practices What exactly people do with literacy, how they do it and why

Literacy events and literacy practices are interacting with each other and
during this interaction they form the foundation of literacy as a social practice.
Although they both show people’s interactions and not people’s knowledge, during
these interactions there are signs of people’s knowledge regarding literacy. Observing
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everyday activities, it is obvious that literacy has an important role in people’s lives
but also in the way that they use this knowledge in order to apply it practically in their
activities. Therefore, thisimportance is attributed to the fact that there is a connection
of the cognitive attributes with the social aspect of literacy. Literacy as a social practice
is very important as the social power and interactions has a vital role in people’s lives.

Transferring these arguments in the early years settings, it is obvious that they
are also valid in this area. Children in the early years settings seem that they have an
innate tendency to use their social experiences and interactions to develop literacy
(Booth et al., 2007). These social experiences and interactions are influenced directly
by their cultural background and routines, which are obvious within the communities
of practice that are developed in the settings. According to Carter (2006), a successful
curriculum should incorporate the knowledge from these communities of practice and
put it into practice. Focusing on literacy in the early years, she stresses that this
practice will motivate students to focus on literacy as a social practice and on the
literacy events that exist in their everyday lives.

Considering these arguments, it is obvious that reading and writing, as part of
literacy, have been characterized as social and cultural practices. Children’s
involvement in these procedures includes two very important social relationships: the
relationship between the author and themselves as readers and the relationship
among the characters in the story (Bloome & Katz, 1997). However, these arguments
are not new in the field of literacy as they derived from the traditional definition of
literacy, although this was not always so obvious. According to Evans (2005), the
traditional definition of literacy is based on an autonomous learning module that has
its roots in the social and cultural interactions. This acknowledgement offers great
advantages in people’s lives as there is an understanding of the content and
construction of literacy (Tett et al., 2006). Also, it gives the opportunity to implement
various approaches that empower young children to communicate and exchange
literacy information and strategies that give meaning to different settings (Prinsloo,
2005). For example, when practitioners in the early years settings are aware of this
fact, they can stimulate young children to focus their attention to the literacy aspects
of their everyday lives or to include literacy aspects in the setting so children could use
in their free play.

Some years later, Dafermou & Sfyroera (2010) confirmed these arguments in
the Greek content and culture. As every social interaction is influenced by the cultural
background, this argument is really important especially for the theoretical
background of this research project as the experimental design focuses in Greek
schools. Dafermou & Sfyroera (2010) stress that writing has a strong social focus. They
characterize the beginning of every writing efforts as a procedure to mobilize
children’s thinking. For this purpose, they highlight that it is of paramount importance
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to include the social aspects of literacy in every effort to enable young children to
develop literacy otherwise we shift away from its true meaning and purpose. This was
taking into serious consideration in the framework of this research project by placing
social interaction in the center of the art intervention.

With the changes in the educational system in Greece and the development of
a new early years curriculum (®EK 304B/13-03-2003) some years ago, literacy is
appeared to be even more important in school activities, which is something that
affects children’s everyday lives as well. In the new Greek early years curriculum, it is
obvious that the purpose of literacy has a communicative and social aspect. This is
highly related with literacy as a social practice as social interactions are the center of
this term.

Having discussed the content of literacy as a social practice, following there
will be discussion of second category of the operational dimension of literacy which is
literacy as a means of communication.

2.2 Literacy as a means of communication

Proceeding in the next category of the operational dimension of literacy, it can
be argued that literacy as a means of communication is a basic part of literacy as a
social practice. This is based on the fact that literacy as a means of communication
provides people the necessary skills to interact effectively. In addition to this, it offers
the necessary literacy knowledge that people can use in their social interactions.
Literacy as a means of communication includes the reading and writing skills. During
this procedure, verbal communication is very important as it enforces the listening
skills, which is the critical for reading and writing later on.

Reading and writing skills are developed throughout the years and it is wrong
to assume that they start developing at a specific age or time period. The development
of literacy starts from birth, by which we start to make sense of our reality and to
interpret the literacy aspects of the environment that surround us. In other words,
this starts when infants start wondering about the meaning of the black symbols in
their environment. After a lot of interactions with writing stimuli, they realize that
these black symbols give meaning and organize the reality around us.

Literacy as a means of communication includes the skills we develop gradually
and we use on our everyday interactions. These skills are listening, talking, discussing,

reading and writing. It is very important to stress that these skills are developed

throughout the years from the instance we came to this world and not after a specific
age.

Listening skills are based on hearing skills that are innate from the time we
were born. At this point there should be a distinction between hearing skills and
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listening skills. Hearing is a physical ability whereas listening is a skill that we develop
and learn and allows us to interpret and understand of what the other people are
saying. Being a good listener enables people to create positive relationships with
others (Brownell, 2016). Talking skills are the ability to express and articulate our ideas
with verbal means of communication. It comes after the listening skills, as infants learn
to speak by constant verbal interactions with other people. Discussing is a way of
exchanging ideas while using listening and speaking skills. It further helps people to
learn and to gather information in a way that interests them (Brookfield & Preskill,
2012).

Reading skills are the ability to give meaning to the black symbols and to
decode words, sentences, paragraphs and texts. When children are trying to give
meaning to written symbols, they are trying to create relationships among sounds and
letters (Whitehead, 2010a) and they build the basis for mastering the alphabet (Kim &
Pallante, 2010). Finally, writing skills are the ability to convey ideas by using written
symbols. This could be pseudo letters or real letters according to the age of the child.
In the first attempts of a young child to use its writing skills, it is very important to
comment on the effort and not on the outcome, as this will empower the child to
continue its efforts.

All of the above skills are used in children’s everyday interactions and they
enable them to communicate with others and make sense of their environment. In
order to achieve an effective communication, these skills interact with each other and
each one contributes to the development of the other one (Berninger et al., 2016). For
example, in the attempt of a young child to discuss with someone, it uses its skills and
knowledge during listening and talking. In this procedure it is important to realize that
language as a means of communication is a developmental process with no pre or/and
post periods that is defined by cultural factors (Gillen & Hall, 2003). For example,
Eastern and in particular Arabic writing and reading system is completely different
from the Western writing and reading system like UK, Italy or Greece as they start
write and read from different directions.

Having discussed both categories of the operational dimension of literacy, it is
important to proceed and discussed the critical dimension of literacy and more
specifically the critical literacy. As it is mentioned earlier, this is not part of the
theoretical framework that is being adapted in the experimental design but it is really
important to give a holistic view of literacy without excluding important parts.

2.3 Critical literacy

The second dimension of literacy, which is the critical dimension, is
concentrated on the development of critical thinking and this is formed with critical
literacy. According to Luke (1997), there is a vivid discussion and argument regarding
the content of the term critical literacy. He supports that these arguments are nothing
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more than an effort to develop an educated society, in which its members use their
knowledge for their communication. Critical literacy is focused on the active reading
of a text, which through constant questioning it develops deeper understanding of the
meaning (Baynham, 1995). This questioning is focused on the purpose, the reason and
the cultural values of a text or a spoken communication. For example, when a food
product is on offer this is written in red color and big size letters because they want
people to notice it or the purpose of this letter is to inform us about the amount of
money we need to pay on electricity. It starts with the understanding that written text
contributes to the development of the critical thinking, apart from its functional
purposes (Stamou et al.,, 2016). Through critical literacy, people, not only young
children, gain the necessary skills to interact effectively as they are able to understand
the meaning and the purpose of written or spoken words.

This category is a meta-level of understanding language and society (Baynham,
1995). It refers in the questioning and the critical elaboration of different terms that
surround literacy and it also includes aspects of critical thinking. Using critical literacy
skills, students have the opportunity to examine deeply the meaning of a text, the
perceptions and the motives of the author and to discover the techniques of essay
writing skills (Androulakis & Chatzimichou, 2009). In addition to this, students who are
involved actively in the reading of different texts, they analyze and critique the
relationship among them and they transfer the skills they gained in their social
practices with the purpose to discover their relationship, values and beliefs
(Babalioutas & Papadopoulou, 2007). Critical literacy offers to people even more than
a mere understanding and usage of the written symbols of the alphabet. It offers the
ability of reflections and the understanding of deeper meanings like power, social
conventions etc. (Coffey, 2008) but also a critical evaluation of language (Chatzilouka-
Mavri, 2010).

Reviewing the Greek context and literature, Stamou et al. (2016) contributed
in this area by providing further knowlege in the development of critical literacy in the
early years settings and secondary education. Participating in a research programme
and more specifically in ‘Thalis programme for the support of interdisciplinary
research and innovation’, they designed, implemented and evaluated pedagogical
resources for the development of students’ critical literacy. For this purpose they used
popular cultural texts from television shows, movies, newspapers etc. From the
dissemination of the outcomes of this research project, it is obvious that there was a
very positive contribution of this practice in children’s sociolinguistic awareness (see
Maroniti et al., 2006).

It can be argued that critical literacy is highly linked with aspects of literacy as
a social practice. As Papen (2005) stresses, the literacy users should place great
emphasis on the critical aspect of literacy, which incorporates aspects of social
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practices. Taking into consideration this argument, critical literacy is highly related to
social interactions and culture within the society.

It can be considered as an outcome of social practices and interactions. It is
true that through social interactions, people gain and develop knowledge regarding
several matters. Thus, in the procedure of using literacy aspects in the everyday
interactions, we also investigate the critical meaning of these literacy aspects. Critical
literacy is an integral aspect of social practices as it enables people to control these
literacy interactions in different aspects of their lives (Barton, 2007).

As has been stated earlier, critical literacy was not part of the research
framework of this thesis. The reason that it is included here is to provide a complete
review of literacy without omitting any important parts. From the above discussion,
the role of the adult and more specifically the role of the practitioner seems
fundamental in developing literacy. Therefore, in the next chapter there will be a
discussion of this aspect.

2.4 The role of the adult in developing literacy

In this section there will be an analysis about the important role of the adult in
developing literacy. More specifically, there will be a discussion about the role of the
family and the school in structured and free play activities regarding literacy.

As it has been established in the above chapters, the development of literacy
in young students is a social procedure. Understanding the literacy concepts and
interpreting a verbal or written message, takes place through children’s social
interaction with other the people of their surroundings (Koutsouraki, 2006). The role
of the adult is very important in children’s development of literacy (Booth et al., 2007;
Landry et al., 2006) and is much more than just teaching young children to read and
write. Adults have a major contribution on children’s development of literacy, as they
can support them to discover by themselves the literacy aspects in activities that are
meaningful for them. As Adams (1995) stresses, young children will be able to read
only if adults provide them enough resources and freedom in their activity choices.

Children learn the basic principles of literacy through their interaction with
adults and the other children. This procedure begins before their birth, as language
experiences start from the womb as a fetus (Hayes, 2016; Anagnostopoulos, 1994). It
is very common the partner of the pregnant woman, and people in general, to talk to
her belly, pretending they are talking to the fetus. This language experience continues
after their birth as newborns take part in the adults’ everyday activities (Hayes, 2016;
Bochner et al., 1998). For example, parents, and adults in general, usually take their
babies with them when they are doing their everyday errands like shopping, cooking,
paying a bill, go to the post office etc. During these activities, adults understand the
messages their babies are transmitting to them, they decipher them and they reply to
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them according to the setting and the situation they are each time. For example, it is
very common during a visit to a grocery shop the adult to respond to their baby’s
sounds by explaining what they are doing, browsing or looking for each time. During
interactions like these, there is a constant exchange of messages, which has a
substantial contribution in the development of literacy of young children. This practice
enables children to understand effectively the literacy rules later in their lives.
Therefore, and as it has been also suggested by Bandura (1977), it can be argued that
adults are a role model to children and play a substantial part in their efforts to
understand the world. This is also valid in children’s efforts to develop literary skills.

The role of the family in the lives and school progress of young children cannot
be questioned. The family is the first learning agent, who build the foundation of
children’s learning abilities and attitude (Rapp & Duncan, 2012; Haney & Hill, 2004)
and can also serve as real life role models for children. In the development of literacy
there are very important aspects that can be found in the family environment.
Researchers (see Al-Alwan, 2014; Giallo et al., 2013; Lau et al., 2011; Koutsouraki,
2006) support that it is very important parents to be involved actively in the early years
of a child’s life, as this has a substantial impact on children’s development in literacy
and development in general. A successful understanding of literacy is based on the
frequency of the literacy events that appear in children’s everyday lives in their home
environment and with their parents (Giallo et al., 2013; Melhuish et al., 2008;
Koutsouraki, 2006). An example of this could be, when children observe their parents
to read and write for mere pleasure e.g. read a book or a newspaper, write a letter or
an email to friend, type a text to post on their social media account etc. When children
experience situations like these in their home environment, they adapt this role model
and bring into action such activities as students and adults later in their lives. With
situations like these, parents, practitioners and adults in general, serve as a role model
for young children and they encourage literacy qualities to children (Melhuish et al.,
2008; Booth et al., 2007; Foy & Mann, 2003; Giannikopoulou, 2001).

Investigating even more the role of the family, it has to be acknowledged there
are more factors that are related with the family environment and can have a strong
impact on children’s development of literacy. The socio-economic background of their
parents is a major factor that can enhance or inhibit children’s development of literacy
(Rapp & Duncan, 2012; Melhuish et al., 2008; Foster et al., 2005;). For example, if
children come from a very low socio-economic background in most of the situations,
they have to contribute and help parents to save money by helping them in the home
errands or by taking care of their younger siblings (Wells, 2015; Okyere, 2012). Due to
situations like this, parents might not have the opportunity to spend time to read and
write for pleasure and to spend time with their children for literacy activities, as their
major concern is to provide food and shelter to live. In addition to this, parents’
attitude and previous experience with literacy are important factors in children’s
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progress in literacy (Wild, 2007; Foy & Mann, 2003). For example, if parents do not
value activities like read and write or school knowledge in general then their children
will imitate this attitude in their lives.

Another reason that family is an important factor in children’s development of
literacy is that unconsciously it provides meaningful learning activities for children.
When an informal literacy activity takes place in the home environment, this is
considered as part of their everyday lives and not as specific activities that are
designed and implemented only for the development of literacy. A good example for
this is when the postman delivers a letter. This activity on its own involves literacy
aspects and it is an integral part of people’s everyday lives. When this happens, young
children develop literacy skills as an important ability for their lives, as it is an event
that will trigger their attention. Therefore, it can be argued that the everyday home
activities have the opportunity to affect literacy activities in the school environment,
as they can make young children excited about literacy.

According to Maybin (2007), the unofficial activities that take place in the
family environment can influence the official activities in the school setting. Unofficial
activities include the everyday activities that do not have specific rules and structure
and can be observed during children’s free play. For example, children pretend that
they are sick and they need to read the doctor’s instructions to take the suggested
medicine. On the contrary, official activities include structured activities that can be
observed in a school setting. For example, during literacy time the practitioner has
prepared a lesson plan in order to teach children rhyming words. The difference in
these two activities is that the former activity has not a pedagogical/learning focus,
whereas the latter one has.

Apart from family, practitioners also have a substantial contribution in
children’s learning and development as they are the ones that are qualified to do so
during their studies and training. Practitioners are also important role models for
children as they are the ones who introduce formal learning to them. Young children
consider their teachers as a source of knowledge and thus they imitate their attitude
and stance towards learning. Practitioners are responsible to trigger children in the
learning activities and to make them eager to learn by showing to them the fun aspect
of learning. They need to respect their individuality and cultural values and address to
each student different according to their learning style. When this happens, children
are motivated to learn and this continues for the rest of their lives in formal learning.
It is also very important to have some time in the curriculum for informal activities, as
they serve a substantial educational purpose. Maybin (2007) observed a lot of
informal activities that take place in a school setting, which could be further utilized
from practitioners in the everyday school curriculum.
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Effective collaboration among practitioners and parents is the cornerstone of
children’s school progress. In order to have a successful outcome in the teaching and
learning process, it is important all adults who interact with children to follow the
same path in their interactions with children. This means to share the same values and
attitude regarding teaching and learning activities (Rapp & Duncan, 2012;
Giannikopoulou, 2001). Therefore, practitioners should collaborate with parents and
discuss with them about their suggested techniques and strategies that could help
children to achieve academic success. It is also useful, practitioners to be informed by
parents about the child’s achievements in literacy in the home environment and about
the influencing factors (Kurtulumus, 2016; Rapp & Duncan, 2012; Porpodas, 2002).
With such a practice, they will be aware of the children’s experiences, knowledge and
interests. This will help them to develop and adapt the school activities regarding
literacy according to children’s needs and desires. As result of this practice, children
will feel ownership of the school literacy activities and they will understand the
purpose of literacy in their everyday lives. This is also important for children with
different language backgrounds or for bilingual children. In the case that the language
experiences in the school setting have common aspects with the ones in the home
setting then children will have a great school progress in literacy (Kurtulumus, 2016;
Anagnostopoulos, 1994).

Having discussed the important role of the adult in children’s development of
literacy and specifying it in parents’ and practitioners’ role, in the next section there
will be a more specific discussion about the teaching practices. As this thesis focused
the research design in the Greek early years settings, in the following section there
will be a focus on the Greek empirical and theoretical literature.

2.4.1 Teaching practices in the Greek setting

Focusing the arguments on practitioners’ role in children’s development in
literacy, it is necessary to discuss the influence of their attitude in teaching literacy. In
order to reveal the communicative aspect of literacy, practitioners should utilize
relevant strategies (Hayes, 2016; Chatzisavvidis, 2002). However, there is a
problematic situation when practitioners are unconsciously in favor of a teacher-
center approach in literacy, which is translated to practice with a mechanistic
reproduction of the alphabet. Several examples can be found in activities such as
connect the dots or copy letters and texts. In a relevant research, Athanasiou & Nitsiou
(2011), express their concerns regarding this issue, as they observed practitioners who
still follow unconsciously a teacher-center approach in literacy in the early years
settings.

An unconscious teacher-center approach can be found in everyday
interactions during the school day. This is obvious when looking closely to
practitioners’ attitude and reaction on children’s experimentations in the early years
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settings. For example, practitioners encourage children in their efforts to reproduce
their surroundings through drawing even when their drawings are at a very initial
stage. However, this is not the same when it comes to literacy. Practitioners feel that
they have the obligation to correct children and stress their mistakes (Giannikopoulou,
2001). Sometimes, this attitude can discourage young children from writing as they
can perceive that these activities is only for the elder ones (ibid).

As it is obvious, this approach does not encourage children to develop their
literacy skills as they might feel that they will be judged or that they cannot do it right.
Therefore, it is crucial the practitioners to be aware of these unconscious incidents
and try to avoid them (Farrell, 2016). To enable children to explore their full potentials
in literacy and to promote the social aspect of literacy, practitioners should give young
children the freedom to experiment with several writing tools like pencils, erasers,
pencil sharpeners, rulers etc. and with several reading materials e.g. books,
magazines, newspapers, utility bills etc. It has to be acknowledged that these activities
should derive from children’s interests and should not be imposed to children.

Practitioners should also have in mind that adults utilize literacy in order to
meet their everyday needs and this should be the same when they support children
to develop literacy. For example, when adults write a birthday card for a friend they
do it because they want to communicate a message and not because they want to
practice their literacy skills. Consequently, this should be the same approach in the
early years settings with young children instead of implementing ready-made literacy
activities. Some everyday examples of meaningful resources for literacy activities
could be the bulletin board, manual of appliances, recipes, utility bills. Practitioners
can take advantage of these resources in order to show children the social aspect of
literacy (Giannikopoulou, 2001).

Practitioners who have a supportive role, which facilitates learning in every
interaction with children, would be beneficial for children’s learning journey. Thus, it
is important to set the school environment in the early years settings in a way that
offers young children opportunities for learning during their everyday interactions
(Koutsouraki, 2006). During this process and interactions, children have the
opportunity to internalize the new knowledge according to their individual way of
learning and to enrich or adapt their existing knowledge.

This lead us to suggest that the setting of the early years classroom has also an
important contribution on developing literacy. Therefore, in the next chapter there
will be a discussion of this aspect.

2.5 The role of the setting in developing literacy
As it has been discussed in the previous chapter, adults have a crucial role in
the progress of children’s literacy. In this, it is also very important the way they set the
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classroom in which children interact and play. The role of the adult is related highly
with the setting of the classroom and the stimuli that are provided. The resources and
activities that can be found and take place in a setting are very important in the
development of literacy and especially in reading (Adams, 1995).

The setting of the classroom can influence children’s future abilities in literacy
as it can provide to children opportunities for active involvement and direct
communication (Griffin et al., 2004). A classroom that is equipped with the
appropriate language stimuli can create meaningful links with the language
experience that children have in their home environment (Byrne et al., 2005). This is
based on the argument about informal activities that was discussed at the previous
chapter.

Children learn successfully to read and write in a setting which supports them
to focus on the ways that written communication is formed in a meaningful way
(Hayes, 2016; Dafermou et al., 2006). Literacy aspects should be included in the
children’s activities and resources in order for them to understand its importance and
role in their lives. Children should be able to access by themselves the resources and
the language stimuli and not to be dependent on the practitioner to provide them. A
very good example for this is to place the resources in shelves and cupboards that
children can access on their own instead of placing them in a very high shelf. Playful
activities and free access to them are two very important factors in children
development in literacy and learning in general. Through play children are involved in
real learning situations, in which they can mobilize their thoughts and speech
(Whitebread & Jameson, 2010; Whitehead, 2010b; Bochner et al., 1998).

At this point it is important to discuss the term environmental print as a key
term in the role of the setting on children’s development of literacy. Environmental
print means the written signs that can be found on the surroundings of children such
as billboards, tags, food logos, packaging, signs etc. (Cetin et al., 2015). According to
relevant pieces of research (see Neumann, 2014; Neumann et al.,, 2012), when
children use environmental print in their everyday activities, they have an outstanding
performance comparing to children who do not have this interaction. This is based on
the fact that this interaction leads children in activities that derive from their everyday
needs and for this reason they build knowledge successfully and they further learn
how to use their literacy skills effectively for the rest of their lives.

When the setting is equipped fully with reading and writing stimuli, children
are supported in the process of developing their literacy skills. For example, placing
tags at the resources they use every day like boxes with pencils, scissors, markers or
in the products of the grocery shop or the hairdresser salon could be meaningful
reading and writing opportunities for children. Another good example is to provide
free access to reading materials like newspapers, books, posters, calendars or utility
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bills as these are some literacy examples that can be found in real life and usually
children come across with them in their home environment. Through practices like
these, we create a link with the real world and we enable children to include literacy
aspects in their free play and understand their use on their everyday lives.

Proceeding with the same argument, classroom libraries and interest corners
are one of the most important places in the early years classroom, in which a lot of
literacy stimuli can take place (Chlapana, 2011). They provide the opportunity to
children to learn the rules of reading a book and the different cultural practices such
as turn the pages from right to left, hold the book right and not backwards or upside
down, read from the left hand side to the right hand side etc. During such activities,
children also familiarize themselves with the structure and the content of written
language (Hayes, 2016; Bochner et al., 1998). Such playful activities can trigger
children’s attention and make them interested towards literacy. However, classroom
libraries and interest corners cannot attract children’s attention just because they
have reading materials. The meticulous and careful design of the early years classroom
and especially of the reading corners can have a positive influence on children’s desire
to read. According to Chlapana (2011), there should be a stylish and elegant
organization of the books and the reading materials in order to trigger children to go
and play in this area. In addition to this, the reading resources should be renewed
continuously in order to provide variety on children’s experiences.

From the above discussion, it is obvious that the way we set up the early years
classroom is crucial as it can have a positive contribution to children’s development of
literacy. It has to be acknowledged that the design and the organization of the
resources is important in the development of emergent literacy, which is a key term
in children’s literacy. Emergent literacy is one of the basic pillars of the research design
and it is argued that it has the opportunity to facilitate phonological awareness in the
early years setting. In the next chapter there will be a discussion of the content and
the contribution of emergent literacy to children’s development of literacy.

2.6 The concept of emergent literacy

The concept of emergent literacy is a key term in every early years curriculum.
This concept can be linked with the wider context of literacy as a social practice, as
emergent literacy skills are built through constant social literacy interactions. Focusing
on the argument of Piaget (see Piaget, 1930) regarding the construction of knowledge
and the arguments of Vygotsky (see Vygotsky, 1978) regarding the social aspect of
learning, it is obvious that they provide the framework for the development of
emergent literacy.

Emergent literacy accepts that the skills, knowledge and attitude regarding
literacy is a developmental procedure that commences at the very early stages of the
child and even before the beginning of formal schooling (Hume et al., 2016). It is often
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related with the internal motivation of children to literacy aspects which are obvious
in their free play. Some everyday examples of emergent literacy in children’s free play
is when toddlers pretend that they are reading a book to their teddy bear or when
young children pretend to be an adult who is writing something. Emergent literacy is
the outcome of children’s constant experience with verbal and written
communication, in which the basic literacy foundations are built (Heppner, 2016).
Emergent literacy reveals a process that is being influenced by social and cultural
values that exists in children’s surroundings (Justice & Pullen, 2003). An important
aspect of emergent literacy is its interaction with the characteristics of children’s social
behavior. In a relevant research, Doctoroff et al. (2006) verified that there is a
significant relationship between these two terms. They stress that when children
experience difficulties in emergent literacy skills, this was often related with behaviors
like loneliness or aggressiveness. Therefore, emergent literacy is built and constructed
through children’s experiences with literacy stimuli and through social interactions,
which are the basic principles of Piaget’s and Vygotsky’s theory (see Piaget, 1930;
Vygotsky, 1978).

According to Koutsouraki (2006:51), emergent literacy is not a mere cognitive
skill but it is more like a complex, social, psychological and language activity. Having
this explanation in mind, the term emergent literacy includes all the attitudes that can
be observed in young children regarding reading and writing before the formal
schooling. It further includes attitudes that are related with the decoding and coding
the written language and the understanding of its content (Dafermou et al., 2006).
Investigating even more the content of emergent literacy, Sénéchal et al. (2001)
suggest an alternative interpretation of this term which is slightly different from the
above. Being more specific they describe that emergent literacy is children’s
knowledge regarding reading and their first efforts to read and write. Considering both
definitions of emergent literacy, it can be argued that one definition completes the
other one as the attitudes derive from knowledge and vice versa.

When children practice emergent literacy skills, basically they are trying to
understand the content of verbal and written communication. Play is a very important
activity that children can practice their emergent literacy skills (Nitecky & Chung,
2013). During their free play, they experiment with the basic literacy conventions
without being judged if there are using them correctly or wrongly. This results in
children being interested in literacy aspects which predicts, in turn, reading and
writing achievements in schooling (Hume et al., 2016). It seems that there is a strong
link between emergent literacy skills and children’s first efforts in read and write.
According to Welsch et al. (2003), the way young children write their names, mirrors
skills that are highly related with emergent literacy. Emergent literacy is the basis for
children’s literacy performance and achievement in formal schooling. Researchers
(see Lonigan et al., 2013; Greenfield-Spira, 2005; Justice & Pullen, 2003) stress the
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fundamental contribution of emergent literacy in children’s performance and
development in literacy. They further highlight that when children did not have the
opportunity to practice their emergent literacy skills they often experience difficulties
in reading during formal schooling. Hence, it is really important to provide
opportunities to children to develop emergent literacy skills through their play. In
order to do so, we can set up the early years classroom in a way that facilitates
emergent literacy skills. . Children’s active involvement in an activity that promotes
emergent literacy skills is crucial in the development of their skills in this field
(McDonald-Connor et al., 2006). Reviewing the existing literature there are several
ways that can be utilized to develop emergent literacy skills in the early years settings.

According to Justice & Pullen (2003), a very interesting way to develop
emergent literacy skills is to provide to young students’ playful activities that are
enriched with literacy aspects. In practice, this is being translated with embedding
environmental print (see chapter 2.5), so children could use and include this in their
free play. With this way, children use their emergent literacy skills as an important
vehicle in their play and they achieve learning in an entertaining way. Another
interesting approach that is suggested by Justice & Pullen (2003), is for adults to share
reading experiences with young children. This provides a meaningful setting to
children that motivates them towards learning. With this approach, children have the
opportunity to practice emergent literacy skills and to investigate in a critical way the
content of literacy (ibid). As it has been described earlier (see chapter 2.4), adults play
an important role in children’s development of literacy, as through these interactions
children build their knowledge. Thus, with a shared reading experience, we provide to
children the opportunity to ask questions and to understand better the aspects that
are related with literacy. Family is also an important agent in this process, as according
to Roberts et al. (2005) the activities that take place in the home environment are very
important in the development of emergent literacy. This is based on the argument,
that the frequency of home shared reading experiences can make children interested
in reading and writing as it is an activity that they enjoy doing with their parents who
represent the first role models for them.

Investigating the content of emergent literacy and studying carefully the
existing literature it is obvious that there is an issue on how researchers conceptualize
emergent literacy in relation to phonological awareness. However, this discussion is
not always clear and most of the arguments are indirectly or sometimes confusing
regarding the relationship between these two key terms. There is one school of
thought that perceives emergent literacy as a facilitator of phonological awareness

and there is the opposite school of thought that perceived phonological awareness as

an important vehicle to emergent literacy.

29



Both sides accept that phonological awareness is an important aspect in
emergent literacy but they look at the same aspect from different point of views.
According to Suortti & Lipponen (2016), it is very challenging to identify the effects
and the relationship among emergent literacy and phonological awareness. They
conducted a study in which they resulted that in two-five-year-old children emergent
literacy does not require phonological awareness skills but it has the opportunity to
affect them significantly. Proceeding with this argument, researchers, like Noe et al.
(2013), who embrace the perception of emergent literacy as a facilitator of
phonological awareness, argue that phonological awareness is an important emergent
literacy skill. One year later, Beattie & Manis (2014) agreed with these arguments
highlighting that during emergent literacy, skills like phonological awareness are
enhanced and developed further. Noe et al. (2013) put great emphasis on emergent
literacy skills, stating that poor performance in this area will result also in poor
performance in phonological awareness. They resulted that when children are
practicing their emergent literacy skills they embed phonological awareness skills. It is
interesting to note that although emergent literacy can be developed spontaneously,
without any particular adult guidance, phonological awareness requires clear adult
direction in order to be achieved (ibid).

On the other hand, there are researchers who embrace the opposite
framework and more specifically that phonological awareness is a cornerstone of
literacy skills and especially in the development of emergent literacy. For example,
researchers like Justice & Pullen (2003) suggest interesting practical examples in which
practitioners can promote emergent literacy skills but they also suggest examples that
use phonological awareness as a steering wheel to develop emergent literacy. They
suggest that practitioners can build emergent literacy through pre-designed activities
of phonological awareness. Some years later Fielding-Barnsely & Hay (2012) agreed
with these arguments through the findings of their research. They conducted a
comparative analysis of phonological awareness and oral language intervention in six-
year-old children with the goal to improve low emergent literacy skills. Their findings
suggest that both interventions were beneficial to children’s emergent literacy skills.
Through this, it is obvious that they embrace the latter school of thought and the
arguments that derive from this content.

From the above discussion, the arguments from the former school of thought
seem more convincing from the arguments from the latter school of thought. This is
based on the argument that, as it has been discussed previously, emergent literacy is
something that comes naturally from children as long as they have adequate literacy
stimuli. In contrast with phonological awareness, which needs to be emerged and
taught from an adult. Therefore, it is only logical that emergent literacy can act as a
facilitator in the development of phonological awareness as it is something that pre-
exists and comes before adult intervention. Considering this, the framework of this
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thesis embraces the fact that emergent literacy is a facilitator agent in the
development of phonological awareness.

Having discussed thoroughly the concept of emergent literacy, in the next
chapter there will be a discussion of phonological awareness as an important skill
within emergent literacy.

2.7 The concept of phonological awareness

As it has been discussed in the previous chapter, phonological awareness is an
important skill and relates strongly with emergent literacy. This term has been
investigated thoroughly in the empirical literature and all pieces of research agree that
it can act as one of the factors that influence children general progress in literacy
(Yeong & Liow, 2012; Saunders & DeFulio, 2007; Anthony & Lonigan, 2004; Carroll et
al., 2003; Foy & Mann, 2003). During the previous discussion, it has been established
that children develop phonological awareness skills through their development of
emergent literacy skills. Phonological awareness is an important parameter in
children’s literacy development as it has to be acknowledged that difficulties in the
development of phonological awareness can result in general reading difficulties in
formal schooling (Manis et al., 2000).

Phonological awareness is the ability that people have in order to analyse
verbal language in smaller parts and units and to use them with the goal to manipulate
them in verbal and written language (Yeong & Liow, 2012; Saunders & DeFulio, 2007;
Cheung et al., 2001). The term awareness means the in-depth understanding of these
abilities and not just a mere segmentation of the phonological parts (Castles &
Colthear, 2004). An important aspect in phonological awareness is the segmentation
of verbal language into different sounds. Being more specific, it is the ability to
understand that the same sound can be found in different parts of the same word or
in different words (Saunders & DeFulio, 2004). In other words, phonological
awareness is the understanding of the different sounds that can be found in spoken
language. People through their phonological awareness skills, understand and
manipulate the different units of verbal language in their verbal and written
communication (Duff et al., 2008).

Examining the content of phonological awareness, it is obvious that it can be
categorised in different levels according to the different knowledge that one should
utilize and demonstrate. Each level includes specific tasks in which one has to show a
deeper understanding and awareness of their key aspects (Treiman & Zukowski, 2010;
McBride-Chang et al., 2004). This understanding and awareness is built by following a
hierarchical order of developing key skills from bigger to smaller units that consist the
verbal language. Being more specific, phonological awareness is built by developing
syllable, onset-rime and phoneme awareness (ibid) (see table 4).
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Table 4. Levels of Phonological Awareness

’

Level Description Example: word ‘ship

Syllable awareness Understanding that words are /Ship/
consisted of syllables

Onset-rime awareness Understanding that the syllables /Sh/, /ip/
are consisted of the onset and the

rime
Phoneme awareness Understanding that syllables are /S/, /h/, /i/, /p/
consisted of phoneme, which is the

smaller units

Following the above hierarchical order, the first level of phonological
awareness is syllable awareness, which is the ability to understand that words consist

of syllables. With this understanding comes the ability to manipulate and differentiate
the syllables within the verbal language (McBride-Chang et al., 2004; Foy & Mann,
2003). With syllable awareness, it is also achieved the ability to identify the same
syllables in different words or in the same word (Glildengoglu, 2016). For example, the
word /banana/ is consisted of the following syllables /ba/, /na/, /na/, the syllable /na/
can be found twice in this word and that the syllable /na/ can be found in the word
/narrow/ as well. This is the simplest level of phonological awareness but it is the most
important as it contains the foundation for the other two levels. Syllable awareness is
the first step of achieving phonological awareness as it is the first effort to analyse the
verbal language in smaller units.

The next level of phonological awareness is the onset-rime awareness, which

is the ability to separate the syllable into smaller units (Soleymani et al., 2016; Wade-
Wooley & Heggie, 2016). These smaller units contain the onset and the rime of each
syllable, which the former is the first part of the syllable and the rime is the latter part
of the syllable (McBride-Chang et al., 2004). For example, in /skip/, which is a one-
syllable word, /sk/ is the onset and /ip/ is the rime. In this situation, the onset and the
rime are smaller than a syllable but include more than one phoneme. However, there
are situations that the units in the syllables are just one phoneme (Treiman &
Zukowski, 2010). For example, in the word /mother/ the first syllable /mo/ has as
onset and rime single phonemes /m/, /o/, whereas the second syllable /ther/ has as
onset and rime more than one phonemes /th/, /er/. This understanding leads to last
level of phonological awareness which is the phoneme awareness.

The third and last level of phonological awareness is the phoneme awareness,

which includes a very advanced awareness of the verbal language. In the existing
literature, it is perceived as a crucial level of phonological awareness which has a
strong influence in reading and writing (Yeong & Liow, 2012; Carroll et al., 2003). In
order to be able to achieve this level, the previous levels should be accomplished and
mastered. Phoneme awareness is the ability to understand, distinguish and
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manipulate the phoneme units within words and syllables (Yeh & Connell, 2008;
McBride-Chang et al., 2004). For example, the word /dad/ has three different
phonemes and more specifically /d/, /a/ and /d/ or if we change the /b/ from /Bill/
with /k/ then we have /kill/ or /skip/ without the /k/ is /sip/.

From the above discussion, it is obvious that phonological awareness has an
important role in children’s reading and writing skills as children can manipulate the
smaller units of the verbal language. However, there are researchers (see Castles &
Coltheart, 2004) that question this argument as they highlight that there is no causal
relationship between phonological awareness and achievement in reading. It has to
be acknowledged that phonological awareness skills enhance reading as children
master the necessary skills to decode the verbal language into written symbols.
Nevertheless, it is important to realise that although phonological awareness is an
important skill in reading and writing, it is also a skill that needs to be taught. In
contrast with emergent literacy that comes naturally to children as long as they
interact in an environment that is enriched with literacy stimuli (see chapter 2.6).
Therefore, it is more important to put emphasis on the development of emergent
literacy as a key concept within children’s development of literacy, as it can act as a
facilitator in phonological awareness and in the general components of literacy.

2.8 Summary of the second chapter

To briefly summarize, in the second chapter there was a discussion of the
concept of literacy, as it is the basic topic of this thesis. Within this discussion, there
was a thorough analysis of the content of literacy and the different dimensions of
literacy, such as operational and critical dimension, that exist in people’s everyday
lives. These dimensions of literacy were analysed further in the categories that can be
found in people’s everyday lives such as literacy as a social practice, literacy as a means
of communication and critical literacy. Throughout this chapter, it was argued that
literacy has a social character which is developed through everyday social interactions
and this argument was further supported by the existing literature. The framework of
this thesis is based on the first two categories but in order to provide a full overview
and understanding of literacy, the latter category was also discussed.

Some key factors that could influence the development of literacy were also
discussed and more specifically there was a review of the role of the adult and the
setting of the early years classroom in children’s literacy performance. Several
examples were given of how we can facilitate children’s literacy by improving the
design of the setting and by improving adults’ contribution in children’s play. Last but
not least, there was a discussion of emergent literacy and phonological awareness as
they both are key terms within the literacy context. An analysis of their content and
their role on literacy was also provided. An important part of this analysis was the
discussion of their relationship. The outcome of this discussion was that emergent
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literacy is a key aspect of literacy performance and that it can act as a facilitator of
phonological awareness. Based on this, it was argued that there should be an
emphasis on emergent literacy, which is the basis of the experimental design of this
thesis.

Another basic topic of this thesis if the contribution of the arts and more
specifically the influence that can have in children’s performance in literacy. For this
reason, the next chapter is devoted in this term and provides links with children’s
literacy.

34



3. The arts as a concept

It is very difficult to define the arts in conventional formats or meaning, as they
have a different rational and logic which cannot be reasoned with relevant theories.
One of the basic principles of the arts is that they offer freedom to those who decide
to deal with (Matthews, 2008) and they can go beyond the ordinary (Smith, 1987).
Through the arts, people have the opportunity to express and capture their inner self,
feelings, thoughts and attitude that would have been difficult to do it with
conventional verbal or written means of communication. Although they are a natural
activity that derive from an innate desire of humans, most of the time they seem like
a social activity that derive through social interaction.

The arts have a unique and individual communication code and they have their
own language system, which does not obey in any kind of rules. In contrast to written
language, the arts can communicate an idea in a better way (Vasudevan, 2014) and it
can reach a bigger audience. This is based on the fact that there are no limits in the
arts resources or any rules that need to be followed like conventional means of
communication. For instance, everyday objects, like clocks, have been represented
through the arts in different ways with no right or wrong format like Dali’s famous
melting clocks or Picasso’s famous portraits. This unique framework is utilised in order
to produce pieces or artistic work like poems, melodies, sculptures, paintings or
performances. Through these pieces of work there is a communication of ideas,
feelings and information from the artist to the receivers of the art work. A highlighting
example is Picasso’s famous Guernica, which is a response to the war cruelty and it is
represented by unconventional animal and human faces.

The arts can influence people’s expression, as they offer a lot of opportunities
for relaxation. They have been used as a tool in major aspects of people’s lives. One
of these aspects is art therapy, which has been introduced in the recent decades as a
therapeutic tool to self-heal from different kind of illnesses (Case & Dalley, 2014). The
success of this method is based on the liberal character of the arts, which helps
patients to externalise their agony and frustration that they are experiencing their
illness (Rubin, 2005). The arts can be a highly engaging means of communication, as it
is linked directly with emotions and feelings. Along with the art therapy, art-based
research has been introduced. Researchers, were very interested in the fact that
through the arts they can gather rich-detailed information, as with this approach the
participants can transform their reality (Leavy, 2015). This is based on the argument
that the people who are involved in an art-based research can communicate
information and beliefs about their inner self or about the dynamics of their group or
relationships. This is done more effectively from the typical research methods like
interviews or questionnaires, as the participants are acting in a liberal framework with
no right or wrong answers and without being afraid that they will judged.
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For the above mentioned reasons, the arts have a substantial contribution in
building knowledge and in education in general. The arts are a topic of a considerable
attention in education in the last few years but they are not a new trend. This topic
exists since ancient Greece (Smith, 1987) and it seems that this will continue in the
future. Reviewing the pedagogical theories and their supporters, one of the first and
basic supporters of the arts is Dewey. He stresses the importance of the arts in
people’s lives and the liberal character that they have, highlighting that ‘the arts break
through barriers that divide human beings’ (Dewey, 1934:254). These arguments
support the fact that the arts release people from the social constrains and
conventions that the society imposes and provide them a framework of freedom in
which they can communicate.

Examining the advantages of the arts in education, the most common
argument is that the arts can promote creativity through their liberal framework.
Although this is not completely wrong, there is substantial research that debates this
argument, claiming that the arts can do much more than just develop creativity
(Fleming, 2008; Eisner, 1973-1974; Trowbridge, 1967). It is true that the purpose of
the arts is not to educate or to enhance people to build their knowledge but the real
purpose is to communicate ideas among people. The reason that they have the
opportunity to build knowledge, is that they set an attractive environment that can be
used by practitioners to develop learning goals. Examining the pedagogical value of
the arts, Eisner (1998) notes that art activities enable students to justify their way of
thinking, to practice their reasoning skills and to articulate clearly the situations they
experienced.

These arguments have significant grounds in the early years settings, in which
young students can use the arts to express themselves without be afraid that they will
be judged or make mistakes. It is true that the arts are an integral part of young
children lives and they are the basic form on their free play. For this reason, it is
important to discuss the role of the arts in education and specifically in the early years
settings. In the next chapters there will be a discussion of the role of the arts in the
early years settings and the pedagogical value of the arts through the different
pedagogical theories and movements.

3.1 The benefits of the arts in the early years settings

The arts are a pioneering approach in the early years settings. They can
contribute to the development of children’s social skills as they create a pleasant
environment in which young children can act and interact freely. Through the arts,
young children get involved in meaningful activities that derive from their intrinsic
interests.

The effects of the arts on children’s cognitive and social development have
been established widely through relevant pieces of research (see Gerry et al., 2012;
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Wright, 2007) and has affected the early years curriculum of countries all over the
world. The Greek early years curriculum (DEK 304B/13-03-2003) considers the arts as
one of the basic learning goals. It highlights that the arts are an alternative approach,
as they maintain a pleasant and playful atmosphere within the early years classroom.
In the same line, the British early years curriculum (DfE, 2014) also stresses the
importance of the arts and includes them as one of the specific areas of learning. It
notes that the arts develop a safe environment in which children can explore and
experiment with a variety of resources. Examining the European early years
curriculums, the Italian Reggio Emilia approach, which was developed by Loris
Malaguzzi after the second World war, puts great emphasis on the arts as a vehicle of
learning (Rinaldi, 2006). In agreement with the previous European curriculums, it
stresses the communicative aspect of the arts. The Reggio Emilia approach builds an
innovative culture in which children have a hundred languages to communicate using
different kind of the arts like sculpture, shadow play, puppetry, painting, dramatic
play, music etc. (Malaguzzi, 1993). Although this approach is suggested some decades
ago, its framework is still influencing the nowadays early years curriculum and
education in general (Moss, 2016).

Moving to the American continent, it is obvious that these arguments are also
valid. The High Scope approach was developed in the United States of America in the
1960s by David Weikart, who was an American Psychologist that was concerned of the
poor performance of students from poor neighbourhoods (French, 2012). This
approach started with the Ypsilanti Perry Preschool Project with the focus on
disadvantaged children (Weikart, 1989). Examining closely the content of this
approach, it strives to offer hands-on experience to low-risk children and places the
arts as one of the key development indicators (Weikart et al., 1967). Proceeding in
another continent but remaining in the same language, Te Whariki, the New Zealand’s
early years curriculum, also agrees with the above arguments. It suggests that the arts
can be used a valuable means to develop young children’s verbal and non-verbal
communication, using stories, symbols and arts and craft in the everyday practice
(MoE, 1996). Within the framework of Te Whariki, it is noted that it is the adults’
responsibility to use creative arts in the everyday curriculum in order to support
children’s learning (ibid). Further research has been conducted introducing the
beneficial effects of more kinds of the arts like music in the Te Whariki curriculum (see
Klopper & Dachs, 2008).

From the above discussion it is obvious that a significant number of early years
curriculums around the world put great emphasis in the use of the arts as a pillar to
develop young children’s communication. The effect of the arts in children’s
development seem that it has also affected the eastern culture with countries like
Turkey and Slovenia. Researchers, shed light on the beneficial effects of the arts in the
Turkish and Slovenian early years curriculum, arguing that more emphasis should be
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given on this aspect (see Acer, 2015; Kafor et al., 2015). This means that the arts play
an important role in the early years curriculum.

It is true that the arts can have a significant contribution in the effective
development of children’s imagination comparing to other school activities (Eisner,
1973-1974). Through the arts, children can learn and understand the relevant school
subjects with pioneering ways. This is attributed to the fact that the arts are usually
activities that derive from children’s inborn desires. Due to fact that the arts are not
imposed by external factors, children are internally motivated to engage and thus,
learning is more effective. The arts offer the opportunity for creative development and
mutual collaboration (Cutcher & Boyd, 2016). Children can express and represent their
ideas using the one hundred languages they have, as it was suggested in the Reggio
Emilia approach.

Beyond this, the arts have also associated with positive outcomes in children
cognitive and social development through relevant pieces of research. According to
Eckhoff (2013), when children practice art activities there are a lot of informal
conversation with their peers, their selves or the adults. This serves as a crucial factor
to develop an understanding of the cognitive and social aspects that surround them
(ibid). In other words, the arts enable the holistic development of the children without
disconnecting the early learning goals. They offer a framework in which cognitive skills
are developed at the same time with the social skills.

Art-based research is also associated with the enrichment of children’s
experiences in terms of formal schooling. The arts can offer a beneficial ground to
children with low-performance. They empower at-risk children to develop a better
understanding of the basic cognitive concepts and skills in formal schooling (Brown &
Sax, 2013; Brown et al., 2010). This seems to be attributed on the fact that the arts
offer hands on experience. Hence, at-risk children have the opportunity to practice
the school concepts in a safe environment and build their confidence in achieving the
relevant learning goals.

Examining the benefits of the arts in the early years settings through the
empirical research literature, there are also arguments about the personal
development of the children. Hampshire et al. (2010) support this argument by
conducting a research which focuses on students’ wellbeing. The outcomes of their
study show that the arts can influence beneficially the social and emotional wellbeing
of students, with different effects according to the individuals’ personality and
experiences. Some years later, Williams & Lewin (2015) supported these arguments
by focusing their research in self-regulation, as an important achievement of personal
development. They highlight that self-regulation can be a critical agent for further
school and real life success. They suggest that the arts, and more specifically music,
can enhance young children to build their self-regulation skills with great success.
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Summarizing, it can be argued that the arts have an important role and place
in the early years curriculum as a substantial number of these curriculums consider
the arts as one of the basic early years goals. The benefits of the arts in children’s
holistic development are further verified by empirical pieces of research. However, it
has to be acknowledged that there is also the counterargument that the arts have not
proven their educational outcome in the early years settings. More specifically,
researchers like Mehr et al. (2013) question the positive findings of the arts and
especially music on children’s cognitive development. Although these findings seem
valid, the findings from the previous pieces of research seem more convincing
considering the liberal character of the arts and their influence on people’s
communication and expression.

It is a striking fact that the arts are a critical part of young children’s lives as
they are the basic form of their free play. Considering this fact, it is critical to find ways
that we can utilise the arts in a meaningful way without spoiling their liberal and
entertaining character. Before discussing this aspect, there is a need to establish the
pedagogical value of the arts through the dominant pedagogical theories and
movements in the early years settings.

3.2 The pedagogical value of the arts

As it has been discussed thoroughly, the arts have a substantial contribution in
the early years settings by supporting the holistic development of children. It offers
opportunities for both cognitive and social achievements and support at-risk children
to reach their academic potentials. Although these arguments are sufficient, it is
important to create a link with the different pedagogical theories and movements that
underpin the educational practice in the early years settings. Therefore, in the
following chapters, there will be discussion of social constructivism theory, social
learning theory and discovery learning theory. There will be also an effort to link the
framework of these pedagogical theories with the arts. The discussion will continue
by analysing the conflicting movements of education as a natural development and as
a formal and structured process and will associate the arts as a solution to the dilemma
of a free or structured methodology.

3.2.1 The arts through the pedagogical theories

It is important to realise that in the development of every curriculum there is
a group of pedagogical theories that are used to underpinned the suggested
framework. Thus, when suggesting or developing a pioneering approach in any level
of education, it is important to support it with the existing pedagogical theories.
Although the pedagogical value of the arts has been established through the previous
discussion, it is important to create also a link with the pedagogical theories in order
to verify fully their significance.
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Moving forward from the behaviourist framework, in which the emphasis was
on the conditioned behaviour according to the stimuli of the environment, researchers
like Bandura, Bruner and Vygotsky start to examine the reasons of people’s reactions
to the external stimuli. During their research, they support that people are not passive
receivers of the stimuli but they respond to the stimuli selecting the appropriate
reaction. Cognitive and socio-cognitive theories like social learning theory and
discovery learning theory are two examples that fall into this category. They are both
interested in the process of people’s thinking behind the observed behaviour. Both of
these theories can be associated with the arts as they share common values and
qualities.

Social learning theory is suggested by Bandura after a series of experiments in
investigating the reason of people’s reactions and stance. Basic principle of this theory
is the people’s ability to imitate their surroundings. Bandura (1977) believes that
people learn through direct experience or observation of the people who considered
as role models. Being more specific, he stresses that people and especially young
children respond to external stimuli by imitating the behaviours and the attitudes they
have already observed. For example, in a pleasant situation such as receiving a gift or
a reward, children will react according to what they have observed in their
surroundings from their role models. So they might thank, hug or being shy and do
nothing. Another striking example, is when children have a fight and they start using
inappropriate language, which is usually an example of what they have observed in
their home environment or in the television programmes.

Considering the framework that is provided when practicing art activities, it
can be argued that there is a clear link with the social learning theory. Being more
specific, the arts provide a framework of a free exchange of ideas in which everyone
has the opportunity to express themselves in a way that is best for them. Looking back
in the artistic movements, it is obvious that even the art movements themselves serve
as a role model to each other (Lorenz, 2016; Atkins, 1997). Highlighting examples are
the Impressionism movement, which has a strong influence on Post-Impressionism
and Divisionism, in vivid colours and an emphasis on emotions. As it has been
established in the previous discussion, people communicate effectively through the
arts in an environment of mutual respect and appreciation. Having in mind that
imitation is the basic principle of the social learning theory, this brings us nicely to
suggest that the arts have the opportunity to provide a role model of free
communication and mutual respect among individuals.

Proceeding to the next pedagogical theory, discovery learning theory was
suggested by Bruner in his effort to understand the process of children’s thinking.
Bruner in his attempt to understand the routes behind the construction of reality,
investigated the process of information systems in children’s thinking (see Bruner,
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1996; 1991). The basic pillar of this theory is the active involvement of children while
they elaborate new information. He supports that when children are able to
experiment with the new concepts and gain hands-on experience, the knowledge they
gain is permanent and achieved in an effective way (Bruner, 1981;1961). In other
words, he puts active involvement in the centre of this pedagogical theory.

Linking this pedagogical theory with the arts, it is true that there are lot of
similarities in their framework. All kind of the arts create an environment in which the
participants need to experiment with the provided resources such as clay, music
notes, markers, paint, papers etc. Through this experimentation they gain a first-hand
experience and they can experiment with the possible outcomes. For example, in
music they experiment the sequence of notes in order to produce a nice melody, in
sculpture they experiment with the appropriate thickness of the clay in order to
produce a sculpture, in painting they experiment with the combination of colours and
they create new ones etc. With this experience they build their knowledge and they
can use it the next time they will practice art activities. As experimentation and active
involvement are the basic pillars of discovery learning theory, it can be argued that
there is a common ground between this theory and art activities.

Proceeding in the last pedagogical theory of this discussion, social
constructivism is another important pedagogical theory that is being widely used to
support the early years education. It moves forward from cognitive theories, as the
emphasis is in the construction of knowledge instead of just examining the reasons
that people attain knowledge. Social constructivism theory sheds light to the social
aspect of learning, which is dominant in the early years. Vygotsky (1962) is one of the
basic supporters of this theory and supports that learning is a social interaction among
the learners and the people that surrounds them. He suggests that the achievement
of knowledge exists in two different levels: firstly, between people and then inside the
individual (Vygotsky, 1978:57). In other words, he stresses that learning takes place
within interaction and after this, people use these interactions to internalise the new
knowledge.

In an effort to associate the arts with this pedagogical theory, it has to be
acknowledged that there are again a lot of similarities in their framework and process
of learning. Art activities such as drama play, music, painting, sculpture etc. are usually
group activities although most of the time starts as individual activities. A striking
example is when a child starts drawing a picture and in a very short period of time
other children are doing the same, ending up in discussing and drawing at the same
time. In addition to this, people, not only children in particular, use the arts to
communicate and express their thoughts. When practicing art activities there is an
exchange of opinions, judgements and ideas among the participants in which each one
understands them in a different way when they process this information individually.
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It is obvious that through this process, people build their knowledge first through
social interaction and then through the personal elaboration of the information. As
this is the basic principle of social constructivism theory, this guides us smoothly to
suggest that there is a clear link between this pedagogical theory and the arts.

Summarising the above discussion, it is very important to link innovative
approaches to education with the relevant pedagogical theories. Discussing the
content of three pedagogical theories that characterize learning in the early years
settings, it was argued that the arts share common grounds with them as they have a
lot of similarities in their background. With this discussion, the pedagogical value of
the arts in education was verified as a beneficial approach to children’s learning and
development. Having established the significance of the arts through the pedagogical
theories, in the next chapter there will be a discussion of the contradicting movements
of education with an effort to suggest the arts as a solution.

3.2.2 The arts through different movements of education

In the field of early years settings, there is a debate of the nature of education
activities and how much guidance we should provide to young children. This chapter
will discuss this issue, drawing on the different movements of education. The ultimate
goal is to suggest that the arts can overcome this dilemma by providing a framework
that keeps only the benefits of these movements and eliminate the negative aspects.
The purpose of this is to discuss once more the significance of the arts in the early
years as a beneficial approach to learning.

Over the vyears, education has been associated with two contradicting
definitions with critical advantages and disadvantages in terms of teaching and
learning. One perspective accepts that education should be free from direct teaching
and focus more on natural development and the other perspective accepts that
education should offer direct guidance to students in order to enable them to reach
their academic potentials.

The supporters of education focusing on natural growth suggest that children
should be free from any form of teaching guidance so that Mother Nature can
accomplish her duty in people’s development. They strongly believe that any form of
direct guidance can hamper children’s potentials and therefore children should be
free from any adults’ guidance or intervention. One of the basic supporters of this
approach is Rousseau. He reminds that the initial and true meaning of education is to
nourish students and he questions the positive contribution of society to people’s
development (Rousseau, 1762). He supports his arguments by stating the fact that
humans intervene and change everything from their initial shape and purpose (ibid).
Thus, any form of adult intervention can have detrimental effects on children’s
development.
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Pestalozzi and Froebel were also two strong supporters of this perspective.
They were both concerned about the detrimental effects of adults’ intervention on
children’s learning and they experimented on the ways that this theory could be
implemented in practice. Pestalozzi (1894) stresses the harmful impact of instructions
to children’s learning by linking teaching instructions to a bottomless swamp. Being
strongly influenced by Rousseau’s arguments, he suggested a pioneering school
curriculum in which the adult intervention is absent and children support one another
to understand new information and attain knowledge. Froebel (1885), being a student
of Pestalozzi for some time, he also supported the perspective of education as a
natural growth. He was totally against to any form of instructions, especially in the
early years setting (Froebel, 1985). He highlighted that direct intervention does not
enable students to achieve their potentials and thus, he stresses the importance of
freedom in education. Although the above philosophers did not make direct
arguments about a link with the art activities, it is obvious that their methodology has
some common aspects with the general context of the arts. One main argument for
this is that they both create a liberal environment in teaching and learning in which
children can interact and gain new knowledge.

Early years practitioners and researchers, who support this perspective adapt
a free play methodology. According to this methodology, children’s interactions
should be based on free play experiences with no adult guidance. Supporters of this
approach (see Moyles, 1989) are totally against to any kind of intervention and
instructions as they can have detrimental effects on children’s development. It has to
be acknowledged that a free play methodology offers a lot of advantages on children’s
learning. Play is the basic form of activity of children in their attempt to understand
the world (Veiga et al., 2016). This is an intrinsic desire that comes naturally from
children and is associated with no instructions or guidance. It encourages children to
discover and experiment with the new concepts and during this they have the
opportunity to master their skills without being afraid that they will be judged or make
mistakes. A free play methodology is associated highly with children’s creative
thinking and enable children to develop their own voice (Matthews, 2008; Penn,
2008). Similarly, with above, the supporters of a free play methodology do not always
make direct arguments about the link with art activities. However, it is obvious that
there is some common ground between a free play methodology and the freedom
that is provided during art activities. Therefore, it can be argued that art activities
embrace the logic and context of a free play methodology and that a free play
methodology provides the freedom for the development of art activities.

However, there are some basic factors that can influence this methodology.
According to relevant pieces of research (see Holt et al., 2005; Lee et al., 2005),
parents’ restrictions and safety concerns are some of the basic factors that can
influence children’s free play. The safety concerns are basically derived from the
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challenging behaviours that can appear without adult supervision. Kennedy-Behr et
al. (2013) stresses the fact that free play activities in children with special needs is
highly associated with aggressive behaviours. Although this is not completely wrong,
it is important to realise and keep in mind that this methodology might have some
negative effects as well.

In an effort to link art activities with a free play methodology, it is obvious that
there are a lot of similarities with the beneficial side of this methodology and they can
overcome the negative outcomes. The basic characteristic of arts activities is that they
provide a free environment, in which participants can act without being afraid that
they will not reach the right outcome. They support people to express themselves in
any way they want and through this they manage to discover their abilities and
capabilities. Considering that the basic aspect of a free play methodology is freedom,
it can be argued that there is a clear link between this methodology and art activities.
In addition to this, the arts can overcome the negative effects of a free play
methodology in terms of aggressive behaviours. As it was described earlier, when
people practice art activities, they develop a mutual respect to each other which leads
to the awareness of the others’ wellbeing. Therefore, through the arts the incidents
of safety concerns due to violent behaviours can be eliminated as children develop an
understanding of the prosperity of the other people.

Proceeding to the opposite side, the opponents of education as a natural
growth are the supporters of education as a formal process. This seems more of a
traditional approach to education which opposes to any kind of non-directed
activities. This movement suggests that education should be characterised by formal
directions and guidance in order to reach their potentials. The supporters of this
movement believe that free play is not adequate to enable children to develop their
cognitive skills. Although this is a completely opposite approach with the previous one,
when we investigate its content it is obvious that there is also a link with some parts
of the art activities in terms of the specific interactions of each art form.

Locke, who was a philosopher in the 17t century, can be said that was an early
advocated of this movement. Although he was a supporter of liberalism, which
stresses the importance of freedom of speech and in any aspect of life, he supports
the positive impact of instructions on children’s learning (cited in Aaron, 1973). Locke
(1841) believes that children come to this world with no previous knowledge and thus,
he characterizes them as tabula rasa, which means a blank table. Due to this and
considering the reason that society can impose malicious habits to children, he
strongly believes that children should be directed towards learning. However, he
highlights that teaching instructions should be not be straightforward in order to be
effective.
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The same approach is also adapted by Dewey, who was an American
philosopher in the 19t century. He was also a supporter of liberalism as Locke, and he
was the major advocate of progressive education. However, he was very concerned
about the gap that modern society creates from natural life (Dewey, 1916). Thus, he
suggests that the only way to cover this gap is through education and direct
instructions (ibid). It is important to realise that Dewey agreed with Locke about the
form of teaching instructions and he suggested that they should be combined with
play in order to be more effective. Considering the liberal character of the arts it seems
oxymoron to argue a link with this approach. However, it is true that in order to
implement art activities there should be some general guidelines that need to be
followed e.g. in pointillism we draw using little dots. Having this in mind, we can see
some similarities with the framework that the above philosophers have suggested
regarding the instructions and guidelines.

Education as a formal process, has been framed in the early years settings with
a guided play methodology. Supporters of this approach (see Duff et al., 2008; Lynch,
2008) stress that there is a pitfall with free play, as children might be directed to the
wrong conclusions and therefore it is not enough to reach their full potentials. It is
argued strongly that instructions will help young children to reach the correct
conclusions and develop the necessary skills to contribute to society. Within the
guided play methodology, there is an emphasis on the role of the adult as a facilitator
to achieve knowledge (Harn et al., 2008; Kamps et al., 2008; Scull & Biance, 2008; Assel
et al., 2007). Guided play is perceived as a better and enhanced form of free play in
relevant pieces of research. Relevant arguments are that it embraces free play in a
more advanced way as adults have the opportunity to intervene indirectly and support
children to achieve learning goals in their cognitive and social development (Toub et
al., 2016; Weisberg et al., 2015). In addition to this, guided play has been associated
strongly with benefits in communication among children, which is something that
contradicts with the arguments about the critical impact of free play on children
communication. Ramani et al. (2014) supported this argument through the findings of
their research. During their investigation of children’s talk in guided play, they
concluded that there is opportunity for children to develop their communicative skills.

Examining both sides of a guided play methodology, it is interesting to note
that adult intervention might also have a negative impact if it does not follow a liberal
pattern. There is a danger that when adults implementing guided play in young
children, they might intervene before children have the opportunity to develop their
own thinking. A relevant study shows that guided play is associated with benefits on
children’s communication only when the practitioners encourage independent
thinking to young children (LaManna, 2015). Although guided play has important
benefits in children learning, it is important to realise the influencing factors that
might lead to the opposite outcome.
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Considering the fact that the arts are strongly linked with a free play
methodology, it seems very contradicting to argue a similar link with a guided play
methodology. It has to be acknowledged that the supporters of a guided play
methodology did not make any arguments about a link with art activities. However,
examining the content of this approach and considering the specific interactions that
take place in each art form it is obvious that there are some similarities with this
approach as well. It is true that the arts are released from any kind of constrains and
offer a free environment that people can act and interact. However, within this liberal
framework while practicing the arts there are some tips that people need to consider
and in a way there are some guidance of the suggested techniques. For example, each
kind of the arts falls into a specific category. For example, drawing, painting and crafts
are considered as visual arts whereas drama, singing and dance are considered as
performing arts. This by itself denotes that there is a very slight structure of the actions
and interactions that can take place without eliminating participants’ freedom in
expression. This very slight structure denotes only the kind of interactions (e.g. gross
motor skills in performing arts or fine motor skills in visual arts) and not the quality of
this interactions. Considering that guidelines are the basic principle of a guided play
methodology, it can be argued that the arts share some common ground with this
methodology.

Considering the fact that there are links among the arts and both contradicting
play methodologies, it is also worth mentioning that through the arts the negative
effects of this methodology could be overcomed. This is based on the fact that the arts
also provide a free atmosphere that can balance the role of the adult if they slip in the
pitfall of over-directing the young children.

Summarising the above discussion, there was an effort to link the arts with the
basic pedagogical theories and movements in education and especially in early years
education. During the analysis of the relevant concepts, it was argued that the
framework that is provided by art activities has a lot of similarities with the major
pedagogical theories of this area. It was further suggested that the arts are linked with
the basic features of free play and guided play methodology and they manage to
overcome the negative effects of both methodologies.

3.3 Summary of the third chapter

To briefly summarise, in the third chapter there was a discussion of the arts as
a concept, as it is also a basic topic of this thesis. Within this discussion there was an
acknowledgement of the difficulty to define the arts with typical formats due to their
liberal character. Relevant arguments were discussed regarding the framework that is
established when practicing art activities. Throughout this chapter, there was an
emphasis on the fact that the arts liberate people from the social constrains and this
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leads to an effective communication of ideas and thoughts. It was also highlighted that
the arts develop a mutual understanding and respect among individuals.

The benefits of the arts were also analysed by looking at the contribution of
the arts in early years curriculums around the world. The benefits were also examined
by analysing the relevant pieces of research regarding the effects of the arts on
children’s development. In order to establish fully the significance of the arts, there
was also an analysis of the different pedagogical theories that are broadly used in the
early years settings to support any kind of activities and teaching and learning
techniques. It was argued that the arts are linked strongly with these pedagogical
theories and several examples were provided to support this link. Last but not least,
there was a description of the opposing movements in the early years settings,
explaining their advantages and disadvantages in everyday practice. A strong link was
argued with the arts and both movements, highlighting that the arts have the
opportunity to overcome the drawbacks due to their liberal character. To support this
argument, several examples was discussed as well.

Having discussed both topics of this thesis, literacy and the arts, and analysed
their content and importance on children’s development, there is now a need to
create a link between them in order to support the necessity of conducting this
research. For this reason, the next chapter is devoted in the discussion of an
interdisciplinary approach which uses the arts to develop literacy performance in the
early years.
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4. An interdisciplinary approach of arts and literacy: findings and limitations

Interdisciplinarity has become nowadays an important aspect in the
educational field, with an increasing numbers of researchers to investigate its value
and significance. Although it seems a modern discourse, it made its first appearance
in the mid-1920s as a result of trying to change the typical form of education (Moran,
2010). However, the trail leads us further back to Ancient Greece with Plato and
Aristotle to introduce interdisciplinary thinking (Klein, 1990). Considering this, it seems
that nowadays we rediscover this forgotten term in education. This approach has been
considered very highly in this thesis and the findings and limitations of the existing
empirical evidence were the steering wheel for this research project.

The term interdisciplinarity seeks to unify the fragmented school knowledge in
order to understand in a better way the reality. Looking at our natural environment,
it has to be acknowledged that Mother Nature does not separate stimuli according to
school disciplines but all stimuli exist in a perfect balance. For example, with a simple
visit in the countryside, we receive information about the weather conditions, the
water temperature, the habits of the different animals, the general flora and fauna of
the area and we further experiment with the colours, numbers and shapes. It is
important to realise that with the development of different academic disciplines there
is a substantial benefit in gaining more in-depth knowledge but also there is the
negative aspect of dividing the reality into different pieces. Having this in mind,
interdisciplinarity tries to bridge the gap that is being created with the development
of the different disciplines with the goal to promote academic freedom (Nissani,
1997). It accepts the fact that the different disciplines interact with each other
(Lattuca, 2001) and in order to understand its true content, there is a need to
understand firstly the basic disciplines (Moran, 2010).

Nowadays, there is a great emphasis in interdisciplinary research and practice
in all levels of education. This is based on the fact that it creates the ground for in-
depth understanding and enable everyone to broad their knowledge (Simeonsdotter-
Svensson, 2015). Considering the above arguments regarding the benefits of
interdisciplinarity, in this chapter there is a discussion of the advantages of an
interdisciplinary approach of the arts and literacy in the early years settings. As it was
discussed earlier (see chapter 2), literacy is one of the most important ability of people
due to the fact that every area of learning has its own communication code which links
back to basic literacy skills. Thus, it is important to find interesting ways to support
young children to develop literacy skills and reach their full potentials. The arts seem
like a pioneering approach in teaching and learning with a lot of beneficial results. One
main argument is that they can combine the benefits of a free play and a guided play
methodology, eliminating the negative effects of these two approaches.
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Combining these two different disciplines, it is suggested that the arts can be
a very interesting and beneficial approach to develop literacy in the early years. One
main argument is with this interdisciplinary approach is that there will be a successful
outcome in children’s development of literacy as art activities come naturally from
children. Therefore, finding a way to combine them will result in children being
intrinsically motivated to literacy activities. In addition to this, there is a common
ground among literacy and art activities as they are both developed through social
interactions. Relevant arguments can be found in the literature about the connection
of literacy and specific kind of the arts (see Harste et al., 2014; Mclntire, 2007).

Having discussed the importance of an interdisciplinary approach in teaching
and learning, there is a need to examine the relevant pieces of research that have
implemented this approach. In the next chapter there is a discussion regarding this
matter with an effort to identify the gaps of the existing literature as a motivation to
this thesis.

4.1 Examining the empirical literature of an interdisciplinary approach of arts and
literacy

A lot of researchers were triggered by the benefits of the arts in children’s
learning and have considered them as a pioneering approach to promote literacy in
the early year settings. In their research design they utilised different kind of the arts
to enable children to develop different aspects of literacy such as emergent literacy,
phonological awareness, auditory skills etc. From the following analysis, it is obvious
that there is an over emphasis in research in performing arts and more specifically in
music in contrast with the rest kind of the arts. It is also noticeable that there is a gap
in comparing the effects of different kind of the arts in children’s development of
literacy, which was a motivating factor of this thesis. Further gaps or limited pieces of
research are identified regarding the investigation of the effects of the arts on both
literacy and social skills, in literacy as a social practice and in children’s involvement
which was also a motivating agent in the research design of this thesis.

4.1.1 Examining the empirical literature of music: Findings and limitations

Beginning with performing arts, music as a kind of the arts has attracted the
majority of the researchers who examine its effects on children’s literacy. Another
important aspect of these pieces of research is that they mostly focus on separated
literacy skills like receptive language skills or auditory skills or they focus on the effects
on phonological awareness. There is limited, if any, research that embrace a direct
focus on emergent literacy, but indirect arguments can be found sometimes. The
framework of this thesis is based on this gap, trying to provide solutions that can lead
to teaching suggestions.

Being more specific, Bolduc (2008) conducted a literature review in order to
investigate the link between music instructions and emergent literacy skills. Due to
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the limited research in this area, he examines interdisciplinary research about music
and literacy in general, trying to identify links with emergent literacy. It has to be
acknowledged that although this is an interesting approach, it seems that the
theoretical framework that has been adapted is not clear as it looks there is a
confusion of the background of emergent literacy with the rest literacy abilities.

Some years later, Runfola et al. (2012) tried to examine this aspect in practice
investigating the association of music and emergent literacy achievement. In order to
safeguard the validity of their findings, they trained the teachers for one year in music
and pedagogical skills before they practice any kind of intervention with preschool
students. They compare their findings with a control and experimental groups which
is a very good practice in order to verify the beneficial outcomes of a new teaching
technique. In their findings they suggest positive outcomes in music and emergent
literacy achievement of the experimental group in contrast with the control group.
They accept an emergent literacy approach but from the findings it is obvious that
they focus on specific literacy skills like verbal language and grammar understanding.
Although this is not wrong, as emergent literacy includes the general skills and attitude
that have to do with literacy (Hume et al., 2016), it would have been better if they had
conceptualised emergent literacy skills as an innate desire of children as it is suggested
by Noe et al. (2013).

It is important to realize that the field of the early years settings is challenging
and it has many influencing factors that might make researchers skeptical before
implementing any kind of investigation. Factors, such as children’s age, background,
culture, parents’ influence and staff ratio, make the everyday practice even more
challenging, especially when it comes to measure students’ learning, experience and
performance (Alvestad & Sharidan, 2015; Bronstrom et al., 2015). Therefore, it can be
argued that the limited pieces of research and the limitations in their findings are
attributed to these factors. Considering this aspect and with the goal to contribute to
the solution of this, the research methodology of this thesis was based on how the
arts can develop emergent literacy based on students’ free will and participation.

Proceeding to the next group of pieces of research, there is an over-emphasis
on investigating phonological awareness and separated literacy skills. Although this
thesis argues that emergent literacy is a facilitator of phonological awareness, it also
accepts the importance of phonological awareness of children’s development of
literacy. However, this does not cancel the importance of emergent literacy as a
cornerstone of children’s literacy. Considering the challenges in the early years
settings and the fact that phonological awareness skills and separated literacy skills
are easier to be measured, it is understandable why the majority of researcher tilt to
this direction.
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Gromko (2005) was one of the researchers who was concerned about the
influence of music instructions on phoneme awareness, which is the last level of
phonological awareness as described earlier (see chapter 2.7). She focused on five-six-
year-old children and with a sample of 103 children, in which 60 children were in the
control group and 43 children were in the experimental group, she conducted an
intervention for three months. In both groups, reading guidance was given and
children had free access to books and stories. The only difference between these two
groups was that in the experimental group there were a music intervention by music
trainees, who were specialised in the early years. The findings of this research, verified
the beneficial effects of music instructions on children performance on phoneme
awareness. In terms of the research design, it is obvious that there was a robust
procedure in the research methods and sampling technique, but it can be argued that
the time frame might be limited in order to enable children to show their full potential.
It might have been better if the intervention was conducted for a full academic year,
which would give sufficient results regarding students’ progress. Considering the
theoretical background of this piece of research, it is clear that the aspect of emergent
literacy as a steering wheel to phoneme awareness is missing but this does not mean
that the researcher does not embrace this framework. The researcher adapted the
framework from Bruner’s methodology which can be linked to the general framework
of emergent literacy regarding the discovery of learning.

After a couple of years, Bolduc (2009) enriched Grokmo’s (2005) findings by
investigating the effects of music in phonological awareness in general and not
specified in one particular level like Gromko. It is interesting to note, that although he
conducted a literature review examining the link of music to emergent literature (see
Bolduc, 2008), he focused this experimental design in phonological awareness.
However, this might be due to challenges in the early years settings as they were
described above. Bolduc (2009) separated his sample in experimental and control
group maintaining a balance in the numbers. Both groups were practicing for 15 weeks
a pre-designed music programme with the only difference that the music programme
of the experimental group embedded emergent literacy aspects. The findings showed
a significant advantage of children in the experimental group in the development of
phonological awareness. From this aspect, it can be identified that he has adapted an
emergent literacy approach even though this was not the focus of his research. It
seems like that the researcher agrees with the argument of this thesis that emergent
literacy is a facilitator of phonological awareness, as in his research design the
phonological awareness skills were derived from emergent literacy activities.
Considering the fact that there was a random allocation of children to intact classroom
at the beginning of the school year and that there was a random allocation by the
researcher in the control and experimental groups, there was a methodological
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strength in the research design. However, it can be argued that a longer intervention
would be better in order to enable children to develop their full potentials.

Another group of researchers, who also supported these arguments, were
Moritz et al (2012). They also focused their study in the effects of music in
phonological awareness with a slightly different view from the previous ones. The
researchers were concerned if the amount of music training will have an effect on
children’s phonological awareness skills and if this can have a long term effect. For this
reason, they conducted two different studies. In the first study they used an equal
number of five-year-old children in the experimental and control group. Their purpose
was to test if the amount of music instructions had an effect to children’s phonological
awareness. The intervention was implemented in both groups but the experimental
group had significant more time in music lessons. In the second study, the researchers
included some of the children from the experimental group and some children from
the control group from the first study and they examined them in the second grade to
see if the intervention had a long-term effect. The findings of both studies verified the
positive outcome of music lessons on phonological awareness. Being more specific, it
was verified that the amount of musical stimuli had a beneficial effect on phonological
awareness and that music facilitate children’s phonological awareness over time.

It has to be acknowledged that their methodological design was strong with
the comparison of two different groups and the additional investigation for the effects
over time. Nevertheless, there are some aspects in the content of teaching
interactions that need to be treated carefully. Regarding the pedagogical framework
of the researchers, it is very positive that they embedded the emergent literacy in their
methodology like Bolduc (2009). It is obvious that the researchers agree with the
argument of this thesis about the fact that emergent literacy can facilitate
phonological awareness as they embedded emergent literacy activities in their
methodology with the goal to develop phonological awareness. However, looking
closely the teaching intervention, it seems that there are some differences in the
teaching strategies in the control and experimental group. Being more specific, there
was a different approach among the two groups regarding emergent literacy, with the
experimental group to approach literacy as a separated lesson and the control group
to embed literacy in the music lesson. The latter approach is the one that mirrors the
framework of interdisciplinary research and thus, it can be argued that this might have
influenced the outcomes.

Moving to the last group of researchers that investigated the effects of music
on children literacy, is the one that examined literacy as separated skills. This
framework is not in agreement with this thesis, as in our study we consider literacy as
an inseparable people’s ability that is being constructed socially. However, there is a
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rational to investigate separate literacy skills in an effort to try to identify the specific
area that the impact of an intervention is located.

Embracing an emergent literacy approach, Seeman (2008) in a qualitative
study tried to prove a link among music intervention and receptive language skills in
at-risk preschool children. Implementing music activities for 10 weeks in an intact
classroom, she targeted nine three-to-five-year-old students, who were at risk to
measure the outcomes of the intervention. It has to be acknowledged that with this
practice, the researcher safeguarded the children’s rights and wellbeing as children
did not perceive the intervention as something different that they should be done
because there is a problem with their performance. Although she focused on receptive
language skills the effects on phoneme awareness were also investigated. The findings
showed that music lessons can contribute as a beneficial agent in children with low
performance in literacy. This piece of research is in line with the previous arguments
about emergent literacy but it focused on separated literacy skills which is not
something ideal regarding the social character of literacy.

4.1.2 Examining the empirical literature of drama: Findings and limitations

Remaining in performing arts but moving forward to another kind of the arts,
the second one that has attracted researchers’ attention on this aspect is drama. It is
interesting to note that although drama is the most common free play activity in the
early ears setting (see Hanley et al, 2009), the empirical literature is mainly focused on
primary school. Therefore, the researchers specialised their research design mainly in
reading, writing and articulation of ideas. This gap in the early years settings was
basically the reason that this thesis included this kind of the arts in one of the
experimental groups.

Conducting a literature review, Anderson & Krakaur (2013) tried to explain the
link between drama activities and literacy. Examining the related literature and the
suggested methods in using drama to promote literacy learning they concluded in the
positive effects of this kind of performing arts in children’s literacy. Following a
Piagetian and Vygotskian approach, they argued that drama is a facilitator of the
development of language and of general cognitive abilities and that drama and literacy
follow the same paths in learning. Considering these they suggested this approach to
educators especially when it comes to children with special needs. Reviewing the
theoretical framework of this literature review, there are no direct arguments about
the concept of emergent literacy that is the basic pillar of this thesis. However, links
can be identified with the pedagogical framework of Anderson & Krakaur (2013), as
emergent literacy enables children to construct knowledge and for doing so it uses the
children’s social interactions and experiences. As these concepts are the basic pillars
of Piaget’s and Vygotsky’s theory, it is worth indicating an indirect link.
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Proceeding in empirical pieces of research, drama was associated with benefits
on verbal language and articulation of ideas, mainly in the primary school age.
Although, the focus of this thesis is the early years settings, these pieces of research
can be useful as the first efforts of children’s articulation and reasoning can be found
in the early years setting in which according to Tymms et al. (2009) the foundation of
learning is build.

Greendafer et al. (2014) were some of the researchers who examined the
impact of drama on children’s oral language. It is important to note that this was the
only recent study that was found that included preschool children in addition to first
and second grade children. They used data from two consecutive school years and
they used a random selection sampling technique maintaining an equal number of
school for both school years. An asset in their methodology was that they used a
significant large number of participants and that they compare the drama intervention
with a control group. Embracing the argument that literacy is a social process, they
verified that students who received the treatments had a significant better
performance in verbal communication and vocabulary. From the above analysis is
obvious that the pedagogical framework of this study is relevant to the arguments of
this thesis regarding the social construction of literacy.

The effects of drama on students’ oral language have been further investigated
by another group of researchers in an older group of children. Anderson & Loughlin
(2014) focused their study on 3 grade children with a slightly equal number in boys
and girls. Similar to the previous study, there was also a comparison in treatment and
not treatment groups. The only difference was that the group of children was the same
but the researched observed them in two different language lessons: one with drama
and one without a drama intervention. This practice added extra value to the findings
as there were no difference in the sample in terms of socio-economic background or
teaching techniques, which are critical issues that might influence the outcomes.

In both observations the lesson plans were based on the same principles and
promoted the same kind of interactions. Data analysis from observations to students
and interviews to practitioners showed that when drama is used, students reveal a
considerable greater and more sophisticated dialogue during language lesson.
Although the topic of the lesson plan was pre-decided from the practitioner due to
the level of education of the participants, it is obvious that they adopted an emergent
literacy approach, as there were a lot of student-led activities with a lot of freedom on
students’ choice. The practitioner served as a facilitator of knowledge instead of using
a teacher-centred approach which might be attributed to the fact that the school used
an art-based curriculum and therefore the staff had embraced the liberal character of
the arts in all of their teaching techniques and interactions.
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Remaining in the same level of education and kind of performing arts, there is
also research that links drama with writing. Anderson & Berry (2014) were concerned
about the influence of drama in students’ writing skills. They focused their research in
3" grade students and used an experimental and control group as the previous
studies. The only difference was that they included children with formal diagnosis of
learning difficulties and significant low performance. What is worth mentioning is that
there was also an investigation of the student’s behaviour with the focus on their
engagement which is something that is missing from all the previous pieces of
research. This links directly to this thesis, as the limited pieces of research investigate
the cognitive effects of the arts in relation to students’ involvement. This gap was also
a motivating factor in the research design of this thesis.

The data analysis of their findings showed that drama is associated with
achievements in writing skills and greater levels of engagement in children with
learning difficulties and low performance. Reviewing the theoretical framework of this
study, the researchers acknowledged that language is socially constructed and should
not be separated from the rest of the educational stimuli. This also shares common
grounds with the pedagogical framework of the previous pieces of research and this
thesis, in which there is an emphasis on the social aspect of literacy.

Another important piece of research is by Fleming et al. (2004), who examined
the effects of drama play on students’ reading skills and social skills. The investigation
of the effects of the arts on both cognitive and social skills is something that is missing
from all the previous pieces of research and it was also one of the areas of
investigation of this thesis. Moving one grade up, Fleming et al. (2004) focused their
research design in children in Year 4 in primary school. In order to verify the outcome
of their intervention, they compared it against a control group, which was a practice
that added extra value on the results. On a two-year project they matched two schools
that implemented the intervention with another two schools from the same
geographical area that did not implement any drama intervention. With this practice
they tried to eliminate any possible differences in the sample due to differences in
students’ background. The findings showed that drama was associated with better
achievement in reading and social skills. From the description of the intervention
activities, it is obvious that the researchers promoted the concept of emergent literacy
through social interaction. They accepted the fact that language is social constructed
and they argued that drama can enhance this procedure due to its interactive nature
and liberal character. Although there was a small sample, it can be argued that this
was counterbalanced with a robust research design, which could be used in further
research.
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4.1.3 Examining the empirical literature of puppetry: Findings and limitations

Moving to another kind of the arts, puppetry is also a kind of performing arts
that attracted researchers. Adapting a multicultural approach, Vitsou (2011) examined
the effects of puppetry on preschool children’s phonological awareness. Although it
was not a direct goal of her research methodology, the researcher argued that with
puppetry there was a beneficial introduction to the basic principles of reading and
writing. The sample consisted of four different settings with children four-five years
old with a balance in gender. The intervention took place for 10 weeks but there was
no control group to compare the outcome of the intervention like the previous pieces
of research. The findings of this study verified the positive contribution of puppet play
on children achievement in phonological awareness and communication skills.

Although the research stated that she supported the theoretical framework of
the Piagetian and Vygotskian theory, there are times that this contradicts with the
general arguments about literacy of this thesis. There was an emphasis in the social
construction of knowledge but there was an equal emphasis on the fact that
phonological awareness on its own is very important in the development of literacy in
young children. This argument is a little confusing as it contradicts with the social
construction of literacy. It also contradicts with the concept that emergent literacy is
the cornerstone of any language development. However, from the description of the
intervention activities, it is obvious that there was a child centred approach, which
tried to emerge literacy knowledge from the children. Considering the above
arguments and description, lead us nicely to suggest that there is a need for extra
clarification and analysis regarding the pedagogical framework that has been adapted
in this study.

4.1.4 Examining the empirical literature of dance: Findings and limitations

Last but not least, dance is also linked with positive effects on reading but
mostly in primary school. Focusing on first grade children, McMahon et al. (2003)
investigated the influence of a dance programme on students’ reading skills. Similarly,
to the previous pieces of research, they compared their findings with a control group.
This practice in addition to the significant large number of the participants was a
strength in this study. The argued that dance varies from the other forms of the arts
as it requires space, time and force and thus, if it is implemented with the focus to
develop learning outcomes it can be beneficial to children’s reading skills. Data
analysis was verified their arguments through their findings and supported a
significant impact of dance in children’s reading skills.

Although they adapted a child-centre approach, giving great emphasis on
students’ motivation and social interactions, there are some aspects in their
theoretical framework that need to be considered. The researchers investigated
reading skills as an outcome of phonological awareness, giving great emphasis on
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specific literacy skills like sound segmentation and letter representation. This aspect
does not link directly to the social construction of literacy and the importance of social
interactions that the researchers admit. Although their argument about specific
literacy skills has a substantial justification, it is not in agreement with the importance
of emergent literacy in the development of phonological awareness. It is important to
note that maybe the researchers embraced this approach but they focused only in
specific literacy skills in order to gain an in-depth understanding of the impact of dance
on children’s reading. Therefore, there is a need for extra clarification and explanation
regarding this matter.

4.1.5 Examining the empirical literature of drawing: Findings and limitations

Completing this discussion and moving to visual arts, drawings was also a kind
of the arts that was investigated by researchers. It is interesting to note that although
it is among the most common activity of young children in the early years settings, it
did not attract the expected attention of researchers during the review of the updated
empirical literature. There is an emphasis on pieces of research, in which researchers
investigate students’ drawing to understand their ways of communication (see Alford,
2015; Rollins, 2005) but there is limited, if any, research that utilized drawing or
paintings to develop children’s communication. This was basically the reason that this
thesis included this kind of the arts in one of the experimental groups.

The study of Chang & Cress (2013) is an updated example of the limited pieces
of research that were found in the area. Considering the limited empirical research in
this area, they conducted an empirical study in which they investigated the way that
children’s drawings could be used to develop their oral language. Using qualitative
methods, they focused their methodology on parents’ contribution on this aspect.
They included four parents and their three-four-year-old children to implement an
intervention of a period of a month, in which parents were using children’s drawing as
a stimulus to develop their children’s verbal language through conversation with
them. Mukherji & Albon (2015) note that in qualitative methodologies the emphasis
is on understanding a phenomenon rather than measuring it. Therefore, considering
the qualitative methods of this study and the limited number of participants, no
arguments can be made for generalizing the arguments. A strength of this study was
that the research took play a naturalistic setting, which allowed children to reveal their
true abilities due to the familiarity of the setting. The findings of this study reveal the
beneficial impact of this strategy on children’s oral language.

Reviewing the pedagogical framework of this study, it is obvious that the
researchers embrace the arguments about the social construction of language. This is
based on the fact that they based their research design on children’s interactions with
their parents through conversations of their work which is by itself a social activity. In
addition to this, they included emergent literacy aspects as the basic principle of
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parent-child conversations. Considering the pedagogical framework of this thesis as it
has been described through the previous chapters, it guides us nicely to suggest a
direct link with the theoretical background of this study.

Summarizing the above discussion, there was an analysis of the different
pieces of research that investigated the effects of different kind of the arts on
children’s literacy development (see table 5). During the analysis of these research
project, it is obvious that the arts have attracted the attention of researchers as a
pioneering approach to children’s literacy achievements. However, it is obvious that
there is an over-emphasis in the investigation of music in the early years settings and
in drama in primary school. Although the majority of them embrace the social
construction of literacy and have indirect arguments about importance of emergent
literacy, there is limited research that has emergent literacy as a steering wheel of
their intervention. This is basically attributed to the fact that these papers discuss the
concept of emergent literacy but they investigate other areas of literacy. This was an
influencing factor of the research design of this thesis, as we wanted to contribute to
the investigation of this relationship. In addition to this, it was noticed that the above
research studies investigate individual kinds of the arts on children’s literacy
development and not the impact of the arts in general. Therefore, it was considered
important to conduct an empirical research that seeks an answer to this. Last but not
least, the focus of this thesis was also formed considering the fact that that there is
also limited, if any, research that investigates the effects of the arts on children’s social
skills, literacy as a social practice and involvement.

Table 5. Summary of the literature review in literacy and the arts

Summary of the literature review in literacy and the arts

Research Description Findings Limitations
paper
Music Bolduc Literature review Strong link Not clear
Emergent (2008) in order to between music theoretical
literacy investigate the link | and emergent framework, looks
between music literacy thereisa
instructions and confusion of the
emergent literacy background of
skills. emergent literacy

with the rest
literacy abilities.
No empirical
design or direct
focus on the
early years

settings.
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Music Runfola et Investigate the Positive They accept an
Emergent al. (2012) association of outcomes in emergent literacy
literacy music and music and approach but
emergent literacy | emergent they focus on
achievement in literacy specific literacy
preschool. Trained | achievement skills like verbal
the practitioners. language and
grammar
understanding
Music Gromko Examine the Beneficial Limited time
Phonological | (2005) influence of music | effects of music | frame, focus on
awareness instructions on instructions on instructions, the
phoneme children aspect of
awareness in the performance on | emergent literacy
early years phoneme as a steering
settings. Adapted awareness wheel to
the framework phoneme
from Bruner’s awareness is
methodology missing
which can be
linked to the
general framework
of emergent
literacy regarding
the discovery of
learning
Music Bolduc Investigate the Significant No focus on any
Phonological | (2009) effects of musicin | advantage of particular level,
awareness phonological children in the limited period,
awareness in experimental pre-designed
general, adapted group music activities.
an emergent
literacy approach
even though this
was not the focus
of his research
Music Moritz et al | Investigate if the Musical stimuli | Differences in
Phonological | (2012) amount of music had a beneficial | the teaching
awareness training will have effect on | strategies
an effect on phonological between the
children’s awareness and | control and
phonological that music | experimental
awareness skills facilitate group
and if this can have | children’s
a long term effect | phonological
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in the early years

awareness over

settings. time.

Longitudinal study

(re-examine in the

2" grade).

Embedded the

emergent literacy

in their

methodology
Music Seeman Prove a link among | Music  lessons | Limited period,
Literacy as (2008) music intervention | can contribute as | no focus on
separated and receptive a beneficial | literacy
skills language skills in agent in children | holistically

at-risk preschool with low

children performance in

literacy
Drama Anderson & | Literature review Drama is a | Nodirect
Krakaur to explain the link | facilitator of the | arguments about
(2013) between drama development of | emergent

and literacy. language and | literacy. Not an

Embraces a general cognitive | empirical

Piagetian and abilities research design.

Vygotskian

approach
Drama Greendafer | Investigate the Students  who | Not a specific
Verbal et al. (2014) | impact of drama received the | focus on early
language and on children’s oral treatments had a | childhood, no
articulation language and significant better | variety in art
of ideas included preschool | performance in | forms.

children in verbal

addition to first communication

and second grade | and vocabulary.

children. Embrace

the argument that

literacy is a social

process.
Drama Anderson & | Investigate the When drama is | Lessons plans
Verbal Loughlin drama on used, students | were pre-
language and | (2014) students’ oral reveal a | decided by the
articulation language on 3™ considerable practitioners, no
of ideas grade children by greater and | focus on the

observing 2 more early childhood

language lessons.
Adopted an

sophisticated
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emergent literacy

dialogue during

approach language lesson.
Drama Anderson & | Examined the Drama is | No focus on the
Writing Berry (2014) | influence of drama | associated with | early childhood
in students’ writing | achievements in
skills on 3™ grade writing skills and
students. greater levels of
Examination on engagement
students’
engagement.
Acknowledgement
that literacy is
socially
constructed.
Drama Fleming et Investigate the Drama was | Small sample
Reading skills | al. (2004) effects of the arts | associated with | size, no focus on
and social on both cognitive better the early years
skills and social skills in achievement in | settings
Year 4. Embraced reading and
the concept of social skills
emergent literacy
through social
interaction and
accepted that
language is socially
constructed
Puppetry Vitsou Examined the Positive Contradicting
phonological | (2011) effects of puppetry | contribution of | arguments:
awareness on preschool puppet play on | emphasis in the
children’s children social
phonological achievement in | construction of
awareness through | phonological knowledge but
a multicultural awareness and | there was an
approach. communication | equal emphasis
Supported the skills on the fact that
theoretical phonological
framework of the awareness, no
Piagetian and control group
Vygotskian theory.
Dance McMahon Investigate the Significant Give great
Reading et al. (2003) | influence of a impact of dance | emphasis on

dance programme
on students’
reading skills at 1%

in children’s
reading skills.

specific literacy
skills like sound
segmentation
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grade. Embrace and letter

the concept of representation,
emergent literacy don’t review
literacy

holistically, no
focus on the

early year
settings.
Drawings Chang & Investigate the Beneficial impact | No variety of the
oral language | Cress (2013) | way that children’s | of using | art forms, don’t
drawings could be | children’s review literacy
used to develop drawing as a | holistically
their oral language | stimulus to
in preschool. develop their
Focused on verbal language
parental through
contribution. conversation
Embrace social with parents on
construction of children’s  oral
language. language

4.2 Summary of the fourth chapter

To briefly summarize, in the fourth chapter there was a discussion of the
interdisciplinary research in the education field and the benefits in everyday practice
and in the construction of knowledge. During this discussion, there was an
acknowledgement of the era that interdisciplinarity was introduced to education and
the importance that has nowadays. In an effort to create links with this thesis, there
was a discussion about the importance of an interdisciplinary research of the arts and
literacy in the early years settings. In order to verify and establish this argument the
discussion drew on the relevant empirical and theoretical literature in this field. Within
this analysis, the relevant research projects were examined in terms of their research
methodology, findings, and pedagogical framework and relevant links were made with
the content of this thesis. In order to identify the importance of this thesis, there was
a description of the link among the gaps of the empirical literature and this thesis.

Having discussed thoroughly the two major topics of this thesis and justify the
importance and the need of an interdisciplinary research that uses the arts to develop
literacy in the early years, there is a need to discuss some further topics that are
identified as gaps in the existing empirical studies and were also motivating factors of
this thesis by forming some of the research questions. For this reason, in the next
chapter there will be a discussion of the importance of active involvement in children’s
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achievements and following this there will be a discussion of the importance of social
skills in children’s general development.
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5. Active involvement as an influencing factor in children’s performance

During the previous review of the existing pieces of empirical literature, it was
found that there is only one study that included at some point the aspect of children’s
involvement in their research design. What is interesting to note is that this study
focused at primary school and not in the early years settings. Involvement is a very
important parameter during the teaching and learning procedure especially in the
early years settings. It is also considered as one of the most important factors for
academic success (Laevers, 1994). Therefore, it is worth investigating this aspect
further, with the goal to try to find ways that will make the educational activities
intriguing in order for the children to involve actively. This was one of the motivating
factors of this thesis as we wanted contribute in the examination of this relationship
and offer empirical findings that will start bridging this gap in the literature. In this
chapter there is an analysis of the content and the importance of involvement and the
relevant empirical research.

Involvement is a basic element of people’s activity by which we can understand
the level of concentration during a certain task and their correspondence. When a
child is deeply involved in an activity, it is highly unlikely to be distracted by external
factors. It is important to note that deeply involved children will persist in fulfilling the
activity they started. According to Laevers (1994), involvement is a quality of people’s
activity that is described by motivation, insistence and pleasure. It can be recognized
in activities that are within children’s abilities and intrinsic interests, which means that
these activities are not too easy or too difficult. If the activity is perceived as too simple
of too hard, then the levels of their involvement are likely to decrease. Active
involvement associates with activities that people are intrinsically motivated to
participate in and according to Siraj-Blatchford et al. (2002) they are totally absorbed
in.

Researching the existing theoretical and empirical literature, it is obvious that
there is a difference between the terms involvement and engagement. According to
Ferlazzo (2011), the term involvement presumes an action in something whereas the
term engagement implies an action with someone. However, the term engagement is
mostly used in pieces of research that examine the role of parents in children’s
learning and performance whereas the term involvement is mainly used when
examining the action itself. For the purpose of this thesis, the term involvement is
used, as the main purpose is to measure children’s performance in literacy activities
when the arts are used as a means and not children’s actions with someone else. It is
important to note that sometimes there is a general confusion in the literature
between these two terms and the term engagement is used in situations that there is
no action with someone.
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Reviewing the content and the importance of involvement, it is obvious that it
is related highly with people’s satisfaction. According to Baroody & Diamond (2013),
when children are deeply involved in an activity, there are signs of enthusiasm and
enjoyment. Involvement as a concept has been further analyzed in various signs that
are obvious during an activity.

Concentration is one of the most important sign of involved children and
usually it is the most noticeable one. In literature, it has been characterized as one
main characteristic of involvement as it shows people’s true contribution in an activity
(Ridley et al., 2010). It is obvious that when people are truly concentrated in
something, it is extremely difficult to distract them. This applies both for external and
internal stimuli. This leads us nicely to suggest that concentration in a task, often
results in understanding better the new concepts and attaining more effectively new
knowledge (Siraj-Blatchford et al., 2002). One main argument for this is that it reveals
people’s true interests and thus, they are in charge of their learning.

Another sign of involvement that can be observed is the energy that one
invests in an activity. Deeply involved children are often show signs of deep metal

energy and effort until they reach their goal (Laevers, 1994). As they are totally

responsible of the outcome of an activity, they think really hard in order to find a
solution to any upcoming problematic situation (Ridley et al., 2010). In practice, this
means that they might experiment a lot with the existing resources until they find the
most appropriate one to use or that they will speak really loud and passionate. This
brings us nicely to the next obvious signal which is creativity. Creativity is often
characterized as producing something new and original or by producing a lot of ideas
towards the solution of the problem (Sulaiman, 2011; Lapham, 2007). However, in this
framework it is associated with a slightly different meaning. According to Laevers
(1994), creativity, as a signal of involvement, means to show signs of your personality
and embed them in the outcome of the activity. In other words, this means to go
beyond the ordinary and put your individual touch instead of coping the available
prototypes.

Non-verbal attitude is also associated with involvement. It is true that non-

verbal communication is an important aspect of people’s communication as it reveals
their true feelings and emotions (Burgoon et al., 2016). It is extremely difficult to hide
the way we feel about something or someone through non-verbal signs (Tonc, 2002).
In terms of involvement, it is a critical factor in making decisions if a child is truly
involved or not in an activity. At this point, it should be reminded that young children
are basically communicate through non-verbal signs and therefore, their facial
expression and body posture will reveal true signs of their levels of involvement during

an activity. Usually, there is a distinction between dreamy eyes and intense eyes as an
important factor in making judgements about facial expression and nonverbal attitude
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(Laevers, 1994). However, this should be treated very carefully as sometimes children
might be absorbed in their thoughts in order to find a solution to the situation that
came up. In addition to this, verbal expression is also important in making judgements

about involvement. It is very common to observe children who are deeply involved in
an activity to talk and discuss about what they have done or what they want to do. A
critical sign is when they are eager to repeat the activity and they constantly ask to do
so. According to Robson & Rowe (2012), active involvement is linked with children’s
verbal efforts to analyze deeply what is happening and the ways that can be used to
overcome the upcoming problem.

Another sign that is obvious in involvement is the level of persistence and
precision in the completion of the task. People who are actively involved in an activity
will insist to reach their goals and they do it with pleasure (Laevers, 1994). It is often
common that they will try to find ways to make the activity last longer by putting extra
goals and small tasks. This is basically attributed to the fact that they enjoy the activity
and for this they want it to last as much as possible. According to Burdette et al. (2015),
persistence is an important factor of children’s participation and fulfillment of a
specific task. It is interesting to note that the first impression of the activity is crucial
if young children will participate and insist on completing it or not (Cai, 2014).
Persistence in reaching the goals often results in precision. Involvement also results in
people being extremely attentive to little details and worrying about the outcome of
their efforts (Laevers, 1994). This means that they might repeat their actions again and
again until they have the outcome they want to the standards they want.

Active involvement will result in an immediate response to the upcoming
situations. A quick or a slow reaction time has also being associated with involvement.
Involved children are usually alert and aware about anything new that comes up
during an activity and they usually find meaningful ways to utilize it (Laevers, 1994). A
simple example is the following: children play in the home corner and they pretend to
prepare dinner while a new child comes who wants to join their play but is not part of
their game. In most of the cases they find immediately a way to include him/her in
their play by assigning him/her a role that was not in their initial plans.

Last but not least, a critical sign for involvement is satisfaction. As it is stated
earlier, people get involved in an activity because they are motivated internally to do
so and because the activity seems very interesting. This will result by itself in being
happy and satisfied with their contribution and efforts and for this they achieve
learning effectively. According to Robson & Rowe (2012), satisfaction is an integral
part of involvement that results in effective teaching and learning. Siraj-Blatchford et
al. (2002) support this, by stating that children will participate deeply in an activity
only because this activity satisfies them. This brings us smoothly to suggest that
involvement is very important in the teaching and learning procedure and that it is of
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paramount importance to find ways to make children involve actively in learning
activities.

Having discussed the concept of involvement, the difference of involvement
and engagement and the signals that can be observed in making judgements about
involvement, there is a clear need to discuss the relevant pieces of research. This will
enable us to understand fully the importance of this term and to make links with the
research design of this thesis. In the next chapter there will be a discussion of this
aspect.

5.1 Examining the empirical literature about involvement

Children’s involvement is highly related to academic performance which
sometimes is linked directly to effective teaching and learning. If the learning activity,
or any kind of activity, is really interesting and is relevant to children’s needs then this
will result in children being involved actively in them (Aboudan, 2011). A teacher-led
approach (see chapter 7) can result in very limited creativity and children will not learn
to be pioneering and independent thinkers and to use their abilities to solve problems
(Phelps et al., 2012). Effective learning can only be achieved when children are
motivated and deeply involved in a task or an activity (Baroody & Diamond, 2013;
Siraj-Blatchford et al., 2002). These arguments have their roots on Piaget’s and
Vygotsky’s theory as they both put great emphasis on children’s experience in the
construction of knowledge (see Vygotsky, 1978; Piaget, 1930). Based on these
arguments a lot of researchers examine this aspect from different points of view and
they all agree and conclude in the importance of children’s involvement in their
academic and social performance.

However, in a review of the literature, it is obvious that most of the researchers
(see Giallo et al., 2013; Ishii-Kuntz, 2013; Meece, 2013a; 2013b; Lau et al., 2011;
Gozali-Lee & Mueller, 2010) are examining the effects of parents’ engagement in
teaching and learning and not children’s involvement by itself. Parents’ engagement
is another important aspect of effective learning but as Siraj-Blatchford et al. (2008)
stress, one major aspect of research is to further examine the levels of children’s
involvement during school hours. One main argument for this gap could be some
constrains that can be found in the early years settings. Early years practitioners might
find some challenges in their attempt to involve children actively during teaching and
learning. Being more specific, factors like children’s personality, culture, socio-
economic background, parents’ attitude, large number of cohorts in the classroom,
the demanding and challenging environment of the early years classroom can inhibit
early years practitioners to try to involve actively children in learning activities.
Another issue that is obvious from the following analysis is that there is limited, if any,
research that examine art and literacy involvement in any level of education and
especially in the early years settings. Based on this argument and with the goal to
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contribute to the investigation of this relationship, this thesis included this part in its
research design as one of the research questions.

Researchers that are concerned about the effects of involvement on students’
performance mainly focus on the content of teaching strategies. This is important
because teaching and learning strategies influence the level of children’s involvement
and this affects the knowledge they will attain. Ridley et al. (2010) focused their
research study in the early years classroom and they were concerned of the quality of
early childhood programs. They link quality with involvement by focusing mainly on
practitioners’ interactions with children. They included 17 schools and more
specifically 58 early years classrooms with one-three-year-old children, which had to
be acknowledged that it was an adequate sample size. Another strength of their
research was that there were no differences in the group size in the different
classrooms and the staff qualifications. This was a very good practice, as they reduced
the factors that might influence the findings. The early childhood centers were
categorized according to the license they had and more specifically there was the
group of schools that provided four activity areas daily and additional activities once
per month and the group of schools that provided five activity areas daily and
additional activities once per week.

In terms of data collection, there was a very robust procedure with two
standardized test and additional child observations and teacher questionnaires. As
triangulation is an important factor that influence validity (Mukherji & Albon, 2015),
this practice in the researchers’ data collection techniques was also a strength as they
implemented various and different measures to collect their data. The researchers
concluded that children’s involvement was highly related to the quality of
practitioners’ strategies and interactions with children, identifying that the immediate
response of the practitioners was the most important one. Although there were no
direct arguments about the pedagogical framework the researchers embraced, it is
obvious that they were in favor of the approach that gives great emphasis on the social
construction of knowledge. This was clear as they focused on group observations and
group interactions with the practitioners in order to define the importance of
involvement as a factor of high quality programs. Creating a link with the pedagogical
framework of this thesis, it can be argued that there is common ground in terms of
the social construction of knowledge.

The same aspect was investigated by Phelps et al. (2012) in a higher level of
education with a slight different focus. They were concerned about the effects of
teaching strategies in terms of involvement and learning in the primary school. It is
true that the way teachers present the school activities is fundamental on the levels
of children’s participation. If a school activity is not attractive, then children will show
low participation and interest and this will also have a serious impact on their learning.
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Phelps et al. (2012) shed light on this aspect and they examined the ways in which
teaching could be improved. In order to examine this, they interviewed 46 nine-ten-
year-old children about their ways of their learning. This was a very good approach in
terms of their methodology as they gain first-hand information for the immediate
recipients of the teaching procedure. Their findings show that according to children, a
variety of teaching strategies and less emphasis on teaching instructions are perceived
as some good examples of teaching that promote involvement. These findings are very
important to inform the improvement of teaching strategies towards creating
motivating activities that children will be actively involved in. In the same line with the
previous piece of research, Phelps et al. (2012) did not make direct arguments about
the pedagogical framework they adapted, but it is obvious that they embraced the
social construction of learning by giving great importance on the group dynamics of
the classroom during the interviews. As the basic argument of this thesis is that
learning is a socially activity, it can be argued that there is a common ground with this
piece of research.

A very important outcome of teaching strategies, is the type of activities that
take place during the school day. The type of activities will eventually affect the level
of children’s involvement as children will participate actively only if they find the
activity attractive and interesting. An activity has to be motivating and intriguing for
children to participate fully in it and this will result in high or poor involvement. This
leads us to suggest that the type of activities is an important parameter in children’s
involvement. Considering these arguments, Robson & Rowe (2012) investigated this
aspect in the early years settings. They examined three different types of activities
according to adult’s intervention by observing 30 three-four-year-old children during
the school day. They concluded that the adult’s role is very important in promoting
children’s active involvement and also that children involve more in activities that are
initiated by themselves. An asset in their methodology was a very careful organization
and categorization of the expected behaviors before the data collection, as this
contributed to a robust analysis of the findings. Reviewing the pedagogical framework
of the researchers, it has to be acknowledged that there are similarities with the
general argument of this thesis about the social construction of knowledge. The
researchers embraced a Vygotskian approach as they supported the social context of
early learning, putting also emphasis on the cultural experiences of the children. In
discussing their findings, they reflected back to this approach and explained the data
accordingly.

Proceeding in the next area, children’s involvement can also have great effects
in the development of self-regulation. Self-regulation is an important parameter in
the improvement of students’ independent learning skills (Shih et al., 2010) and
therefore, it should be highly considered. During meaningful interactions, children
have the opportunity to establish the appropriate emotional foundation in order to
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regulate their learning and behavior. Williford et al. (2013) agreed with these
arguments and contributed in this area by researching this aspect in the early years
settings. Their purpose was to examine children’s involvement in tasks and the effects
on their self-regulation. They included 341 preschool children from 100 different early
years classrooms with an average age of approximately four years old. The big sample
size, the careful ethical procedures and the careful random selection of the
participants are factors that contribute in the strengths of their research design. The
researchers observed the participants twice in the school year, once at the beginning
and once towards the end. Following the observations, children participated in a self-
assessment with an adult to facilitate this process. The data was also enriched with
teacher reports regarding children’s performance. This was another strength of their
research design as there was a very thorough procedure with a lot and different
measures to collect the data. The findings of this study verified the importance of
children’s active involvement in the learning tasks in their development of self-
regulation. Reviewing the theoretical framework of this research project, it can be
concluded that there are similarities with this thesis. The researchers gave great
emphasis on Vygotsky’s arguments about the importance of social interactions in
children’s performance and they reflected on this theory on the implications of their
findings.

Last but not least, involvement was associated with the development of
literacy but only in limited pieces of research in the early years settings. In a review of
the literature regarding this issue, the research project of Barrody & Diamond (2012)
was one of the limited examples. They focused on the examination of children’s
interest in literacy and their involvement and they used multiple measures to examine
this. Being more specific, they seek the perspectives of the parents and the teachers
of the children and they further interview and observed the children to gain a first-
hand experience of the data. Their sample was consisted of 167 four-five-year-old
children. This was an asset of their methodology as they used triangulation techniques
to safeguard the validity of their findings. Also, another contributing factor of this was
the big sample size. There are no arguments of a random sampling selection but this
does not mean that this was not implemented. The findings of this study showed a
small but significant effect of children’s interest in literacy and their involvement in
approximately all the measures that were implemented. Although there are no direct
arguments about the pedagogical framework that the researchers embraced, it is
obvious that the gave great emphasis on the children’s experience in the achievement
of knowledge. This was very obvious during the description of their research design
and data analysis. As the theoretical framework of this research is highly related with
this aspect as well, it can be argued that there is a link in this aspect with Barrody’s &
Diamond’s (2013) study.
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Summarizing the above discussion, involvement is a very important aspect of
children’s social and cognitive performance and this has triggered a great number of
researchers. However, most of them focused their research project in parents’
engagement and not in children’s involvement in itself. Although there is some
research in the early years settings that investigates the effects of children’s
involvement in their performance, there is limited if any research that focus on the
effects of the arts on involvement in literacy activities. The pedagogical framework of
the above pieces of research has a lot of similarities with the pedagogical framework
of this thesis. As the focus of this thesis is an interdisciplinary approach of the arts and
literacy there is a need to discuss the empirical pieces of research in this area.
Therefore, the next chapter is devoted in this aspect.

5.2 Examining the empirical literature about art involvement

There are a lot of theoretical arguments that the arts offer an environment
that contribute to children’s great levels of involvement but there are very limited
updated pieces of research that examine this aspect in the school settings. When it
comes to the early years settings this is every more limited with a great gap in the
effects of children’s literacy. This thesis in order to contribute in this and do the first
step in bridging this gap, included this part in its research design as one of the research
questions.

An interdisciplinary research about arts and involvement has been embraced
from different researchers using a different angle to examine this topic. The majority
of the researchers were focused on the effects of the arts on students’ academic
achievement and most of the time on cognitive development in general. Garvis &
Klopper (2014) were some of the recent researchers that contributed on this topic by
providing four different case studies that use the arts in formal and informal school
activities. However, only one of them included a classroom in the early years settings
and the rest of them were focused basically on secondary and higher education. In
these case studies, the importance of the arts is verified in children’s involvement in
activities which result in effective learning in general in formal and informal schooling
and this is also recognised highly by the teachers of these settings. Therefore, the
researchers conclude that the arts have the opportunity to contribute to children
involvement and this is not restricted only in the formal schooling. The analysis of
these four case studies provided great examples that showed in practice the effects
of the arts on this aspect. Practical examples are very important in the educational
procedure as they can illuminate the related theory. What is missing from this paper
is the thorough description of the research methodology they followed, regarding the
sampling and the data collection techniques. However, this does not mean a there was
not an ethical and strong research design. Although there are no direct arguments
about the adapted pedagogical framework, it is obvious that the researchers
supported the direct experience of children’s learning which is something that is highly
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promoted through the arts. This argument was one of the motivating factors to the
development of the argument of this thesis.

Another piece of research that agreed with these arguments was the study of
Catterall et al. (2012) but it was again in a higher level of education and not in the early
years. The researchers focus on the effects of the arts in teenagers’ and young adults’
involvement in academic and civic engagement. They examine four different
databases that were related to their subject. In their findings they conclude that
participants who partook in art activities showed great levels of involvement and
better academic outcomes. This active involvement in art projects resulted also in
benefits in social awareness, as participants got involved more in civic engagement
activities and current affairs. By examining different databased, enabled the
researchers to access and evaluate a great number of research projects, which is
important to the development of knowledge and understanding in this area. Perhaps,
it could be more beneficial if they had conducted an empirical research in order to test
in practice their hypothesis. However, it has to be acknowledged that this was not in
the intentions of the researchers and this does not mean that they have not used the
findings of this study in order to conduct an empirical one later on. Regarding the
pedagogical framework there are no obvious direct arguments in their analysis, but in
the same line with the previous pieces of research there is a great emphasis in the
personal experience of the participants through the arts. This piece of study was an
influencing factor in the development of this thesis, by examining this aspect in the
early years through an experimental design that was something that was missing.

Moving forward, the effects of art involvement has also been investigated in
students’ personal and social development, with a greater emphasis on the
psychological dimensions of the self. Jones (2013) investigated this issue by
examining the effects of visual and performing arts on the perceptions of pre-service
teachers regarding their wellbeing. The paper presented preliminary findings of a
three-year project within a seven-year longitudinal study. The sample was consisted
of 139 undergraduate students with a slightly decrease in the numbers with 114
students towards the second year of implementation, which was still a very good and
large sample size. The researcher collected the data on a three stage procedure and
more specifically on a survey about the participants’ beliefs and prior experience in
visual and performing arts. They further conducted a practical intervention, in which
the pre-service teachers participated on three different two-hour art sessions as part
of their program of study. There was also an interview, in a smaller number of
participants of the initial number. The findings showed the positive contribution of the
arts on pre-service students’ perceptions of wellbeing.

The three levels of data collection and the triangulation techniques were some
strengths of the research design. However, considering the duration of practical
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intervention, it can be argued that a lengthier procedure would be beneficial in order
to have a greater experience and provide more in-depth findings regarding the
contribution of the arts. Although this study focused on tertiary education, there are
indirect links with the early years settings. This is based on the argument that it
examined undergraduate students, who were studying to be teachers. Therefore, it
can be argued that there is an indirect link, as pre-service students can use this
experience to provide the same one during their professional activity with young
children. Regarding the pedagogical framework of this study, there are no direct
arguments but through the description of the research design and the data analysis is
obvious that the researcher gave great emphasis on students’ experience which is
highly relevant to this thesis.

Some years later, Nichols (2015) focused her arguments in the effects of visual
art involvement on the self-confidence of high school students. On a four-year period
of training in a secondary school, she included 50 students who were at their third
year and had completed at least one arts class before. The random selection using a
software program and the triangulation techniques were some of the strengths of this
study. Participants were asked to complete a survey twice at two random days, one
considering an art class and one considering a non-art class. Considering the
guantitative approach, it can be argued that a bigger sample size would be preferable.
For the qualitative methods, the researcher used a smaller number of the participants,
and more specifically 12 students of the original sample and she conducted an
interview in order to gain a deeper understanding of their responses and attitudes in
the questionnaire. Considering the qualitative approach, it can be argued that the
sample size was adequate, as according to Mukherji & Albon (2015) the purpose of
qualitative research is to understand and not to prove a fact. The clear definition of
the used terms is another strength of this study, which enabled the researcher to
describe accurately the conclusion of her study. During the data analysis it was verified
that art experiences contribute positively to students’ self-confidence and general
motivation regarding learning. This piece of research could be benefitted by
observations of students during art and not-art course in order to enrich even more
the data. This piece of research used a very rich pedagogical framework, embracing
approximately all the approaches that have described so far in this thesis. Being more
specific, the researcher gave great emphasis on Dewey’s and Vygotsky’s theory and
on authentic learning. She described the benefits of social interactions and first-hand
experience in the construction of knowledge and reflected on these aspects
throughout analysis of the data.

Last but not least, Gerry et al. (2012) were concerned on the effects of the arts
on children’s social development. In contrast with the previous two studies, Gerry et
al. (2012) focused their study in the early years and especially in infants and the effects
of music active participation on their communication skills. They included 49 six-
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month-old infants to musical experiences for six months and for ethical and
safeguarding issues they included the parents of the infants as well. A very good
practice was that they categorized their sample in experimental and control group,
with an equal number of participants in both groups. The difference between these
two groups was that in the former group the participants had an active participation
with the musical stimuli whereas in the latter group had a passive contribution during
the musical stimuli. The findings showed that active involvement in music resulted in
greater gains in social development, revealing also pre-linguistic communicative
gestures. In the same line with the previous studies and the theoretical background of
this thesis, Gerry et al. (2012) put emphasis on personal experience as an important
factor in children’s development.

Summarizing the above discussion, although it is widely considered that the
arts contribute beneficially to students’ involvement with strong benefits in their
cognitive and social development, there is limited, if any, research with this focus and
especially in the early years. The analysis of the above empirical literature established
the positive impact of the arts on students’ development and performance mainly in
the higher levels of education. However, there is a shared ground with this thesis in
terms of the pedagogical framework. A gap of interdisciplinary research in the early
years with the focus on literacy was also obvious during the discussion, which was a
motivating factor for the development of one research question of this thesis.

5.3 Summary of the fifth chapter

To briefly summarise, in the fifth chapter there was a discussion about the
importance of involvement in students’ performance. Drawing upon the existing
literature, there was an analysis of the content of involvement and the difference of
involvement and engagement. The basic signs of involvement were presented in
relation to the literature. To establish fully the importance of this aspect, there was
analysis of the empirical research regarding involvement and students’ performance
in general. Relevant links were made with the theoretical framework of this thesis.
Considering the interdisciplinary nature of this thesis, there was a further examination
of the contribution of active art involvement on students’ academic and social
performance. Within this analysis, relevant research projects were examined and
linked with this thesis. In order to establish the importance of this thesis, a link was
identified among the gaps of the existing empirical literature and the research design
of this study.

Having discussed thoroughly the major topics of this thesis and justify its
importance, there is a need to discuss the last motivating factor, as it was identified
by the analysis of the empirical research studies. For this reason, in the next chapter
there will be discussion of the importance of social skills in children’s general
development.
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6. The importance of social skills in early years

Social skills are one of the most important competencies in children’s
development and learning that have a substantial contribution on their lives as
professionals and general well-being. Considering the social construction of
knowledge that was analysed and discussed thoroughly in the previous chapters, it
can be argued that social skills are highly linked with children’s cognitive development.
A lot of researchers stress the important of social skills on children’s lives and they
argue important links with others areas of learning. Keeping in mind these arguments
and the fact that there is limited research that examines the effects of the arts in
children’s social skills, in this chapter there will be a discussion of the content of social
skills and their importance. Further links will be also made with the arts.

According to Peterson & McConnel (1993), effective social interactions is a very
important parameter of children’s development and learning and thus, there is a need
to enhance young children to develop them. This will be beneficial for children with
typical and non-typical development (ibid). Social skills also contribute to effective
adaptation to the setting, as children have developed the necessary competencies to
deal with with new and upcoming situations. In the literature, social skills have been
characterized as the cornerstone of effective settling in a new environment (Blandon
et al., 2010b). This is based on fact that when young children have developed effective
social skills they can deal with upcoming situations successfully as they have the
confidence to interact and socialize with people that are not familiar with. The arts
can contribute successfully in this, as they offer an environment of freedom in which
children can practice their social competencies with the goal to settle in and without
being afraid that they will be judged of not doing the right thing.

Considering the importance of the early years, the development of social skills
in this level of education has an even better contribution to children’s development.
Early learning and development of social skills in the early years have a positive impact
on children’s school behavior later (Schulz et al., 2011). When children have developed
effective social skills this will result in successful interactions with their peers and
adults. Social competencies are also important as they are interconnected with
various other areas of learning. However, there is a misconception that early
childhood education should give great emphasis on cognitive skills instead of social
skills (Pahl & Barrett, 2007). It is important to remember that knowledge is
constructed socially. If children do not have the necessary skills to interact effectively
with others this will have a significant impact on their learning as well. Baker (2006)
argued that when children show behavioural problems or low level of social skills this
is a crucial impact on their school performance in reaching the learning goals. Effective
social skills contribute in better academic achievements in formal schooling. Children
with an advanced level of social competencies often do better in the school activities
and achieve efficiently the learning tasks (Durlak et al., 2010; Pahl & Barrett, 2007).
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This can be achieved more effectively through the arts, as there is a liberal exchange
of ideas which results in meaningful social interaction and knowledge.

Apart from the benefits in cognitive performance, social skills are associated
with the general development of children and adults in general. Wellbeing is a very
important aspect in people’s lives. It is true that lately it started to attract a
considerable amount of researchers, who investigated this from a different angle
(Thomas et al., 2016). In empirical research, social skills have been associated highly
with children’s wellbeing. One main argument for this is that when people master
social qualities, they can deal with the new situations and they can find a way to be a
member of the group. This will result in better self-confidence and will eliminate any
sign of depression. Choi & Kim (2003) focused their arguments in the early years
settings with an effort to link social skills to academic achievements and wellbeing.
They concluded that effective social skills will result in peer acceptance, which will
result, in turn, in better school performance and wellbeing. What is more interesting,
is that they also stressed that the first step in this procedure is effective adjustment
to the new settings.

Some vyears later, Segrin et al. (2007) verified this aspect on undergraduate
students. Focusing only on wellbeing, they verified that social skills are highly linked
with greater wellbeing which results in lower levels of stress. Segrin & Taylor (2007)
were also agreed with this, introducing the aspect of positive relationships.
Considering positive relationships as an important aspect of social skills, they
concluded that social skills have a beneficial impact on people’s wellbeing, justifying
this with the aspect of satisfaction. Again, this is associated highly with art activities in
the early years settings. The arts are an activity that children do it for pleasure and for
personal satisfaction. During this activities, they usually interact naturally with their
peers and adults and they utilize this interaction unconsciously to develop their social
skills. As most of the time this is happening during leisure time, this results also in
benefits in their wellbeing as there is a very strong aspect of personal satisfaction,
confidence and achievement.

As it was discussed earlier (see chapter 2.4) the role of the adult is very
important in children’s development in general. Parents play a substantial role in
children’s attitude and behaviour in general. One main argument for this is that they
are the first role model that children will imitate and copy the observed reactions.
Focusing on the factors that might influence social skills, Blandon et al. (2010a) agreed
with the importance of adults and especially of parents in the development of social
behaviour. Examining the links of this issue, they concluded on a strong association
between children’s social skills and parental behaviour. One year later, this was also
verified by Ayoub et al. (2010) with a slightly different view point. Examining the
developmental pathways of social skills, they investigated the impact of early
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intervention and parenting. Including infants and parents in their sample, they
concluded on strong bonds between different interactions among parents and
children and the development of children’s social skills especially in an early
intervention.

Proceeding with this argument, it is obvious that there is a need to support
young children to develop effective social skills especially in the early years settings.
However, practitioners, and adults in general, should always have in mind that each
child has an individual way of learning, which most of the time is also highly influenced
by previous experiences and cultural heritage. Thus, it is very important to find ways
that can incorporate all learning styles. Parry (2015) supported this by giving great
emphasis on children’s personal strategies in order to make social connections and
interactions in the early years settings.

There is a lot of research in this area, investigating the importance of teachers’
strategies and understanding in developing children’s social skills. This shows the
importance of implementing meaningful techniques to support children towards this
direction. What is even more important is for teachers to understand the importance
of social skills in children’s lives (Jones & Harcourt, 2013). As teachers are the first role
model for children in formal learning during their first steps in school, it is crucial for
teachers to understand children’s needs and support them accordingly. Aubrey &
Ward (2013) investigated this issue, focusing on aggressive and challenging behaviour.
By examining the perceptions of practitioners, they noted that there is a variety of
different strategies that they can use in order to overcome such problems and support
children in this area. However, they stressed that there are challenges when it comes
to multicultural group. One year later, Davis et al. (2014) agreed with this,
investigating the importance of teachers’ role from a slightly different perspective.
They were very concerned about the educators’ knowledge and assurance in
developing children’s social skills and promoting emotional wellbeing. Although their
results are promising and it is clear that there is a very good understanding of this
issue, it was also recognized that there are opportunities of important changes in their
techniques.

This need was also stressed in the literature by investigating the effects of
school based interventions in the early years. It has to be acknowledged that any kind
of direct instructions or guidance to children will not have the desired results. Any kind
of intervention or guidance should be made in a way that children maintain the leading
role in their learning. Considering this framework and arguments, Strain & Hoyson
(2000) highlighted the need to include an intervention in the early years settings that
will have long term effects on children’s social skills. Some years later, Henningham et
al. (2009) agreed with this by focusing on teachers’ behavior. They concluded that
teachers’ attitude was a significant factor in greater gains in children’s social and
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emotional skills in the early year settings. Although, they measured the effects on an
early intervention program, they embraced the above arguments about children’s
freedom. On the contrary, Ashdown & Bernard (2012) supported the importance of
direct instructions in this procedure. Supporting explicit instructions that maintain a
playful character, stressed the importance of the adult in the learning procedure and
the development of social skills as important qualities of children’s lives in the future.

However, it has to be acknowledged that there were no arguments about art
activities in all the above arguments about the contribution of the adult on children’s
development of social skills. In an effort to link the above arguments about the
importance of teachers’ role in the development of social skills with the arts, it is
argued that the arts offer an interesting framework. The arts can offer this freedom
to children while practitioners can embed indirectly learning goals. This is attributed
to the fact that art activities are one of the major form of activities in children’s free
play. Therefore, in an effort to solve the problem of practitioners’ strategies, it is
suggested that they can use the arts to enable children to develop and master the
necessary social skills in the early years settings.

Summarizing, the above discussion there is a considerable amount of empirical
and non-empirical research about the importance of social skills to children and
people’s lives in general. It was argued that the development of social competencies
in the early years have a substantial contribution to children’s learning in the later
levels of education and it is highly associated with academic achievements. Within this
discussion, it was obvious that social skills have a fundamental impact on children’s
wellbeing apart from cognitive development. The importance of the role of the adult
was stressed and relevant links were made regarding the effective contribution of the
arts in achieving social skills.

6.1 Summary of the sixth chapter

To briefly summarise, in the sixth chapter there was a discussion about the
importance of the development of social skills as an important parameter in children’s
performance. Drawing upon the relevant literature, there was an analysis of the
benefits in learning and cognitive development considering the social character of
learning and construction of knowledge. The importance of the arts in terms of other
areas of children’s lives was also discussed. The discussion was enriched by the
importance of the adult in this procedure. Relevant links were made regarding the
effectiveness of the arts in this process.

At this point, all of the important pillars and motivating factors of this thesis
have been discussed and a link was also provided with the arts considering the gaps in
the empirical literature. Before proceeding in the analysis of the research design and
the findings there is a need to discuss the different teaching styles and create relevant
links with their impact in learning. As the main topic of this thesis is the arts, there is
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a need to create a link between with what is considered as an effective learning style
and the arts. It has to be acknowledged that teaching styles were not a part of the
research design but it is important to discuss them as they have a great impact on
children’s learning and attitude and to the fact that the teaching intervention was
implemented by more than one practitioners.
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7. Teaching practices

Teaching styles have been considered as the most important factor in the
teaching and learning procedure. According to the stance that each practitioners and
teacher will embrace during their interactions with their students, there will be a
different effect on the outcomes of students’ learning and attitude towards learning
in general. Having these arguments in mind there will be an analysis of the different
teaching styles and their effects in the daily school interactions with students. There
will be also an effort to link the characteristics of an effective teaching style with the
general framework that is provided by the arts. It has to be acknowledged that this
was not part of the research design or motivation of this thesis, but it was considered
important as in the sample there more than one practitioners were included.

Teaching is considered a challenging and sometimes a not straightforward
procedure. It includes a process in which there is a constant decision making which is
highly influenced by the previous and later situation (Hewitt & Edwards, 2013). It is
interesting to note that the majority of the teachers are not completely aware of the
teaching style they embrace and how their beliefs impact students’ learning (Farrell,
2016). This places great importance of a further investigation of this matter and to find
a way to support teachers to embrace a beneficial style for their students.

Nowadays, researchers put great emphasis on the effects of teaching styles in
students’ school performance. They are very concerned about students’ reaction and
their links to different teaching styles during every day educational interactions.
Tulbure (2011) was one of the researchers that contributed in this area with her
research study. She supported that effective learning is highly linked when teaching
styles show an awareness to students’ learning preferences. Putting students in the
center of their learning journey and enabling them to have an active role by
responding accordingly to their needs is very important. Effective teaching means
being responsible, flexible and creative during the everyday interactions with students
and being able to respond to their upcoming needs (Tulbure, 2012).

However, the investigation of the effects of the different teaching styles has
started a long time ago, with researchers to put emphasis on the effects of teaching
and try to define the meaning of the term style. Bree-Fischer & Fischer (1979) explain
that styles are concepts that provide examples that describe the teaching and learning
process. In other words, they describe attitudes and behaviors that are obvious during
the teaching and learning process. Some years later, Grasha (1994) suggested a model
in which he categorized the different teaching styles according to the role of the
teacher. Being more specific, he categorizes the teaching styles in expert, formal
authority, personal model, facilitator and delegator. According to Grasha (2002) each
teaching style is described as follows:
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Expert, is when the teacher is perceived as very knowledgeable and provides
thorough explanations in students’ questions. This style is emphasized on
asking questions to students and focusing on understanding of the key
concepts. The advantages of this style is that the teacher is qualified with the
necessary knowledge and skills but this might not have a positive outcome to
less experienced students as they might will be afraid to ask simple questions.
Formal authority, is associated with providing constant summative feedback
to students about their performance. Teachers who practice this teaching style
have specific expectations from their students and set clear goals and
objectives. The advantage of this teaching style relies on the fact that students
have a clear understanding of the expectations the teacher has from them.
However, this style does not take into consideration the individual learning
pace of each student.

Personal model means that the teacher acts as a role model for the students
and provide formative feedback for their performance. The teacher is
concerned about the ways that can support students to enhance their skills
and work in collaboration with the students. An advantage of this teaching
style is that the teacher enables students to gain a first-hand experience of the
related concepts. On the contrary, a disadvantage is that as the teacher is a
role model and thus, there might be an emphasis on an exact imitation of their
actions without giving students the opportunity to discover their paths.
Facilitator also provides formative feedback to students and is concerned
about the ways that can enhance students’ skills. A difference with the
previous teaching style is that the teacher is an active listener to students’
needs and gives them a leading role in their learning by taking into
consideration their ideas in the learning activities. This teaching style shows
flexibility and follows a student-centered approach but when it comes to
challenging behaviors it might not be as effective as the formal authority one.
Delegator supports students’ autonomy and independence and delegates
responsibilities to students. It is also in favor of student-center learning but this
time the teacher is perceived as a consultant that can provide information
when needed. This style has a great positive impact on students’ learning as
they have a leading role in this procedure. However, the teacher might
underestimate or overestimate students’ abilities and allocate them tasks that
are either too easy or beyond their abilities.

It has to be acknowledged that Grasha (2002) did not make any argument

about which teacher style is better comparing with the other ones. He suggested that

there should be a combination of them according to students’ characteristics and the

learning situation. His model had a great effect in the educational field and subsequent

research, as a lot of researchers adapted it in their theoretical framework. Ak-Ronald
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(2014) is one of the researchers that included this module in his research by
investigating the dominant teaching styles and also shedding light on students’
preferences. He supported that expert was the most common teaching style that was
implemented by teachers following by the personal model and the delegator.
Regarding the students’ preferences, formal authority was the least favorite one and
facilitator was among the top students’ preferences. Although, it is better for a teacher
to adapt a teaching style according to the upcoming situation, it is worth considering
students’ preferences regarding this as a good way to follow their interests.

Another dominant categorization of teaching styles is also obvious in the
literature which puts emphasis on production and reproduction of knowledge.
Teaching styles that focused on reproduction of knowledge are associated usually
with teacher-led approaches, in which the educator puts emphasis in giving
instructions to students in order to discover and achieve knowledge (Hewitt &
Edwards, 2013). This approach stress the importance of continuous practice in order
to meet the expected outcome. On the contrary, teaching styles that focused on
production of knowledge are linked with student-center approaches, in which the
educator enables students to have an active role on their learning (Chatzipateli et al.,
2015). In this approach, students often initiate the learning interactions and have
autonomy in their learning journey.

In an effort to create a link with the previous categorization, Grasha’s model
about teaching styles can be associated with this categorization. A teaching style that
is focused on the reproduction of knowledge have a lot of similarities with the formal
authority teaching style as they both focus on direct instructions and guidelines. On
the other hand, teaching styles that focus on the production of knowledge have
common grounds with the facilitator as they both consider students’ need and enable
them to reach knowledge. It has also similarities with the delegator as they both
promote students’ autonomy and independency during the teaching and learning
procedure.

From the all the above teaching styles, the facilitator approach has been
considered as the most effective one. Testing the effects of a facilitator teaching style
in practice, a lot of researchers conclude on the benefits on teaching and learning. A
facilitator approach creates a pleasant environment in which everyone wants to

participate in and is accepted by all the members of the team (Farrell, 2016; Won et
al., 2015; Schwarz, 2005). It puts great importance to students’ needs and this results
in high levels of participation within the team. It can be argued that this approach has
also a lot of similarities with the framework that is provided by the arts. This is linked
strongly with the art activities, as the arts also provide a satisfactory environment, in
which everyone wants to participate with their free will. Similar to the facilitator, the
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arts manage to bridge the gap that exists among people and to create bonds. Since
participants feel comfortable, this will result in better opportunities for learning.

A pleasant environment leads to collaborate learning, which is something that

is also linked with the facilitator approach and the arts. The concept of belonging
encourages students to learn together in a collaborative way (Farrell, 2016; Won et
al., 2015). Students are able to use each other’s experiences and ideas in their learning
journey and they exchange ideas and thoughts that they would not come up if there
were doing this procedure individually. This relates back to social constructivism
theory (see chapter 3.2.1) which suggests that social interactions are critical in the
construction of knowledge. The arts also offer a collaborative environment in which
participants exchange ideas and influence one another in their learning journey.
Students when practicing art activities have an impact on other students’ thoughts as
they convey ideas and individual representations of reality. In this procedure they
often influence other people’s work. In addition to this, focusing on the education
setting art activities are often group activities that derive from students’ innate desires
and thus, they collaborate in order to reach the desired outcome.

Lastly another benefit that has been associated with the facilitator in relevant
pieces of research is that promotes active learning. When teachers embrace a
facilitator teaching style, students manage to express themselves more and to initiate

meaningful interactions with the focus on learning (Won et al., 2015; Sormunen et al.,

2013). This encourage students to construct knowledge through interactions and to
become more confident which is again something that is strongly related with the arts.
Art activities support the fact that there is not right or wrong and that participants
have the freedom to act according to their individuality. This results in greater gains
in self-confidence as the participants can try a lot of learning pathways and decide
what is best for them.

Summarizing the above discussion, there was a description of the definition of
teaching and an analysis of the different teaching styles according to literature. It was
argued that teaching is a challenging procedure and that the unconscious beliefs of
the educators have a great impact on students’ learning. An analysis was provided
according to the different categorization of teaching styles with the facilitator
approach to be perceived the most beneficial one comparing with the rest ones.
Relevant links were made with the arts activities as the main focus of this thesis. After
the review of literature about the different teaching styles, the facilitator approach
has been highly considered in the research design and more specifically in the
suggested interdisciplinary framework. Considering the benefits of this teaching style,
the suggested teaching interactions was based on the principals of the facilitator in
order to support children’s learning journey in literacy while using the arts.
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7.1 Summary of the seventh chapter

To briefly summarize, in the seventh chapter there was a discussion of the
different teaching styles and their effects in learning. Although this was not one of the
topics or a motivating factor of this thesis, it was considered crucial to be analysed as
the teaching intervention was implemented by different practitioners. Within this
discussion, there was an analysis of the content of teaching and the different teaching
styles that have been suggested in the existing literature. In an effort to create
meaningful links, the similarities of these different categorizations of teaching styles
were discussed. The discussion was further illuminated by the teaching style that has
been perceived as the most advantageous one in literature and relevant links were
made with the arts.

Having discussed all the necessary theoretical parts of this thesis there is a
need to describe the methodology and the ethical considerations of this thesis. The
next chapter is devoted in this, explaining the research design and the methodological
choices.
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8. Methodology

In this chapter there will be an analysis of the research design, the
methodological choices and the research methods of this thesis. An analysis of the
statement of the problem, the purpose and the research questions, will be provided.

8.1 Problem statement

Based on Eisner’s (1998:10) argument that there is not enough research that
proves the positive contribution of the arts on students’ school performance, a lot of
researchers carried out relevant studies. The previous literature review (see chapter
4) showed the benefits of interdisciplinary research and the benefits of the arts in
children’s literacy performance. Although there is research with this focus there is an
over-emphasis on music as a kind of the arts and on phonological awareness (see
chapter 4). Usually, researchers examine only one part of literacy and one kind of arts
and there is no research that compares the effects of different kinds of the arts in the
early years. Gaps were also identified about the association of the arts with social
skills, literacy as a social practice and involvement. These gaps formed the problem
statement of this thesis. There is a clear need to review the effects of the arts
holistically in children’s performance and include the aspect of emergent literacy as a
steering wheel of every educational intervention.

8.2 Purpose and research questions

The aim of this research was to investigate an interdisciplinary approach of the
arts and literacy in children’s performance in literacy and social skills, involvement and
literacy as a social practice in the age group of 5-6 years old. More specifically, it was
investigated if there were the arts in general or a specific kind of the arts that could
contribute more to children’s performance in literacy and social skills, involvement
and literacy as a social practice. For this reason, there was a comparison among 3
different forms of the arts in terms of literacy and social skills, of children’s
involvement and of children’s use of literacy as a social practice. It was expected that
drama play would contribute more and had better outcomes in children’s
performance, as according to Sionti & Papadopoulos (2011) and Fleming et al. (2004)
it requires more participation and has greater levels of freedom. The research
questions were:

1. What are the effects on children’s literacy skills when they are interacting with
the arts?

2. What are the effects on children’s use of literacy as a social practice when they
are interacting with the arts?

3. What are the effects on children’s social skills when they are interacting with
the arts?

4. What are the effects on children’s involvement when they are interacting with
the arts?
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8.3 Participants

The participants were selected through a probability sampling technique and
more specifically using simple random sampling. According to Cohen et al. (2011),
probability samples indicate a random selection from the wider population. In the
simple random sampling the researchers select randomly the participants from a list
(ibid). In this study, a list was made with all the early years schools in Attica in Greece
and there was a random selection of 20 of them. There was a face-to-face meeting
with the head of each school and the practitioners to explain the purpose and the
content of the study. In the end, the schools that agreed to participate contained the
sample of this thesis.

There were 4 early years classrooms, 3 from the private sector and 1 from the
public sector from 3 schools in total. One school from the private sector agreed to
participate with 2 different early years classrooms. The early years classroom from the
public sector agreed to participate in the pilot and the final study. In total, there were
83 students and 4 early childhood teachers, with 22 students in the pilot study and 61
students in the final study. In the final study, there were 3 experimental groups and 1
control group, which was a free choice of the practitioners if they are going to
participate in the experimental or in the control group. The first experimental group
had 18 students, the second one had 15 students, the third one had 14 students and
the control group had 14 students. The background characteristics of each group are
further analyzed in chapters 9.1.1 and 9.2.1.

8.4 Procedures/Intervention

A mixed method approach was embraced as the paradigm of this research as
both quantitative and qualitative data was gathered. Mixed method research has
derived from the fact that the world cannot be divided just to quantitative or
qualitative but sometimes there is a need to adapt both methodologies (Cohen et al.,
2011; Bryman, 2008). A naturalistic setting was used to all groups, using the setting of
their classroom as the place to implement the intervention. This choice was made as
there are significant benefits regarding children’s familiarity with the setting and there
is an effort not to disturb them.

The research approach was based on an experimental design with control and
experimental groups. It also embraces some aspects from action research and more
specifically the aspect of collaborative work, reflection and feedback of the teaching
and learning process. According to Cohen et al. (2011) an important feature of
experiments is the manipulation of the variables while introducing an intervention. On
the contrary, in action research the staff is working together in order to make
improvements in their practice and sometimes an outside researcher is working with
them (Mukherji & Ablon, 2015). One of the basic principles of action research is the
constant reflection and link with the educational practice (Cohen et al., 2011). Both of
the above features of an experimental design and action research were obvious in the
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research design of this thesis, as there were experimental and control groups but
there were no ready-made solutions to the practitioners as they had to reflect on
students’ needs to organize their practice.

Linking the theoretical framework of literacy, which was discussed earlier (see
chapter 2), with the experimental design of this study, the intervention was based on
the argument that emergent literacy is the cornerstone of children’s development of
literacy. In addition, considering the problem statement there was an effort to
examine literacy holistically and not as separated skills. Therefore, literacy was not
divided in fragmented skills but it was considered as an area of learning that has
different aspects. An interdisciplinary approach was suggested in which the students
and the practitioners use the arts as a stimulus to begin literacy activities. There were
no ready-made solutions and lesson plans given to the practitioners as this practice is
in contrast with the argument of following children’s interests. However, general
guidelines were given to the practitioners of how this could be implemented in
practice. After the pilot study, it was obvious that the practitioner needed more
support in the way that she could implement this in practice. Therefore, an
interdisciplinary framework was designed with more examples and guidance
regarding the practical implementation of the steps.

The suggested interdisciplinary framework embraces the social construction of

learning and the benefits of collaborative learning. It is based on the stages of Project
method, with an effort to enrich practitioners’ practices and not replace them.
Students have an active and leading role and they had to collaborate in every step of
this framework. Practitioners act as a facilitator of the whole procedure. Emergent
literacy skills are the steering wheel in every literacy activity within this framework.
The steps in the suggested interdisciplinary framework are not linked directly to a
specific kind of the art. Thus, the participants of each setting are free to select one
kind of the arts, which will use it in order to develop literacy. Being more specific, the
following five steps in Table 6 are suggested on a weekly/monthly basis:

Table 6. Suggested Interdisciplinary Framework

Steps in the suggested Interdisciplinary Framework

Step Description

1.Let’s start The students with the practitioner select the topic they want to
investigate. This might come from children’s interests during their play,
practitioners’ observations, an unexpected event or a daily
announcement that triggered the attention of the team.

2.The arts The students and the practitioner investigate the topic through the
selected kind of the arts. For example, discuss relevant paintings,
discuss and play puppetry or drama. The practitioner acts as a facilitator
of the process.

3.Decide/Emerge literacy  Considering the selected kind of the arts, the students with the
practitioner decide the activities they want to do regarding this topic.
Children have a leading role and they collaborate to develop their
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thinking. The practitioner acts as a facilitator and supports children to
include literacy activities.

4.Prepare/Implement They allocate roles in order to prepare the necessary materials for the
activities and then they implement the decided activities.
*This usually is the longest one.

5.Reflect & move on Children with the practitioner reflect on the activities and discuss the

general process. Some indicative questions could be:

*  How much did I like them?

*  How much did I help my friends or did they help me?

*  Whatdid I learn?

*  What did | like most?

*  What could | do better?

*  What else could we do?
The practitioner reflects on the teaching and learning procedure. Some
indicative questions could be:

*  How much did | intervene in their learning?

*  How much did | support them to use their emergent literacy

skills?

*  Were the activities appropriate for their age and abilities?

*  What could | do better?

*  What else could | do?

Following this reflection, the team decides if there are more things they
want to do with this topic or if they want to move on another topic.

This suggested interdisciplinary framework was embraced by the three
experimental groups and it was implemented alongside with their existing practices.
The duration and the frequency was depended on the interests of each group with a
suggested time schedule of three times per week for 20-30 minutes per time. The
intervention took place a full school year, starting from October and ending in May.
This time length was selected as students had the opportunity to show their full
potentials and benefits from the intervention. This was also beneficial as they had the
necessary time to familiarize themselves with this interdisciplinary approach and way
of learning. It was considered more beneficial to start the intervention in October and
not in September, which is the beginning of the school year, as students need a period
to adapt themselves in the school setting and daily routines.

The suggested interdisciplinary framework was implemented by the
practitioners as part of their everyday activities and the pedagogical projects that were
developed are described in appendix 8. There was an induction period before the
implementation of the intervention, in which the practitioners familiarized themselves
with the different steps of the suggested interdisciplinary framework. During this
training, good examples and best practices were provided. In order to support them
fully in this procedure and eliminate any influencing factor of different practices there
were several consultation meetings at the beginning and during the intervention. The
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purpose of these meetings was to discuss any matters arising, solve possible queries,
find extra resources and discuss their progress. In addition to this, all the required art
resources were provided to the practitioners according to their needs for example
laminated paintings, biography of the artist, information of art movements, music,
materials and resources for the puppetry and drama play.

Lastly, in order to eliminate any influencing factors among the experimental
and the control groups, the students in the control group participated in art activities
that were implemented from an art teacher. This was part of their everyday
curriculum. Regarding the literacy activities in the control group, the practitioner was
following the guidelines of the Greek Early Years curriculum, which is the expected
practice in the Greek early years settings.

8.5 Data collection measures

Several qualitative and quantitative measures were used in order to answer
the research questions and meet the aim of this thesis. This chapter analyses the
different data collection measures and explains the selection choices.

8.5.1 Observation: Narrative method

Practitioners’ teaching styles have the opportunity to influence the learning
procedure and performance of the students. One main argument is that they can focus
on the authentic production of knowledge or a simple reproduction of knowledge
(Chatzipateli et al., 2015; Hewitt & Edwards, 2013) and this will result in different
teaching and learning outcomes. Therefore, when implementing a practical
intervention with different practitioners, it is crucial to investigate if there is a
common ground in their teaching interactions with children. As there were four
different practitioners that took part in this research project, there was a clear need
to verify that there were no differences among their teaching styles.

A naturalistic, qualitative, non-participant observation was selected to address
this issue. Observation is a powerful tool in the hands of researchers as they have the
opportunity to gain first-hand experience and a better understanding of the topic
under investigation (Papatheodorou et al., 2012). Taking into consideration Farrell’s
(2016) argument that practitioners most of the time are not aware of their
unconscious decisions, observation was considered the best research method to
investigate the similarities of the practitioners’ teaching styles. The observation used
the narrative method and took place in the classroom of each practitioner during the
everyday activities. Narrative observation is a descriptive record of what the
participant does or say including some contextual information (Mukherji & Ablon,
2015; Papatheodorou et al., 2012). Each practitioner was observed using this method
by the researcher for two different days during everyday activities. Being more
specific, there was a record of the practitioners’ activities, attitude and interactions
with children during organized and free play activities during the day. The aim was to
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gather data regarding their reactions, stance and support to children in order to
understand their teaching style and see if there are any differences that might affect
the outcomes of the intervention. This data was used afterwards in the data analysis
to examine if there are major differences in their teaching style and to examine with
which teaching style of Grasha’s model (see chapter 7) can be linked. Due to time and
space limitations the full data is not described as an appendix. Instead, some indicative
extracts are presented in the data analysis chapter and more specifically in chapter
9.2.2.

8.5.2 First research question: PIPS

In order to answer the first research question ‘What are the effects on
children’s literacy skills when they are interacting with the arts?’ the Performance
Indicators in Primary Schools (PIPS) was used. PIPS is provided by the Centre for

Evaluation and Monitoring (CEM) of Durham University in UK.

PIPS is designed to measure children’s performance in literacy and maths, but
for the purpose of this study only the first part was used. This part assessed children’s
performance in literacy and more specifically in writing, picture identification, ideas
about writing, rhyming words, repeats and letter/word identification. PIPS is a
standardised test that is widely used at all the schools across the UK to measure
children’s performance in literacy and maths. It has to be acknowledged that is a
measurement with a very good structure which focuses on literacy skills and more
specifically on literacy as a means of communication. This means that it includes and
examines the receptive and productive skills, which are necessary for people’s
communication in the society. A basic reason for the selection of this test was the fact
that it offers data for children’s literacy performance from a holistic point of view and
does not focus in one particular area of literacy.

As it was argued in chapter 2.2, literacy as a means of communication is a very
important factor in the development of literacy as a social practice because it provides
the necessary skills to interact effectively during social literacy and more specifically
during literacy events and literacy practices. PIPS was considered a useful tool for the
purposes of this thesis due to the fact that it does not focus on one specific group of
literacy skills but it includes a variety of them providing a complete picture of
children’s literacy performance in literacy as a means of communication. An essential
factor for selecting this test was that it examines literacy holistically and investigates
children’s literacy performance in a variety of literacy aspects e.g. a mixture of
productive and receptive skills. Therefore, this was considered as a great advantage
and benefit in selecting this measurement. In addition, another reason for selecting
this measurement was the fact that it embraces a positivist paradigm and provides
guantitative data regarding literacy performance. This was very useful as it has the
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opportunity to provide numeric data and compare very quickly children’s literacy
performance among the different groups. Quantitative approaches are considered
beneficial when there are controlling variables (Mukherji & Albon, 2015). Considering
the fact that this thesis used a mixed method approach (see chapter 8.4) with the aim
to examine the relationship among the different art forms and children’s literacy
performance, PIPS was considered as a very good measurement as it is a quantitative
measurement and it also provides thorough and comprehensive data regarding the
aspect under investigation.

It has to be acknowledged that PIPS has some strong advantages, which were
the main reasons for selecting this tool for this project, but there are also some points
that need to be considered carefully and review them critically in a future
implementation. First of all, it does not include or investigates the social dimension of
literacy and more specifically the social activities that embrace literacy e.g. literacy
events and literacy practices. PIPS focuses on measuring practical literacy skills e.g.
listening, reading, speaking and writing with quantitative methods. As a result of this,
it offers good quantitative data which can provide the general picture of children’s
progress but it does not provide any qualitative information about the reason of this
progress. Therefore, in analysing and discussing the results, it is not possible to reflect
on the reasons of this progress just by using this test. In addition to this, another point
that needs to be considered is the fact that PIPS does not have a direct link with the
arts that is the main theme of this research project.

As mentioned before, PIPS is a standardised test in the UK context. For the
purpose of this study, the first part of PIPS was translated and adapted in the Greek
reality by the researcher (see appendix 3). There was a pilot implementation of the
translated version to a small group of students before it was used in the pilot and final
study to measure the outcomes of this project. The main reason for this was to identify
any confusing areas for the children. However, it has to be acknowledged that it was
not standardised in the Greek settings like it was standardised in the UK settings due
to time constrains. There was a pre-test and a post-test using PIPS by the researcher
in both experimental and control group and in both pilot and final study.

8.5.3 Second research question: AA/P

In order to answer the second research question ‘What are the effects on
children’s use of literacy as a social practice when they are interacting with the arts?’
the authentic assessment was used. According to Woolfolk (2007), authentic
assessment means the measurement of real abilities, capabilities and knowledge that
exist in real situations. It was considered as the best way to measure literacy as a social
practice as in both there is an emphasis in real situations and activities that take place
in everyday life.
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For this purpose, the Authentic Assessment/Portfolio (AA/P) measure was

developed that was based on the principles of authentic assessment. It was developed
by the researcher and implemented by the practitioners at the beginning and the end
of the intervention in both experimental and control group and in both pilot and final
study. The design of this measure went through two different stages, considering the
practitioner’s feedback of the pilot study.

In the initial stage of the AA/P, there were general guidelines that were given
to the practitioner of the pilot group in order to help her to guide her thinking during
the data collection. It was expected that the practitioner would observe children
during the school year in order to gather data regarding the suggested areas (see table
7).

Table 7. Initial stage for AA/P in Pilot Study

Means for gaining Team and self- Daily logs Team discussions
knowledge and evaluation

learning

For example For example For example For example

e Usetheresources e Assistantin e Trytoread/writea e Describe their

from their
environment

® Ask help from the
practitioner

® Ask help from
their peers

writing an
invitation
® Areas of best
performance
® Areas of
improvement

text/words
Embed literacy
aspects in their
play

Ask from their
peers/practitioner
to write

home activities
® Describe the
steps of an
activity
® Explain the
reason of a
result/action

However, during the consultation meetings, it was obvious that the
practitioner needed more support during this process and a more enhanced
framework. In order to meet the needs of the practitioner and act on this feedback,
the AA/P checklist was designed (see appendix 5). As this feedback came towards the
end of the pilot study, the AA/P checklist was used only in the final study. In the design
of the AA/P checklist there was an effort to take advantage the benefits of both
gualitative and quantitative approach. Therefore, this checklist designed in order to
take qualitative data and quantify it about children’s use of literacy as a social practice.
Being more specific, it was based on practitioners’ qualitative observations
throughout the year, which enabled them to make an overall judgement of children’s
performance in this area before they fill out the checklist. The observations were
based on the early learning goals of the prime area ‘Communication and Language’
and the specific area ‘Literacy’ according to the Greek National Curriculum for the
Early Years. The checklist gathered information about children’s use of literacy as a
social practice in the following areas: listening, participation in discussion, articulation,
reading and writing. This measure was implemented by the practitioners at the
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beginning and the end of the intervention in both experimental and control group in
final study.

8.5.4 Third research question: PSD

In order to answer the third research question ‘What are the effects on
children’s social skills when they are interacting with the arts?’ the Personal and Social
Development (PSD) was used. PSD is provided by the Centre for Evaluation and
Monitoring (CEM) of Durham University in UK.

PSD is designed to evaluate children’s social development by examining three
different areas: adjustment, personal and social development. In the adjustment
section it examines areas such as comfortable and independence. In the personal
section, it examines areas such as confidence, concentration on teacher-directed and
self-directed activities and action. Finally, in the social section, it examines areas such
as relationships to peers and adults, rules, cultural awareness and communication. It
is based on practitioners’ observations and takes qualitative data and quantifies it by
categorizing the data on a 5-point Likert scale. For this scale several examples are
provided that capture the expected behaviours in each scale and area. An important
factor for choosing this test was that it provides a broad perspective of children’s social
development, taking into consideration a variety of different areas. It offers
guantitative results that can be illuminated and supported by qualitative data. This
part was translated in Greek by the researcher (see appendix 4) and there was a pilot
implementation of the translated version by the researcher to capture any mistakes.
Further feedback was received by a small groups of practitioners. This test was
implemented by the practitioners at the beginning and the end of the intervention in
both experimental and control group and in both pilot and final study.

8.5.5 Fourth research question: LIS-YC

In order to answer the fourth research question ‘What are the effects on
children’s involvement when they are interacting with the arts? the Leuven
Involvement Scale for Young Children (LIS-YC) was used. LIS-YC is developed by Laevers

(1994) to measure the levels of children’s involvement during educational activities. It
is based on observations and takes qualitative data and quantifies it. It examines
holistically children’s levels of involvement and seeks to gather data using nine signals
such as concentration, energy, complexity/creativity, facial expression/posture,
persistence, reaction time, language and satisfaction. It also categorizes the levels of
involvement in low activity, frequently interrupted activity, mainly continuous activity,
continuous activity with intense moments and sustained intense activity.

A critical factor for selecting this measure was that it examines involvement
considering different aspects of children’s attitude during an activity. This means that
it provides rich and detailed data in order to explain children’s involvement and
general attitude. Another fundamental factor was that it includes the benefits from
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both qualitative and quantitative methods. This test was not translated in Greek as it
was used by researcher only (see appendix 6). There was a pilot implementation to a
small group of children in order to give the opportunity to the researcher to familiarize
herself with this procedure. This test was implemented once at the middle of the
intervention in both experimental and control group and in both pilot and final study.

8.5.5 Interview with the practitioners

At the end of the intervention, semi-structured interviews took place with the
practitioner of the pilot study and the practitioners of the experimental groups of the
final study. The purpose of this interview was to gain feedback and gather
supplementary data regarding the implementation of the suggested interdisciplinary
framework and children’s performance. In addition to this, it was aimed to compare
the data from the interviews with the data from the above measures.

An interview was selected, as it is important to know the practitioners’
perspectives in any new teaching approach because they can have a strong impact on
children’s performance. According to Lewis & Ginsburg-Block (2014), it is very
important to gather the views of all the participants that contributed in a research
project. A semi-structured interview was considered the best choice as according to
Mukherji & Albon (2015) it enables the researchers to guide their thinking but it also
provides them the necessary flexibility to follow the interviewees’ need. The semi-
structured interview was designed for the purpose of this study and contained
questions from four different areas: Academic and professional achievements,

Personal teaching approaches and strategies, Implementation of the interdisciplinary

framework, Children’s development within the interdisciplinary framework (see

appendix 7).

8.6 Reliability

Reliability in research is one of the most important aspects in social sciences.
However, it has a different meaning according to the methodology the researchers
embrace each time.

In guantitative _methodologies, reliability is associated with stability and

internal consistency. Considering stability, a reliable quantitative method will give the
same results when implemented in the same or a different group of participants in a
different period of time (Mukherji & Ablon, 2015). In this occasion an important factor
is the memory of the participants because if the test and re-test are implemented in a
short period of time then this might affect the outcomes. In the current research,
there was an effort to safeguard the stability of the quantitative methods. For this
reason, there was an adequate time period between the pre-test and the post-test of
the measures in order to avoid any factors that might affect the outcomes. This was
one of the reasons that a full school year was selected to implement the intervention.
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Internal consistency is the level to which the different items on a measure

examine the same thing (Cohen et al., 2011). This gives the opportunity to the
researchers to examine whether the items aggregate the participants’ responses.
Cronbach’s Alpha is used to test internal consistency of multiple indicator quantitative
methods. The expected result is 0.8 and above, which shows an acceptable level of
internal consistency (Bryman, 2008). In the current research there was a good level of
internal consistency of the quantitative methods as there was a 0.8 and above score
in Cronbach’s Alpha test (see chapter 9.2.3).

On the other hand, reliability is slightly different in qualitative methodologies.
In these occasions, it is concerned with the researcher’s judgement when collecting
and analyzing the data (Mukherji & Ablon, 2015). In other words, it is whether the
collected data corresponds to the actual data and the previous experience of the

observer or the interviewer is very important. In order to safeguard this issue, the
practitioners that conducted the observations were qualified teachers with a good
level of experience in the early years settings. They were all aware of the importance
of observation in making judgements of children’s development and were using this
tool as an essential tool in their work. This also applies for the interviewer that
conducted the interviews at the end of the intervention. She was aware of the
importance of informal discussion with the key persons to understand children’s
development and had relevant experience through her professional experience.
Therefore, it can be argued that there was a good effort to safeguard the reliability of
the qualitative methods of this piece of research.

8.7 Validity

Validity is also an essential part of research in social sciences. It is generally
associated with the truth of their findings and most of the time this can be reached
with triangulation techniques (Mukherji & Ablon, 2015). Triangulation is often
interpreted with the use of multiple methods during the data collection (Cohen et al.,
2011). This will give the opportunity to researchers to gain a holistic view of the topic
under investigation. It can be argued that this thesis considered carefully the validity
of the findings as both qualitative and quantitative methods were used. In addition to
this, all of the measures that were implemented to examine children’s progress, were
taking qualitative data and quantified it.

Focusing on validity and considering different research paradigms, it is obvious
that it has again a different meaning according to the paradigm the researchers will
follow. In quantitative research, validity is concerned with the extent of whether the

measures examine what they supposed to examine (Mukherji & Ablon, 2015). When
examining validity there is a distinction in internal and external validity.
Internal validity is concerned whether there is a causal relationship between

the different variables under examination (Bryman, 2008). In other words, researchers
need to make sure that there are no influencing factors that might affect the outcomes
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of their intervention. In this research, relevant efforts were made to safeguard the
internal validity of the quantitative methods. Firstly, there was a pre-test and a post-
test which was used to examine children’s progress. Secondly, additional data was
collected regarding children’s background characteristics and complementary tests
were conducted to examine if there was a significant impact on the outcomes. Thirdly,
there was an examination among control and experimental groups in order to testify
the effects of the intervention against a sample that did not implement the suggested
approach. External validity is the level that the findings can be generalized to the wider

population (Cohen et al, 2011). A critical factor for this is the sample size and the
randomized sampling technique. It has to be acknowledged that in this piece of
research there was a random selection of the participants and a good overall sample
size. However, a bigger sample size would have been preferable.

On the other hand, in gualitative methodologies validity has a slightly different

meaning. It is associated with a complete and truthful representation of the reality
(Mukherji & Ablon, 2015). The terms internal and external validity are again related
with a different content.

Internal validity in qualitative research is viewed as the authenticity of the

data. In practice this means giving the opportunity to the participants to express their
meaning of the data (Cohen et al., 2011). This is really important as by enabling the
participants to express their understanding of the aspect under investigation we can
see the true effects on their lives. In an effort to safeguard internal validity of the
qualitative methods of the current piece of research, we enriched our data with an
interview of the practitioners in the experimental groups. During the interview,
practitioners had the opportunity to reflect on their informal discussions with children
and on their experience during the intervention. External validity in qualitative

research is associated with the comparability and the transferability of the findings.
Researchers are often concerned on how the data can be similar in different cultures
and settings (Cohen et al., 2011). It has to be acknowledged that the current study
included different schools to examine the effects of the arts. In the sample there were
also children from different cultural background in the sample. However, more and
different cultural background would be preferable.

8.8 Ethical Considerations

Ethics is the most crucial part of a research especially in the field of early
childhood considering the issue of the vulnerability of the participants. In relation to
research, ethics mean the way the researchers should treat the participants and the
collected data (Mukherji & Ablon, 2015). Safeguarding the ethics of a research project
contains some important principles that researchers should follow.

Inform consent of the participants is one of the most important principles of

ethics. It means that the participants have a good understanding of the content of the
research and they give their consent to the researcher to collect data from them (ibid).
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Regarding young children, this often takes place by obtaining inform consent of their
parents and by not forcing children to participate in the research project. In the
current research, this aspect was highly considered. Before conducting any research,
the approval of the ethical committee of the Ministry of Education of Greece were
obtained (Ref. No. ®15/703/149971/I1). Following this, there was a discussion with
the head of each setting and the practitioners in order to explain to them the content
and the purpose of the research project. Having their consent, the approval of the
children’s parents was also sought. There were group and individual meetings with
parents in order to explain to them the purpose and the procedures. Consent letters
were hand out to participants and parents, explaining in detail the above matters (see
appendix 1 & 2). Regarding children’s participation, there was no force to them to
participate and the whole procedure and tests were implemented with playful
activities. It has to be acknowledged that when researchers inform the participants
about the content of their research and ask for their permission, the aspect of free
participation should be stressed (Cohen et al., 2011). In this research project, during
the meetings with all the participants, it was highlighted that their participation was
voluntary and that they have the right to refuse or withdraw without giving any
explanation.

Anonymity and confidentiality are also two basic principles of ethics. When

conducting a research project, it is critical to eliminate any factors that might affect
the privacy of the participants (Bryman, 2008). This is really important when analyzing
the data and present the findings. In order to respect participants’ privacy, the
presentation of the findings should be done in a way that it is not possible to identify
the participants. In the current research project this was highly considered and the
anonymity and confidentiality of the participants were safeguarded carefully. In order
to achieve this, the data collection was made with a coding system. In the presentation
of the findings and the description of the sample, the true names of the settings and
the participants were not used. Instead initial letters and codes were used to describe
the general characteristics of the sample and the data. In addition, the confidentiality
of the collected data was safeguarded by not sharing any information to third parties.

Avoid any harm to participants is another principle that researchers are very

careful about. Maltreatment of the participants in any way is considered
unacceptable. Harm can include issues like physical abuse, stress, negative impact in
their self-image and self-esteem etc. (Bryman, 2008). This aspect was dealt very
carefully in the whole research procedure. Regarding the practitioners, there were
constant consultation meetings in order to make sure that they feel supported and
that the appropriate assistance was provided to them. Regarding children, the whole
intervention and tests took place with playful activities as part of their everyday
program in their school setting. Therefore, there was an effort not to upset them or
make them feel uncomfortable.
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Last but not least, deception is also one major issue that researchers should
consider carefully before conducting any research project. It is really important to
reveal the truth of the content of the research project to the participant and not to
deceive them when seek their permission (Bryman, 2008). However, a
counterargument in this could be that the participants might change their behavior in
order to fit to the expected behavior that the researchers are investigating (Cohen et
al., 2011). In this piece of research, there was no effort to deceive the participants as
their informed consent was highly considered. During the group or individual meetings
in order to gain their permission, the true content and purpose of the research study
was reveal to them and they also had the opportunity to ask questions if there were
any areas that they did not understand fully.
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9. Data analysis and discussion

The aim of this research was to investigate an interdisciplinary approach of the
arts and literacy in children’s performance in the age group of 5-6 years old. More
specifically, it was investigated if there were the arts in general or a specific kind of
the arts that could contribute more to children’s performance. For this reason, there
was a comparison among 3 different forms of the arts in terms of literacy and social
skills, of children’s involvement and of children’s use of literacy as a social practice. It
was expected that drama play would contribute more and had better outcomes in
children’s performance as it requires more participation and has greater levels of
freedom. The research questions were:

1. What are the effects on children’s literacy skills when they are interacting
with the arts?

2. What are the effects on children’s use of literacy as a social practice when
they are interacting with the arts?

3. What are the effects on children’s social skills when they are interacting
with the arts?

4. What are the effects on children’s involvement when they are interacting
with the arts?

To meet the aim of this research project and answer the 4 research questions,
the interdisciplinary framework that was designed (see section 8.4) was initially
implemented in a pilot school using paintings. The outcomes were tested using the
following measures: PIPS, PSD and LIS-YC (see section 8.5.2 & 8.5.4) and there were
some semi-structured observations to meet the 2" research question. At the end of
the intervention, there was a semi-structured interview with the practitioner to
provide further insights regarding the interdisciplinary framework and the
intervention. Conducting a pilot implementation of the research procedure, provided
us valuable feedback regarding the interdisciplinary framework’s content and the
assessment methods. It was also served as a valuable practice for the researcher to
familiarise herself with the process and correct any upcoming challenging issues.

Following the pilot implementation, the necessary amendments were taken
place in the interdisciplinary framework and the whole intervention and then there
was the final implementation in order to meet the aim of this research project and
answer the 3 research questions. More specifically the interdisciplinary framework
was implemented in 3 experimental groups and the outcomes was tested against a
control group. Each experimental group was implementing one form of the arts
through the interdisciplinary framework. Experimental Group 1 (EG1) used paintings,
Experimental Group 2 (EG2) used drama, Experimental Group 3 (EG3) used puppets
and Control Group (CG) used the typical teaching methods of the Early Years
Curriculum (see table 8).
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Table 8. Experimental and control group

Groups Kind of the arts

Experimental Group 1 (EG1) Paintings

Experimental Group 2 (EG2) Drama

Experimental Group 3 (EG3) Puppets

Control Group (CG) Typical teaching methods of the

Early Years Curriculum

9.1 Pilot study

Before the final implementation of the interdisciplinary framework and the
intervention, the research procedure was tested in a pilot case study from an early
years setting in Greece. This school was located in a Greek island in Saronikos bay near
Attica. This setting was chosen randomly because the head teacher of the school was
eager to participate in this study. This teacher had also some artistic experience as she
was a volunteer actor in the local theatrical team of the island for some years.

Following the pilot implementation, this school was interested to participate
in the final study and was the EG3. For this, the data from the observation regarding
the practitioner’s teaching practices is analyzed at chapter 9.2.2 in the final study and
not in the pilot study to avoid repetition.

9.1.1 Pilot study: Background characteristics

In the pilot case study, in total 25 parents agreed for their children to
participate in the study but one of the children changed school in the middle of the
school year. The pilot case study was implemented one school year before the final
study and more specifically in the school year 2013-2014. From the final cohort two
children haven’t been included in the measurements as one had a diagnosis of Autism
Spectrum Disorder and in the other one there was a suspicion of severe learning
difficulties. However, both of them participated fully in the research procedure and
activities. The final number of the children who participated and measured in the pilot
school was 22 of which the 46% (n=10) was male and the 54% (n=12) was female,
which maintains a slightly equal number among gender with girls to have a higher
percentage from boys (see table 9). The average age of all children in the pilot school
in total was 57.55 months in the pre-tests, with a minimum age of 46 months and a
maximum age of 69 months. In the post-test, the average age of all children was 64.55
months, with a minimum age of 53 months and a maximum age of 76 months (see
table 10).

Table 9. Gender distribution in pilot school

Gender

Boys Girls

Frequent Percent Frequent Percent
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Pilot school 10 45.5% 12 54%

Table 10. Age in months in pilot school

Age
Age in Pre-Test Age in Post-Test
N Min Max Mean Min Max Mean
Pilot school 22 46 69 57.55 53 76 64.55

Further data was gathered in the pilot school regarding some background
characteristics of the children and their families such as family status, siblings, order
of birth, place of birth, nationality and multilingualism in order to have a holistic view
of the participants of the pilot study. This data was also gathered to examine if it
influences the outcomes of the intervention.

Regarding the family status, in total the 95.5% (n=21) of the children in the
pilot school had married parents, the 4.5% (n=1) of the children had divorced parents
and there were no children of whom their family status was characterised as other
(see table 11). Therefore, the category ‘other’ as a family status is not considered a
variable in the pilot study.

Table 11. Family status in pilot school

Family Status

Married Parents Divorced Parents Other

Frequent Percent Frequent Percent Frequent Percent
Pilot school 21 95.5% 1 4.5% 0 0%

Regarding the members of the family and more specific the siblings the
children have in the pilot school, in total the 4.5% (n=1) of the children had no siblings,
the 77.3% (n=17%) of the children had 1 sibling, the 13.6% (n=3) of the children had 2
siblings and the 4.5% (n=1) of the children had 4 siblings and above. There were no
children in the pilot school who had 3 siblings (see table 12). Further analysis was
conducted in the data in the order of birth of the children who had siblings in the pilot
school. Values were calculated only to children with siblings and in the case there is a
missing value, it is a single child with no siblings. In total, the 4.5% (n=1) of the children
were a single child, the 22.7% (n=5) of the children who had siblings were born first,
the 59.1% (n=13) of the children who had siblings were born second, the 9.1% (n=2)
of the children who had siblings were born third and the 4.5% (n=1) of the children
who had siblings were born fourth. There were no twins in the pilot school (see table
13).

102



Table 12. Siblings in pilot school

Siblings
0 Siblings 1 Sibling 2 Siblings 3 Siblings 4 Siblings
Frequency Percent Frequency Percent Frequency Percent Frequency Percent Frequency Percent
Pilot 1 4.5% 17 77.3% 3 13.6% 0 0% 1 4.5%
school
Table 13. Order of birth in pilot school
Order of Birth
Twins First Born Second Born Third Born Forth Born Missing
Frequ Percen Frequ Perce Frequ Perce Freque Perc Freque Perc Frequ Perce
ency t ency nt ency nt ncy ent ncy ent ency nt
Pilot school 0 0% 5 22.7 13 59.1% 2 9.1% 1 45% 1 4.5%

%

*Values were calculated only to children with siblings. Where there is a missing value (not applicable),
it is a single child

Data was also analysed regarding the place of birth of the children and for this
there was a categorization of children who were born in Greece and outside Greece.
In total, the 86.4% (n=19) of the children in the pilot school were born in Greece and
the 13.6% (n=3) of children were born outside of Greece (see table 14). Regarding the
nationality of the children included in the sample there was a categorization among
Greek and non-Greek nationality. In total, the 77.3% (n=17) of the children in the pilot
school had a Greek nationality and the rest 22.7% (n=5) of the children had a non-
Greek nationality (see table 15).

Table 14. Place of birth in pilot school

Place of Birth
Greece Outside Greece

Frequent Percent Frequent Percent
Pilot school 19 86.4% 3 13.6%

Table 15. Nationality in pilot school

Nationality
Greek Non Greek
Frequent Percent Frequent Percent
Pilot school 17 77.3% 5 22.7%

Finally, the last data analysis regarding children’s background characteristics
was regarding if children were multilingual or not. In total, the 18.2% (n=4) of the
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children were multilingual and the rest 81.8% (n=18) of the children were not
multilingual (see table 16).

Table 16. Multilingualism in pilot school

Multilingual
Yes No
Frequent Percent Frequent Percent
Pilot school 4 18.2% 18 81.8%

9.1.2 Pilot study: Performance Indicators in Primary Schools (PIPS)
As it is mentioned above (see chapter 8.5.2), the Performance Indicators in

Primary Schools (PIPS) is provided by the Centre for Evaluation and Monitoring (CEM)

of Durham University, UK to evaluate children’s performance in maths and literacy.
For the purpose of this study, we used only the first part of this measure that involves
the literacy assessment in writing, ideas about writing, rhyming words, picture
identification, repeats and letter/word identification.

In order to examine the effects of the intervention in the students at the pilot
school, a pre-test at the beginning of the intervention and a post test at the end of the
intervention was implemented using PIPS. Before analyzing this data, there was an
examination on the influence of the background characteristics using a mix model
analysis (split-plot ANOVA) among the 7 items of PIPS and the background
characteristics of the sample. Data analysis showed that overall the background
characteristics of the children served as a non-significant factor in their performance
as there was no statistical significance difference in the numbers. The only statistical
significant difference that was found was in Writing in the factor Gender (p=.029), in
Picture ldentification/Vocabulary in the factor Family Status (p=.040) and Order of
Birth (p=.030) and in Repeats in the factor Order of Birth (p=.003) (see table 17). This
shows that the background characteristics overall did not have a major influence in
children’s literacy skills. There might be a small influence in children’s gender and their
performance in writing, in children’s family status and order of birth and their
performance in picture and identification/vocabulary and in children’s order of birth
and their performance in repeats. This can be attributed to the important role of the
family in children literacy development. A lot of researchers (see Hayes, 2016; Al-
Alwan, 2014; Giallo et al., 2013; Rapp & Duncan, 2012) stress that the language and
writing experiences that take place in the home context have a substantial role in
children literacy development. In addition to this, gender has also a very important
impact in children’s writing performance. According to Ramazan-Berk & Unal (2017)
and Jihyun (2013), gender is a significant predictor in writing development and
attitude towards writing. Therefore, this statistical significant difference can be
attributed to this fact. However, looking closely the descriptive statistics (see table 20)
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about the mean, it is obvious that there is a good progression in each item of the
measurement. Thus, due to the above and to the fact that there wasn’t a statistical
significant different at the majority of children’s background characteristics, it can be
argued that overall there wasn’t a major influence in children performance in literacy

skills.
Table 17. Influencing factors in all items of PIPS in pilot study
Influencing factors in Performance Indicators in Primary Schools (PIPS) in pilot study
Mix model analysis (Split-plot ANOVA)
Gender  Family Siblings  Order of Place of Nationality Multilingual
Status Birth Birth

Q1: Writing .029 .553 .868 .051 .109 491 .281
Q2: Picture 713 .040 .653 .030 .279 .827 .812
Identification/Vocabulary

Q3: Ideas about Writing 276 .388 .310 .058 1.000 .670 .644
Q4: Repeats .656 .281 .550 .003 .766 .625 .535
Q5: Rhyming Words .810 114 491 .254 .580 .703 .856
Q6: Letter Identification 144 .929 .865 .913 .168 .522 .848
Q7: Word Identification .557 .152 .682 .769 441 443 .376

In analyzing the data from PIPS and before conducting any statistical test, there
was an examination of the data of PIPS regarding distribution, using Kolmogorov

Smirnov test. The data shows that there was a normal distribution in all items of PIPS
in the pretest (p=.149, p=.705, p=.419, p=.175, p=.489, p=.126, p=.212) and in the post
test (p=.084, p=.076, p=.056, p=.049 (marginal acceptance-normal distribution),
p=.431, p=.534, p=.684) (see table 18).

Table 18. Kolmogorov-Smirnov Test in PIPS in the pilot study

Performance Indicators in Primary Schools (PIPS) in pilot study

One-Sample Kolmogorov-Smirnov Test/ Asymp. Sig (2-sided)

Pre-test
Q1: Writing .149
Q2: Picture .705
Identification/Vocabulary
Q3: Ideas about Writing 419
Q4: Repeats .175
Q5: Rhyming Words 489
Q6: Letter Identification 126
Q7: Word Identification 212
Post-test
Q1: Writing .084
Q2: Picture .076
Identification/Vocabulary
Q3: Ideas about Writing .056
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Q4: Repeats .049 (marginal acceptance-normal distribution)

Q5: Rhyming Words 431
Q6: Letter Identification .534
Q7: Word Identification .684

Therefore, since there was a normal distribution and we wanted to compare
the outcomes in a paired sample of pre- and post-test, the Paired Sample T-Test was
used. The purpose of conducting this test was to examine if the means of literacy
performance before and after the intervention were equal. Regarding the differences
in the literacy performance in the pilot study, the data analysis showed that there was

a significant mean difference between the pre and the post-test in all 7 items of the
PIPS (p=.000), which shows the intervention had an impact on children’s literacy
performance (see table 19).

Table 19. PIPS in pilot study

Performance Indicators in Primary Schools (PIPS) in pilot study

Paired Sample T-test

Q1: Writing .000
Q2: Picture Identification/Vocabulary .000
Q3: Ideas about Writing .000
Q4: Repeats .000
Q5: Rhyming Words .000
Q6: Letter Identification .000
Q7: Word Identification .000

Defining this impact in children’s literacy performance and while examining the
means in the pre-and post-test, it is obvious that there was a beneficial impact on
children’s literacy performance. Children displayed a progress in their literacy skills as
they scored higher in the post test in all items of PIPS (see table 20). Looking carefully
at the numbers before and after the intervention it is obvious that in some parts of
PIPS children had a higher score in the post-test than the other parts. For example, in
picture identification/vocabulary, rhyming words, letter identification and word
identification the increase in children’s performance is higher comparing to the rest
items. One good and reasonable argument for this might be that the pedagogical
projects and the activities that the children suggested while implementing the
different steps of the suggested interdisciplinary framework might have included
more of these aspects comparing to the other ones. Perhaps children were more
interested in activities that included the above and thus there is a greater performance
comparing to the rest items of PIPS.

Before reaching any conclusions regarding the impact of the intervention,
there are some aspects that have to be taken into consideration. It has to be reminded
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that this was a pilot case study and there was no comparison with a control group to
compare these findings. In addition, it is expected that children’s performance will
improve during the school year due to all the activities that take place during the
school hours and the time they spend at home or in other settings e.g. playground,
visiting friends and relatives. Therefore, this improvement might be attributed in other
factors apart from the intervention per se. On the other hand, considering that the
intervention aimed to examine the contribution of the arts in children’s literacy
performance, it can be argued that there was an emphasis on children’s development
in literacy skills and thus more focused activities were provided towards this learning
area. Therefore, it can equally be argued that the intervention is also another reason
that facilitated children’s progress in literacy skills as there is positive increase in the
numbers. This pilot study also helped to identify the areas of improvement before
conducting the final study that will include experimental and control groups to answer
the research questions. For reasons of consistency and avoiding repetitions, the
amendments are analysed in detail in chapter 9.1.7. Thus, for the above reasons this
seems promising for continuing in the final study.

Table 20. Means in PIPS in pilot study

Performance Indicators in Primary Schools (PIPS) in pilot study

Paired Sample T-test

Mean
Pre-Test Post-Test
Q1: Writing 2.82 4.09
Q2: Picture Identification/Vocabulary 16.82 21.82
Q3: Ideas about Writing 5.55 8.55
Q4: Repeats 4.50 6.68
Q5: Rhyming Words 2.36 6.45
Q6: Letter Identification 6.41 12.73
Q7: Word Identification 4.00 9.18

9.1.3 Pilot study: Personal and Social Development (PSD)
As it is mentioned above (see chapter 8.5.4), the Personal and Social

Development (PSD) is also provided by the Centre for Evaluation and Monitoring

(CEM) of Durham University, UK to evaluate children in the areas such as comfortable,
independence, confidence, concentration, action, relationship to peers and adults,
rules, cultural awareness and communication. This measurement is based on
observation and takes qualitative data and quantifies it. For the purpose of this study,
the observation for PSD was conducted by the practitioners at the beginning of the
school year.

In order to examine the effects of the interdisciplinary framework on students’
social skills on the pilot school, a pre-test at the beginning of the intervention and a
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post test at the end of the intervention was implemented using PSD. Before analyzing
this data, there was an examination on the influence of the background characteristics
using a mix model analysis (split-plot ANOVA) among the 11 items of PSD and the
background characteristics of the sample. Data analysis showed that overall the
background characteristics of the children served as a non-significant factor in their

performance as there was no statistical significance difference in the numbers, and a
marginal acceptance in the item Comfortable at the factor Family Status (p=.047) and
in Independence in the factor Place of Birth (p=.046). The only statistical significant
difference that was found was in Independence in the factor Nationality (p=.004) and
Multilingual (p=.016), in Relationships with peers in the factor Place of Birth (p=.034),
Nationality (p=.002), Multilingual (p=.010) and in Cultural Awareness in the factor
Place of Birth (p=.041) and Nationality (p=.010) (see table 21)

Table 21. Influencing factors in all items in PSD in pilot school

Influencing factors in Personal and Social Development measure (PSD) in pilot study

Mix model analysis (Split-plot ANOVA)

Gender Family Siblings  Order of Place of Nationality Multilingual
Status Birth Birth

Q1l: Comfortable .090 .047 .083 .589 .526 .522 792
Q2: Independence .600 .626 .739 741 .046 .004 .016
Q3: Confidence .408 .796 .561 .549 .359 .094 .190
Q4: Concentration: Teacher 123 .620 .637 .674 451 421 .689
directed activities

Q5: Concentration: Self-directed  .538 423 .827 .804 .853 .976 .792
activities

Q6: Actions .378 .246 .333 471 .209 131 .079
Q7: Relationship to peers 210 .806 .974 .877 .034 .002 .010
Q8: Relationship to adults .824 .257 .381 .723 416 .186 452
Q9: Rules .388 423 .565 .817 .488 .910 .759
Q10: Cultural awareness .501 1.000 .818 .502 .041 .010 .072
Q11: Communication .957 .896 .630 472 811 744 777

Looking carefully the above results, it is obvious that the majority of the factors
under investigation did not influence children’s performance in the items of PSD
measure. However, it has to be admitted that there might be a small influence in the
factors place of birth, nationality and multilingual in the items independence,
relationship to peers and cultural awareness. This can be attributed to the sense of
belonging when there are differences in the cultural background (Major et al., 2014).
However, considering the fact that in the above examination the majority of children’s
background characteristics did not reveal a significant statistical difference, it can be
argued that the in overall there wasn’t a major influence in children’s social skills.
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In analyzing the data from PSD and before conducting any statistical test, there
was an examination of the data of PSD regarding distribution, using Kolmogorov
Smirnov test. The data shows that there was a normal distribution in all items of PSD
in the pretest (p=.195, p=.080, p=.310, p=.110, p=.254, p=.160, p=.107, p=.051, p=.242,
p=.083, p=.242,) and in the post test (p=.105, p=.109, p=.058, p=.059, p=.059, p=.086,
p=.206, p=.157, p=.065, p=.206, p=.050, (see table 22).

Table 22. Kolmogorov-Smirnov Test in PSD in the pilot study

Personal and Social Development measure (PSD) in pilot study

One-Sample Kolmogorov-Smirnov Test/ Asymp. Sig (2-sided)

Pre-test
Q1: Comfortable .195
Q2: Independence .080
Q3: Confidence .310
Q4: Concentration: Teacher .110

directed activities
Q5: Concentration: Self-directed .254

activities

Q6: Actions .160
Q7: Relationship to peers .107
Q8: Relationship to adults .051
Q9: Rules .242
Q10: Cultural awareness .083
Q11: Communication .242

Post-test

Q1: Comfortable .105
Q2: Independence .109
Q3: Confidence .058
Q4: Concentration: Teacher .059

directed activities
Q5: Concentration: Self-directed .059

activities

Q6: Actions .086
Q7: Relationship to peers .206
Q8: Relationship to adults 157
Q9: Rules .065
Q10: Cultural awareness .206
Q11: Communication .050

Therefore, since there was a normal distribution and we wanted to compare
the outcomes in a paired sample of pre- and post-test, the Paired Sample T-Test was
used. The purpose of conducting this test was to examine if the means of children’s
social skills before and after the intervention were equal. Regarding the differences in
the children’s social skills in the pilot study, the data analysis showed that there was a
significant mean difference between the pre- and the post-test in all 11 items of the
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PSD (p=.000), which shows positive results on children’s social performance after the
intervention (see table 23).

Table 23. PSD in pilot school

Personal and Social Development measure (PSD) in pilot study

Paired Sample T-test

Q1: Comfortable .000
Q2: Independence .000
Q3: Confidence .000
Q4: Concentration: Teacher directed .000
activities

Q5: Concentration: Self-directed activities  .000
Q6: Actions .000
Q7: Relationship to peers .000
Q8: Relationship to adults .000
Q9: Rules .000
Q10: Cultural awareness .000
Q11: Communication .000

Defining this impact in children’s social skills and while examining the means
in the pre- and post-test, it is obvious that there was a beneficial impact on children’s
social performance. Children displayed a progress in their social attitude as they
scored higher in the post test in all items of PSD (see table 24). Looking closely the
numbers before and after the intervention it is obvious that children had
approximately the same progress in all items of PSD with no major differences. In an
effort to explain these results, it is important to consider some aspects before reaching
any conclusions. It has to be reminded that this was a pilot case study and there was
no comparison with a control group to compare these findings. In addition, it is
reasonable to argue that during the school year there will be some progress in
children’s social skills. This development might be attributed to the general school
activities or to other factors that take place in children’s lives outside school e.g.
parents’ social lives, after school social activities etc. Therefore, the intervention might
not be the only reason for this improvement. On the other hand, during the suggested
interdisciplinary framework, there was a great emphasis on collaboration and team
work among children and thus there were more opportunities to children to develop
their social skills. Therefore, it can be equally being argued that the intervention was
also another reason that facilitated the development of children’s social skills as there
is a positive increase in the numbers. The pilot study and this examination was also
very useful for the researcher to familiarize with the process and this measurement
and to identify the areas of improvement before the final implementation. For reasons
of consistency and avoiding repetitions, the amendments are analysed in detail in
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chapter 9.1.7. Thus, for the above reasons this seems promising for continuing in the

final study.
Table 24. Means in PSD in pilot schools
Personal and Social Development measure (PSD) in pilot study
Paired Sample T-test
Mean
Pre-Test Post-Test
Q1: Comfortable 1.68 3.27
Q2: Independence 1.55 3.23
Q3: Confidence 1.45 3.23
Q4: Concentration: Teacher directed 1.64 3.27
activities
Q5: Concentration: Self-directed activities  1.68 3.27
Q6: Actions 1.36 3.23
Q7: Relationship to peers 1.18 3.00
Q8: Relationship to adults 1.14 3.18
Q9: Rules 1.45 3.09
Q10: Cultural awareness 1.00 3.00
Q11: Communication 1.09 3.18

Analysing the data with a qualitative approach and debriefing the comments
that were written by the practitioners in the PSD in order to make an overall
judgement of the social skills of each child, there were also positive results in the post
test comparing with the pre-test. As it mentioned above, there might be other factors
apart from the intervention that might be responsible for this progress. However,
considering the collaborative aspect of this intervention and the constant
opportunities for team work and feedback, it can be argued that this intervention
could be responsible as well for this improvement.

It has to be acknowledged that social skills are a very important parameter in
children’s development as through effective interaction they gain information that
eventually will become knowledge. This argument has its roots on Vygotsky’s (1978)
social constructivist theory and Bandura’s (1977) social learning which stresses the
importance of social interaction in the process of learning. In the early years settings
this is even more important, as this area can influence children’s performance in the
later levels of education (Tymms et al., 2009; Yan & Yuejuan, 2008).

Adjustment in the environment that interactions take place is the basis of
developing social skills (Schultz et al., 2011). This is based on the grounds that when
people feel comfortable and relaxed they can interact socially in a better and effective
way when they are tense and anxious. In practice, adjustment can be translated as
being comfortable and independent. Focusing this argument on the early years

settings, it can be argued that young children can manage effectively the daily school
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routines when they are settled in their classroom environment and they show signs of
independence and feel comfortable (Jones & Harcourt, 2013). The evidence from the
data analysis in the pilot schools is highly linked with the above arguments as there
was a positive progress in children’s social competencies in the post test. Data shows
that children were more comfortable and independent during personal activities,
transitions and routines after the intervention, which can be attributed to the
expected children’s progress over time but also to the fact that the art intervention
provided a liberal environment in which children could interact according to their will.

Child 2: Pre-test: During the whole day in the school, he insists to wear this

jacket all the time. He is very reluctant to take it off although the heater is
on and it is really warm inside the classroom. However, most of time he
seems independent but he needs extra help with this clothing.

Post-test: There is great progress in this area! He wears his jacket only at
the beginning of the day and after a couple of minutes he takes it off
without anyone to encourage him to act so. He looks very eager to try new
things as long as they look familiar with something else he already knows.
He is totally independent especially with clothing and personal activities,
and he will ask for extra help when something is extremely complicated.
Child 11: Pre-test: Most of the time she does not get upset during

separation with the caregiver in the morning and she seems comfortable
during activities. She seems independent but half of the times she needs
extra support especially with clothing and personal activities.

Post-test: She never gets upset in the morning while saying goodbye to the
caregiver. The moment she enters the school door she is looking for her
friends to play with and she discusses with what she did the previous day.
She makes plans for the day with her friends. She is also totally
independent and she will ask for extra support in very rare occasions and
only when the activity is very complicated.

Successful adjustment to the school settings, will allow young children to
develop strong personal skills, such as self-confidence, which eventually will result in
new knowledge (Durlak et al., 2010; Pahl & Barrett, 2007). This can be supported by
the argument that when people, not only young children, feel confident they will try
and experiment with new things and through this interaction they will gain new
knowledge. Developing personal skills such as self-confidence, concentration and

action is fundamental in developing social skills. People use their personal skills in
order to interact effectively with other people.

Confidence is the basis of all interactions as this will result in successful social
competencies (Parry, 2015). It is true that developing confidence will empower people
to interact and share their ideas without feel embraced. This practice is the first step
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of social interactions, as people use this as a stepping stone to develop their social
skills. Data from the pilot study, shows that children had a positive development in
this area in the post test. In the same line, it has to be taken into consideration that
this improvement is also expected in due course. However, considering the fact that
the art intervention provided opportunities for a liberal expression with no right or
wrong answers, it can be argued that more opportunities for this improvement were
provided during the suggested interdisciplinary framework.

Child 2: Pre-test: He likes to participate in group discussions and activities

but he needs to be triggered to do so. He feels more comfortable to do
activities that do not involve interaction with other children. He spends
most of his time in the arts and crafts area, drawing on his own.

Post-test: There is great progress in this area! He does not need any more
to be triggered in order to participate in team discussions and activities
and there are times that he initiates them. During free time play he
interacts very much with his friends and plays with them. Most of the time
he explains the rules of the game.

Child 10: Pre-test: She does not seem very comfortable to interact with

other children. It seems that she wants to approach other children to play
with but when she does, she feels that she is not wanted or feels welcome
and steps back.

Post-test: Great progress is obvious! She seems bold and courageous and
she is not afraid to express and support her ideas. She has self-confidence
in almost every activity and approaches children with confidence.

Another important personal skill that contributes to the development of social
skills is the level of concentration in self-lead and teacher-lead activities.
Concentration is fundamental in learning in every school and social activity (Ashdown
& Bernard, 2012). When children have the ability to concentrate effectively they can
participate in a conversation or in a group activity without being left out. During
observations for the PSD measure in the pilot study, there is evidence that supports
the above arguments. Children showed great progress in concentration during self-
initiated and teacher-initiated activities in the post-test. It was obvious that nothing
could distract them, even minor external stimuli. This can be attributed to the fact that
during the art intervention, children had a very leading role during the teaching and
learning process deciding and designing the learning activities in collaboration with
their classmates and the practitioner.

Child 4: Pre-test: In teacher-directed activities, usually he is distracted all

the time from his final goal. For example, he constantly asks irrelevant
questions the children who sit next to him or he looks all the time the other
children. This makes him rushing to finish his activities in the end. In self-
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directed activities, he is a little better but still he is very distracted with
other children’s actions. He tries to finish quickly if something else seems
more interesting.

Post-test: The level of his concentration has been increased dramatically!
He is very concentrated in teacher-directed activities and always meets his
goals. There are times that he might stop to discuss with this friends, but
he will utilize the information he will gain in finalizing his activity. The same
applies in self-directed activities. He is very concentrated and nothing can
distract him from his final goal.

Child 7: Pre-test: Regarding the teacher-led activities, she can only be

concentrated for a specific period of time and she is constantly distracted
by external stimuli e.g. if someone touches her accidentally or messes with
her hair. The same applies in self-led activities and she can only
concentrate for a limited period of time. Most of the time she leaves her
work unfinished.

Post-test: Progress is clear! She is very concentrated in teacher-led
activities and she will meet her goal in a reasonable time. She is very aware
of other children’s actions but this does not affect her in finishing the
activity. Regarding the self-directed activities, she is exactly the same. She
is totally concentrated in her goal. It does not take her a lot of time to meet
her goal. Sometimes she stops to check what the other children are doing
but this is only a couple of seconds.

Being aware of other people’s welfare is also a very important personal skill
which is highly associated with the development of social skills (Segrin et al., 2007;
Segrin & Taylor, 2007). When someone is able to understand and respect the other
people’s feelings this leads to better communication and thus effective social
interaction (Choi & Kim, 2003). Children’s actions have a strong influence on their
interactions and on the acceptance or exclusion of the group. The data from the PSD
measure in the pilot study is linked with this and evidence of these arguments is
obvious. It seems that the arts influenced children’s actions, as in the post test there
was evidence that children were more careful and aware of the wellbeing of their
peers. Although this can be also attributed in the expected development in course of
time, it can be argued that the arts also supported this progress as during the
intervention every voice could be heard and taken into serious consideration. Also,
there was a very supportive environment in which children provided and received
feedback constantly in a constructive environment. Thus, under this framework they
had more opportunities to develop such awareness and empathy towards their friends
and classmates.

Child 5: Pre-test: Most of the time she has the appropriate behavior and

attitude towards other children and shows that she respects the well-being
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of the other children. However, this is not always the case as very often she
will exclude a child from a team activity just because it is not doing as she
says.

Post-test: There is a great progress in this area. She always considers the
well-being of the other children and try not to exclude anyone from the
team. When a child is not performing well, she tries to help it and support
it. She reacts very well to the daily routines.

Child 9: Pre-test: Usually she has the appropriate behavior during

interactions with other children. However, very often she does the gesture
‘You are not my friend’ to other children when she wants to get rid of them.
Post-test: Now she never does the gesture ‘You are not my friend’ and
when she sees another children doing so, she will go and try to influence
them not to do so. She participates in team activities and is very aware of
the other children’s well-being.

Having discussed the important contribution of adjustment and personal
competencies in the development of social skills, now there will be a discussion of the
content of social skills. Relationship with others and communication with others are

among the important social skills that contribute to effective interactions (Ashdown &
Bernard, 2012).

Positive relationships with peers and adults is an important parameter of every
effective social interaction. This is based on the argument that a positive basis enables
the interaction with other people. Positive relationships with adults and peers can

influence the school performance as in this way students are eager to interact and
gain new knowledge (Durlak, 2010). The qualitative data from PSD shows these
arguments in practice. Children showed an improved quality of relationships with their
peers and adults during the post test. Similarly, as above, other factors apart from the
intervention might be the reason for this development. Although this has a great
element of true, it has to be taken into consideration that children during the art
intervention were involved constantly in team work, making decisions about the
nature and the content of the learning activities they want to implement. This
collaboration was among the children and between the children and the practitioner.
Therefore, it can be argued that this practice also helped and contributed in this
improvement in this area.

Child 9: Pre-test: Half of the times she communicates easily with the other

children and plays with them. However, she prefers to play only with
specific children. If this is not the case, then she will not interact with
someone. Regarding her relationship with adults, is very similar. When
there is a need she communicates with them but usually she avoids of
doing so. She needs to be triggered to interact with adults.
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Post-test: There is progress in this area. She got over the fact that she
wants to play only with specific children and now she is very sociable and
enjoys the company of all the children. Her relationship with adults is also
developed positively. She approaches the adults with confidence and
interacts with them appropriately. When there is a new adult in the
classroom she will go and try to socialize with them.

Child 11: Pre-test: Her relationship with the other children is mediocre. She

interacts with them but not always in the appropriate way. She is not
always aware of their feelings. There are times that she might prefer to
play on her own because the other children don’t want to follow her lead.
The same is obvious with the adults. She is reluctant to interact with them
and she needs to be triggered very much to do so.

Post-test: Her relationship with the other children has been very much
improved. She is very aware of their feelings and interacts appropriately
every time. She likes to participate in team activities and she is happy to
discuss and make plans in collaboration with the other children. A great
improvement is obvious during her interaction with the adults. Now, she is
very confident to approach them and she always makes them laugh.

The final characteristics of effective social skills is the way people communicate
with each other. Effective communication results in effective and successful social
skills (Segrin et al., 2007). This means that when people are able to transfer their ideas
effectively or to listen to the other people’s ideas effectively, they are also able to
interact effectively with others and set a two-way interaction. In the early years, this
is even more important as effective communication influence children’s social skills
because through this they can gain important information (Pahl & Barrett, 2007). The
data analysis shows great improvements in the way young children communicated
with each other in the post test. Again, a development in children’s communication is
expected at the end of the school year as children grow older and build more and more
knowledge and skills as the time goes by. However, it is also true that during the art
activities children were involved in meaningful discussions that derived from their
interests from the paintings they were working on. As a result, they had constant and
meaningful opportunities to progress in this area and thus it can be argued that the
art activities could be an equal reason for this improvement.

Child 2: Pre-test: When he speaks he tries to use arguments to support his

ideas but he usually quits half-way. He makes a lot of grammar and syntax
mistakes when he is expressing his ideas.

Post-test: There is a great development. When he is expressing his ideas he
uses the correct argument and he does not do a lot of grammar and syntax
mistakes anymore. He is able to make himself understood and when he
does not understand something or finds a difficulty he asks questions.
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Child 8: Pre-test: Her verbal communication is very simplistic and she will

not try to make herself understood when her peers are not so sure of what
she is saying. She is more concerned to understand what other people are
saying rather than the others to understand her.

Post-test: There is a progress in this area! Her speech is correct and she is
very talkative. She always conveys the message she wants and transfers
effectively her ideas to others.

To briefly summarize, the above data analysis from PIPS and PSD measures
reveals evidence of the beneficial impact of the arts on children’s literacy and social
skills. Both quantitative data from PIPS and PSD measures and additional qualitative
data from PSD measure supports this argument and shows the progress children had
in the post-test. This data is in agreement with the existing literature that verifies the
effects of the arts in children’s literacy skills in the early years (see Moritz et al., 2015;
Greenfader et al., 2014; Change & Cress, 2013; Vitsou, 2011) and further provide
evidence of using a different kind of the arts, which was paintings. The data from this
pilot study supplements these pieces of research for one more reason. It supports the
beneficial contribution of the arts in children social skills apart from literacy skills
which was something that was investigated only by Fleming et al. (2004) in the latter
levels of education.

Before reaching any conclusions there are some elements that need to be
considered. The evidence from this study relies on a case study in which there were
no experimental groups to compare with. Moreover, children’s progress in their social
and literacy skills might be an outcome of the time that passed in which it is expected
children to have some progress. Therefore, the art intervention might not be the only
reason for this improvement in the data. On the other hand, looking closely the steps
of the suggested interdisciplinary framework (see chapter 8.4) and the pedagogical
projects that were developed by children during the intervention (see appendix 8) it
is obvious that children had been constantly involved in activities that required
collaborative work and reflection and they had to provide and receive constant
feedback in order to meet their goals. Therefore, it is obvious there were a lot of
opportunities to children to develop their social skills in a liberal environment with no
judgement or external expectations about their performance.

Looking closely the pedagogical projects that were developed during the
suggested interdisciplinary framework (see appendix 8) it is obvious that the arts were
used as a stimulus for literacy activities,. Thus, it can be argued that the above data
answers the first and third research question and shows the positive contribution in
children’s literacy and social skills. This seems promising for the final implementation
of this research project to a bigger sample with control and experimental groups. One
main argument is that it shows that the arts, a central means of the suggested

117



interdisciplinary framework, facilitate young children’s literacy and social skills as it
provided more opportunities for the development of these skills.

9.1.4 Pilot study: Authentic Assessment/Portfolio(AA/P)

During the pilot study, the data for the Authentic Assessment/Portfolio (AA/P)
was gathered during observations from the practitioner throughout the school year.
For this purpose, there were some general guidelines with suggested questions/hints
that would help the practitioner to guide her thinking (see table 6, chapter 8.5.3
section). The general guidelines were developed and amended during the final study,
as the feedback from the practitioner during the consultation meetings was that she
needed a more enhanced framework and focused guidelines. Therefore, for this
purpose the AA/P checklist was designed for the final study (see chapter 8.5.3). As this
feedback came towards the end of the intervention, in this section the data analysis is
only from the initial guidelines for the AA/P.

Using the initial framework and analysing the data from the observation notes
and debriefing the comments that were written in order to make an overall
judgement, we can further verify the positive impact of the intervention in the pilot
study when arts are used as a means to promote literacy as a social practice.

As it was discussed previously (see chapter 2), the term literacy as a social
practice embeds the everyday interactions of people with the literacy aspects. Being
more specific, it includes the content of their activities, the person they interact with,
the reason and the place of these activities (Appleby & Hamilton, 2008). Literacy as a
social practice is often related with literacy events and literacy practices.

According to Barton (2007), literacy events, are the activities that people are

involved regarding literacy, for example, reading a utility bill, write an email or
participating in a conversation and explaining their ideas. He also highlights, that
literacy practices, are more focused-specific to the content of these activities and are

the way that people utilise literacy during the literacy events for example, the way
that they read the utility bill could be skim reading, careful reading, read just the first
line or the total amount of money. In other words, literacy practices are more focused
on the human’s behavior and the meaning in reading, writing and speaking. Literacy
practices interact with literacy events and through this interaction they form literacy
as a social practice (Evans, 2005).

During the data analysis of the teacher’s observation for the AA/P, it is obvious
that during the intervention period in the pilot study, children embedded a lot of
literacy events in their free time activities. This practice was derived by their free will
as the practitioner did not intervene in children’s choices of play during their free time.
This shows that the arts, as the basic concept of the interdisciplinary framework, have
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the opportunity to influence children to use literacy as a social practice, as this was
incorporated in children’s free play time.

Incident 1: A group of children are in the arts and crafts area and they are
discussing the materials they will use in order to draw a picture for their
mums. They are expressing their ideas and support their arguments:

-1 think we should use markers as they have vivid colors. The other crayons
are very pale.

-So, in this case it is better to use finger paints. They are more vivid.

They decide to use markers and they start to draw. When they finish their
drawing, they write their names and they decide what else they could write
for example ‘I love you mummy’, ‘To my mum with love’.

Incident 2: A group of children sits on a table and reads books. They decide
that they don’t like these books and they want to make their own book.
They decide the theme of the book and then the plot of the book. They draw
the pictures but they seem more fascinated that they will write the story
as well.

Incident 3: A group of children plays in the grocery shop corner. They
pretend they are selling and buying products and they negotiate the prices.
Some of them pretend they need to check the catalogue with the products
to decide but they cannot find any. All of them decide to pause their game
in order to create a new catalogue that will include the products of the
grocery shop. They allocate roles and decide the materials they will use.
They draw the pictures and try to write the names and the price of the
products.

Incident 4: A child tells a story to her friends about a party she went
yesterday and she is commenting on the invitation she received. They all
look excited and they start preparing invitations in order to use them
afterwards in their play. They try to write the invitation and decorate it
with stamps and stickers.

In addition to this, the above events revealed different forms of literacy
practices that also derived from children’s free play. These literacy practices
demonstrated an in-depth engagement with social literacy, as most of the time
students experimented with the different practices that they could use literacy during
their self-directed activities or during their team activities in their free time.

Incident 1: A group of children is in the arts and crafts area and they are
trying to make a picture for their mum. They are experimenting with their
names and they try to write in different ways. For example, they try only
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capital letters, only lower case letters, big size letters, small size letters,
vertical, horizontal, upside down etc. They discuss with each other about
which one seems better.

Incident 2: A group of children are trying to create a book of their own.
They decide collaboratively the story and they take turns to say their ideas.
When they agree the next scene of their story, they write it straight away
instead of finalising the story and then write it. The way they write is
different every time. Sometimes, there is one child who acts as a scribe and
the other children tell the next letter that needs to be written. Some other
times, they discuss what they need to write and whoever says that he/she
knows writes them.

Incident 3: A group of children is trying to create a catalogue with the
grocery’s products. They check the products they want to include in the
catalogue and they make first their pictures. Children take turns in this and
they decide who will draw each product. Afterwards, they want to write
the name of the products and the price. They pronounce each word out
loud and they decide which one is the next phoneme and they look for it in
their name tags and the alphabet boards. When they find it they take turns
to write it.

Incident 4: A group of children are trying to make invitations in order to use
them afterwards in their play. They discuss the materials and the
decoration of the invitation. They decide that each invitation would be
different according to whom they want to give it. They also decide the
same for the content of the invitation. They try to find clever poems or
rhymes for the writing part of each invitation. In their writing, they use
their name tags to write the name of the recipient and for the content of
the invitation they decided to copy some rhymes from a book.

To summarise, the above data analysis from AA/P measure reveals evidence
of the positive contribution of the arts on children’s use of literacy as a social practice.
During observations from the practitioner throughout the school year in the pilot
study, students engaged with literacy events and in-depth literacy practices in their
free time play. Reviewing the existing empirical evidence regarding literacy as a social
practice in the early years, it is clear that there are no pieces of research that examine
the impact of the arts in children’s use of literacy as a social practice. It has to be
acknowledged that there are theoretical arguments that agree with the fact that the
arts can develop literacy as a social practice but there is no related empirical research
that verifies this aspect. Being more specific, Wright (2007) supported that children
communicate their ideas through their drawing and this can be considered as a first
form of writing. Linking this to the early years setting, it is obvious that drawing is one
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of the basic form of activities that children engage during their free time. Some years
later, Maniaci & Olcotte (2010) agreed with these arguments by stressing the
communicative aspects of children’s drawings in the early years settings. The evidence
of this pilot study can contribute as the first step in producing relevant knowledge in
this area.

Reviewing closely the activities that were developed during the suggested
interdisciplinary framework (see appendix 8), it is clear that children during art
activities were using literacy as a social tool and resource in order to meet their goals.
During the examination of each painting, children had the opportunity to express their
views about the content of the paintings, the feelings of the painter and possibilities
of using each painting or the themes that were emerged in activities that they were
designed. From the above data it was obvious that during all these interactions,
children felt the need to embed literacy aspects as a necessary tool to enhance their
play e.g. try to write the price of each product and use the paintings as a token to pay.

Considering the fact that the arts were used as a stimulus for literacy activities,
as it is obvious from the pedagogical projects that were developed during the
suggested interdisciplinary framework (see appendix 8), it can be argued that this data
answers the second research question and shows the positive contribution of the arts
in children’s use of literacy as social practice. This seems promising for the final
implementation of this research project to a bigger sample with control and
experimental groups as it shows that the arts, which was a central mean to the
interdisciplinary framework that was used, facilitate young children’s use of literacy
as a social practice by providing more and meaningful opportunities to children to use
literacy spontaneously in their free play and art interactions. This also seems
promising as this is the first step of providing arguments from an experimental
research design regarding the contribution of the arts in the use of literacy as a social
practice in the early years, which is something that is missing from the empirical
literature.

9.1.5 Pilot study: Leuven Involvement Scale for Young Children (LIS-YC)
The Leuven Involvement Scale for Young Children (LIS-YC) is a measurement

that is developed by Laevers (1994) to measure children’s involvement during
activities. It uses qualitative data and quantifies it and focuses in 9 signals such as
concentration, energy, complexity/creativity, facial expression/posture, persistence,
reaction time, language and satisfaction. LIS-YC further describes the levels of
involvement as: low activity, frequently interrupted activity, mainly continuous
activity, continuous activity with intense moments and sustained intense activity. It is
based on observations, in which the observer should make an overall judgement of
each child’s level of involvement using the levels of involvement in conjunction with
the signals.
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This test was implemented once in the middle of the intervention. As this was
a pilot study and there was no other group to compare the outcomes, children’s
performance in the 9 signals of LIS-YC is analyzed with descriptive statistics instead of
inferential analysis. The data was also tested against the background characteristics of
the sample to verify if they will act as influencing factors to the outcomes.

Although the sample in the pilot school was consisted of 22 children, on the
days of the measurements for LIS-YC there were 18 children present of which the 39%
(n=7) was male and the 61% (n=11) was female, which still maintains a slightly equal
number among gender with girls to have a slightly higher percentage from boys (see
table 25).

Table 25. Gender distribution at LIS-YC in pilot school

Gender in LIS-YC
Boys Girls

Frequent Percent Frequent Percent
Pilot school 7 38.9% 11 61.1%

Before conducting any test regarding the background characteristics, there

was an examination of the data of the LIS-YS regarding the distribution, using
Kolmogorov Smirnov. The data shows that there was no normal distribution (p=.027,
p=.011, p=.030, p=.013, p=.006, p=.001, p=.002, p=.000, p=.000) in all signals of LIS-YS
(see table 26). Therefore, since there was not a normal distribution and the values
gender, place of birth, nationality and multilingual are binary values the Mann-
Whitney U was used. The Kruskai-Wallis H was used for the value order of birth as it is
a nominal value with more than two values and finally the Spearman test was used for
the value siblings as it was a scale value with no normal distribution (p=.005) (see table
27). The value family status was not tested as there were values only from the group
married parents, so it cannot be considered as an influencing factor.

Table 26. Kolmogorov-Smirnov Test in LIS-YC in Pilot Study

Leuven’s Involvement Scale for Young Children (LIS-YC)

One-Sample Kolmogorov-Smirnov Test/
Asymp. Sig (2-sided)

Q1: Concentration .027
Q2: Energy 011
Q3: Complexity and Creativity .030
Q4: Facial Expression and Posture  .013
Q5: Persistence .006
Q6: Precision .001
Q7: Reaction time .002
Q8: Language .000
Q9: Satisfaction .000
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Table 27. Kolmogorov-Smirnov Test in Siblings in Pilot Study

Distribution of the value Sibling

Siblings
N 18
One-Sample Kolmogorov-Smirnov .005

Test/ Asymp. Sig (2-sided)

Data analysis showed that overall the background characteristics of the

children served as a non-significant factor in their performance as there was no
statistical significance difference in the numbers. The only statistical significant
difference that was found was in Precision in the factor Gender (p=.006), in Reaction
time in the factor Gender (p=.028) and in Satisfaction in the factor Place of Birth
(p=.005) and Multilingual (p=.025) (see table 28). Therefore, this shows that the
background characteristics overall did not have a major influence in children’s
involvement during art with literacy activities. There might be a small influence in
children’s gender and their precision and reaction, children’s satisfaction and their
place of birth and if they are multilingual. This can be attributed to the impact of
gender in the school activities and the possible cultural differences. Being more
specific, according to Gershenson & Holt (2015) there are gender gaps in student’s
involvement in school activities with females to outperform males. In addition, as it
was argued before cultural difference can play an important role in the sense of
belonging and thus in satisfaction (Major et al., 2014). Therefore, it can be argued that
the above significant difference was attributed to these factors. Looking closely the
descriptive statistics (see table 29), it is obvious that there are no major issues in
children’s involvement in all items of LIS-YC. Thus, due to the above and the fact that
the majority of children’s background characteristics did not reveal a statistical
significant difference, it can be argued that overall there wasn’t a major influence in
children’s involvement in art with literacy activities.

Table 28. Influencing factors in all items of LIS-YC in Pilot Study

Leuven’s Involvement Scale for Young Children (LIS-YC)

Influencing factors

Gender* Siblings Order of Place of Nationality*  Multilingual*
ok Birth** Birth*
Q1l: .158 .782 .396 .159 .906 .843
Concentration
Q2: Energy .105 .863 .352 .627 .624 .946
Q3: Complexity 227 .818 414 .118 .288 429

and Creativity
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Q4: Facial .069 .901 .523 .090 .670 1.000
Expression and

Posture

Q5: Persistence .104 .795 .535 .449 .849 .831
Q6: Precision .006 .842 774 .208 714 462
Q7: Reaction .028 .995 .621 .282 .892 .597
time

Q8: Language .293 .614 494 192 .622 410
Q9: Satisfaction .210 .725 .873 .005 .061 .025

SPSS tests: *Mann-Whitney U, **Kruskai-Wallis H, ***Spearman

Regarding children’s involvement in the pilot school during the intervention,
the data analysis shows that children had high levels of involvement during the literacy
activities within the interdisciplinary framework. In a 5-point Likert scale with Level 1
being the lowest and Level 5 being the highest, the numbers were gathered mainly in
Level 4 and Level 5 and some in the Level 3 (see table 29). Looking closely the numbers
of children’s involvement in each item of LIS-YC, it is obvious that some parts had
higher percentage than others. For example, Language and Satisfaction gather a
higher percentage in the sustained intense activity comparing with the rest items of
LIS-YC. One good and reasonable example for this could be that the pedagogical
projects and activities were emerged from children’s interests and desires and thus it
was around topic and areas that they were excited. This by itself results in pleasant
feelings and satisfaction. On top of that, in each step of the suggested interdisciplinary
framework children were discussing in order to decide and design the activities they
want to implement. Therefore, it can be argued that during the whole process children
familiarized themselves with expressing their ideas and feelings with no pressure and
they transferred this aspect in their activities as well.

Before reaching any conclusions regarding the impact of the intervention there
are some aspects that have to be taken into consideration. It has to be acknowledged
that this data derived from a case study and thus there was no control group to
compare the outcomes. In addition, it is only reasonable to argue that children might
be also involved in literacy activities that were not emerged from their interaction with
the arts. However, considering the argument that children use spontaneously art
activities in the free play (see Hanley et al, 2009) and the fact that the art with literacy
activities were emerged, decided and designed by them it can be equally argued that
the arts was a good reason that resulted in high levels of involvement. This pilot study
was a very good opportunity to practice the whole procedure and the selected test
before the final implementation in order to familiarize ourselves with the process and
identify the areas of improvement. In order to maintain consistency and a smooth
transition and structure, the amendments are analysed in detail in chapter 9.1.7.
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Table 29. Levels of involvement in LIS-YC among groups in Pilot Study

Leuven’s Involvement Scale for Young Children (LIS-YC)

Level 1: Level 2: A Level 3: Level 4: Level 5:
Low Frequent Mainly Continuous Sustained
Activity Interrupted Continuous Activity with Intense
Activity Activity Intense Activity
Moments
N % N % N % N % N %
Ql: 0 0% 0 0% 5 27.8% 3 16.7% 10 55.6%
Concentration
Q2: Energy 0 0% 0 0% 5 27.8% 2 11.1% 11 61.1%
Q3: 0 0% 0 0% 4 222% 4 22.2% 10 55.6%
Complexity
and Creativity
Q4: Facial 0 0% 0 0% 4 222% 3 16.7% 11 61.1%
Expression
and Posture
Q5: 0 0% 0 0% 3 16.7% 3 16.7% 12 66.7%
Persistence
Q6: Precision 0 0% 0 0% 1 5.6% 3 16.7% 14 77.8%
Q7: Reaction 0 0% 0 0% 1 5.6% 4 22.2% 13 72.2%
time
Q8: Language O 0% 0 0% 0 0% 3 16.7% 15 83.3%
5Q09: 0 0% 0 0% 0 0% 1 5.6% 17 94.4%

Satisfaction

Analyzing the data with a qualitative approach and debriefing the comments
that were written in the LIS-YC in order to make an overall judgement of the level of
involvement of each child, we can further verify the positive outcomes of the
intervention towards children’s involvement especially when the arts are used as a
means to promote literacy.

According to Laevers (1994), involvement can be defined as people’s
concentration and persistence towards a certain activity. However, activities should

derive from their internal desires and interests and people should be able to
accomplish them without being too simple or unachievable. Some years later, Siraj-
Blatchford et al. (2002) agreed with this argument and supplemented that when
people are involved in an activity they are focused and absorbed totally on the task
and insist on fulfilling it. They also mentioned that involved adults and children show
signs of excitement and internal motivation.

The data from the present study is highly linked with these arguments and
evidence of these attributes can be detected. It shows that during art with literacy
activities, the majority of the children were involved actively, were totally
concentrated, showed signs of sustained intense activity and nothing could distract

125



their attention. Similar as above, children might be concentrated and persistent in
literacy activities that were not derived from the arts. However, considering the fact
that during the suggested interdisciplinary framework children had a leading role
during the activities and that the arts are a basic part of their spontaneous free play,
it can be argued that the intervention contributed positively to these results.

Child 3: He is very concentrated in the activity and he looks absorbed in his
writings. He is not interested in the noise around him. The child next to him
often speaks loudly but he is not turning his head to him. Nothing can
distract his attention. Sometimes he raises his head and look to the ceiling,
as he is thinking of his next step.

Child 7: She sets goals and tries to fulfill them. She seems to be in an
advanced level regarding literacy and tries to write a full sentence. She is
not disturbed by external factors and when other children asked for her
help, she first finishes her work and then helps the others.

Child 9: The teacher asked her ‘What are you writing?’ but she seems so
absorbed that she does not reply. She repeats the word she wants to write
many times in order to find the next phoneme. She will first fulfill her goal,
e.g. write the word she wants, and afterwards she will notice the external
stimuli.

Observed children also showed signs of determination towards the goals of the
literacy activities that were initiated from the selected paintings. They did not leave
the tasks effortlessly and they showed eagerness to continue until they met a
satisfactory outcome. Sometimes, they also found ways to extend the activity by
setting new goals. Considering the playful character of the arts and the fact children
were totally responsible for these activities it can be argued that the arts contributed
positively in these results.

Child 17: She insists to write with a good handwriting and make no
mistakes. When she writes something that she thinks it is wrong she erases
it and tries to think of the correct way of doing it.

Child 15: He tries to fulfill his goals and continues to the next one. He
observes his drawing and he writes underneath what he has drawn. When
he finishes his writing he adds more things on each of his drawings and
writes underneath what he added.

The existing data is further linked with these arguments as there are signs of
satisfaction and internal desire during the literacy activities of the interdisciplinary
framework. Children showed that they enjoyed the procedure as they demonstrated
feelings of excitement with their achievements and they were very proud of their
outcomes. This can be also attributed to the fact that children had the freedom to
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interact according to their free will and thus they were involving in activities that
excited them.

Child 1: He looks very happy with the words he managed to write and
shows them to his friends.

Child 4: When she finishes her writings, she looks at them and smiles.
Child 3: He looks very proud about his writing and he is seeking the teacher
to show his output. He states ‘Look miss what | managed to write for
Picasso!’

Researching the literature, a little further, it is obvious that another attribute
of involvement is the effort that children make in order to meet the goals of the
activity. Ridley et al. (2010) state in their research that involvement can be defined as
an activity that children show concentration or active contribution. Active

participation is one of the most important aspects of involvement as it shows that
children are truly interested in the specific activity and they are stimulated. In addition
to these attributes, involved children are conceptualized as independent thinkers that
take responsibility of their own learning. From the following data, it is evident that the
arts can trigger children to participate deeply in order to write.

The evidence from the data is associated with this argument as children were
not passive followers in literacy activities but they had an active role in the procedure
and outcome. This can be attributed to the fact that children during the suggested
interdisciplinary framework developed ownership of the activities as they had a
leading role of the whole procedure. Children were devoting much effort in the activity
and they showed responsibility to find ways to solve the upcoming problems. It has to
be mentioned that these literacy activities were derived from their interaction with
the arts.

Child 11: She is very quiet during the literacy activity but she shows signs
of mental energy in her face as she is trying to find the next phoneme of
the word she wants to write.

Child 13: She shows a lot of energy when she is participating in the activity.
She often speaks very loud about what she is going to write next and she
presses the marker very hard to the paper.

Another fundamental characteristic of involved children is the expression of
their ideas and emotions during the activity. This can be located in verbal or non-
verbal signs that show if they are truly interested in the content of the activity or if
they are just participating for external factors and reasons. Robson & Rowe (2012)
define and further categorize involvement as an effort that children make during an
activity while they analyze and speculate ideas and solutions.
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During observations, there was evidence of children’s verbal and non-verbal
signs that revealed the levels of their deep involvement. Data from these observations
can be further linked with these arguments as children were constantly stating their
positive emotions regarding the procedure and nonverbal signs and posture were
apparent during the whole art with literacy activity.

Child 7: She shows constant nonverbal signs of deep involvement in her
writing. She is not participating in any other conversation until she finishes
her letter.

Child 8: Non-verbal signs of hard thinking are apparent during the activity.
She stops to think about the next phoneme and she put the crayon in her
mouth. Her eyes show hard, mental activity while she tries to find a
solution to the upcoming difficulties.

Child 1: In his effort to write a letter, he stated that he wants to do his best
and trying to think what the receiver of this letter would like.

Child 5: When he finishes his writing, he shows it to the teacher with
enthusiasm and asks ‘Miss could we play again this game?’

To summarize, evidence from the quantitative and qualitative data with LIS-YC
is highly linked with the attributes of involvement as they are described through
empirical literature (see Robson & Rowe, 2012; Ridley et al., 2010; Siraj-Blatchford et
al., 2002; Laevers, 1994). On a 5-point scale, which measures levels of involvement,
data showed that the majority of children were highly involved and exhibited
sustained intense activity. There were no data from the lowest levels of the scale.
Through the additional qualitative analysis of the comments that were noted for LIS-
YC, it is obvious that the research procedure was well received towards children’s
involvement. This data is in agreement with the relevant interdisciplinary research
which examines the contribution of the arts in children’s involvement (see Nichols,
2015; Carvis & Klopper, 2014; Catteral et al., 2012). However, it has to be
acknowledged that the existing empirical findings in this area are mainly focused in
the higher levels of education. There is limited, if any, research that focuses in the
early years settings and examines the effects of the arts in children’s involvement in
literacy activities (Barrody & Diamond, 2013; Gerry et al., 2012). Therefore, the
evidence of this pilot study contributes in examining this aspect and offers relevant
knowledge, which could be a motivating factor for further research.

Before reaching any conclusions, there are some aspects that need to be taken
into consideration. It is important to remember that this data is derived from a case
study and that this was a pilot implementation of the whole intervention. Thus, there
was no control group to compare the outcomes and make confident judgements.
Furthermore, it has to be acknowledged that children might have a good response and
involvement in other literacy activities that were not linked with an art intervention.
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A counterargument for this is that the arts are part of children’s free play activities
and this result by itself in higher levels of involvement. Looking closely the suggested
interdisciplinary framework (see chapter 8.4) and the pedagogical projects that were
developed by the children during the art intervention (see appendix 8) it is obvious
that children were free to design and implement the activities they wanted without
feeling that they have to meet specific requirements or standards. This created the
ground to develop ownership of the whole procedure and make them responsible for
the outcome. Therefore, it can be argued that the arts intervention has the
opportunity to increase the levels of children’s involvement during literacy activities.

As the arts were the stimulus for literacy activities, it can be argued that data
analysis answered the third research question. The arts, a central means to the
suggested interdisciplinary framework, facilitate young children to involve deeply in
early literacy activities in all involvement signals. Children were totally concentrated
and persistent during the activities and revealed very positive verbal and nonverbal
sings of involvement during arts with literacy activities. This was supplemented with
great levels of satisfaction of their efforts and outcomes and strong determination to
meet their goals with the best outcome. These findings from the pilot study seems
promising for the final implementation of this research project with a control and
experimental group in order to answer fully this research question.

9.1.6 Pilot study: Data from the teacher’s interview

At the end of the suggested interdisciplinary framework and after conducting
all the above measures, a semi-structured interview with the head teacher of the
setting was conducted. The purpose of the interview was to compare the
practitioner’s views with the outcomes and gain further insights regarding the
intervention before conducting the final research project. Semi-structured interviews
provide a good opportunity to investigate further the views and the opinions of the
participants through the flexibility that they offer (Bryman, 2008). The interviewer can
investigate thoroughly the interviewees’ opinions. Especially in practical applications
in education, it is very important to seek the practitioners’ opinions, as according to
Farell (2016), personal perspectives have the opportunity to have a very strong impact
in the practical implementation of a new teaching technique.

The semi-structured interview was designed for the purpose of this piece of
research. The interview questions were categorised in 4 areas: Academic and

professional achievements, Personal teaching approaches and strategies,

Implementation of the interdisciplinary framework, Children’s development during

the interdisciplinary framework. Data from the interview with the practitioner of the

setting in the pilot study also verifies the positive outcomes of the intervention
towards children’s involvement. Overall, the practitioner stated that the
interdisciplinary framework is a good opportunity to promote levels of involvement
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during literacy activities in the early years as it combines learning with pleasure
through the constant interaction with the arts. She added very positive comments
regarding the contribution of the interdisciplinary framework in children literacy and
social skills and in children’s use of literacy as a social practice. Finally, she commented
on the benefits she and her students gained through the freedom the intervention
offered them.

Regarding the academic and professional achievements, the practitioner holds

a Bachelor Degree in Early Childhood Education and a Master degree in Human’s
Rights with a focus in Special Education. Her work experience involves approximately
8 years of teaching in both private and public early years settings and 1 year as a
mentor in Higher Education. She has also some experience in the arts as she is a
volunteer actor in the local theatrical team of the island.

To avoid repetition, the 2" area of the interview ‘personal teaching

approaches and strategies’ is only analyzed in section 9.2.8. in the final study.

Proceeding to the next area of the interview schedule, the practitioner gave us her
views regarding the implementation of the interdisciplinary framework. As it is

mentioned earlier, it is of paramount importance the practitioners to embrace a new
teaching technique, in order to see its true outcomes. This is based on the fact that
personal beliefs can determine the outcome and the quality of people’s actions (Hall
& Higgins, 2002).

The data analysis of the interview, is highly linked with this argument, as the
practitioner made very positive comments regarding the implementation of the
interdisciplinary framework. She stressed how excited she was, in terms of the
outcomes and the procedure. The practitioner also mentioned that she could not
believe that such an intervention could contribute so much on children’s
development. It was obvious that the intervention had a very strong impact in her
teaching techniques, as she stated that she was very eager to participate in the final
study as well and try another form of the arts next time.

Q: How was your participation? How do you feel about it?

P: At the beginning, | couldn’t understand how this procedure will work,
how I can teach the arts and literacy together. | could not image that they
are so closely related. | was thinking that we could do an art project and in
a parallel mode we could do a literacy project. As the time went by, | saw
this amazing link with my own eyes. | realised that learning is not a
straightforward process. This framework enabled me to teach arts and
literacy together and to realise the different paths we can use to learn
something. It was amazing!! | could not think of any part that made the
procedure difficult. On the contrary, there was an amazing freedom, in
which everyone was benefited. | could see that my students had made a
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great progress in terms of literacy and especially the younger ones. We had
such a great time and definitely we would like to join the programme next
year in the final study.

Trying to create and to establish a productive team is a very important aspect
during the educational process. In order for this team to be productive and successful,
there should be a provision for a shared support and collaboration among the
members of the team (Keating, 2015). This argument is even more important in
introducing a new teaching approach, as practitioners need to feel supported in the
process of implementing something new. Prior and during the implementation of the
intervention there were continuous consultation meetings with the practitioner to
discuss the development of the procedure, any upcoming issues or questions and to
decide if any new resources are need. In addition to this, there was an initial period of
training in the content of the intervention providing best practices that could be used.

Data analysis from the interview, showed that the pilot implementation was in
agreement with the above arguments. The practitioner noted that she was satisfied
with the provided support and the resources during the implementation of the
interdisciplinary framework. She also commented on the discreteness of the mentor,
which enable her to experiment and use the framework according to the traits and
characteristics of her personality.

Q: Did you have the support and resources you needed when you needed?
P: | have to admit that it was more than enough. It was amazing how quick
the response was to the things we needed. For example, in the activity with
the universe, we send the letter to the sun asking for books. | said if the
‘sun’ does not reply... worst case scenario | will go and buy some books. It
was amazing how quick we received the books from.... the sun (laughing)
and | am really grateful to this. | liked the fact that in the whole procedure
there was a discrete role in the mentoring and consulting process, which
enabled me to include and develop my ideas.

Following the practitioner’s views of the pilot school regarding the
implementation of the interdisciplinary framework, the next area in the interview
schedule was about students’ development during the interdisciplinary framework.

This area of the interview schedule was extremely advantageous as there was the
opportunity to gain further insights of the effects of the intervention. Furthermore,
this provided a good opportunity to create a link with the findings of the measures
regarding children’s progress.

The practitioner stressed the positive effects of the intervention on children’s
cognitive development throughout the interview. She also noted that she observed a
lot of incidents in which children embedded literacy aspects in their free play activities
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and she attributed this to the involvement of the arts as a means to develop literacy.
Her arguments are in the same line with the existing evidence of relevant pieces of
research (see Moritz et al., 2015; Change & Cress, 2013; Runfola et al., 2012; Vitsou,
2011) that verify the beneficial contribution of the arts in children literacy and they
are also linked with the findings of this study. Regarding the effects of the arts on the
use of literacy as a social practice it has to be argued that there are only indirect
arguments about this (see Maniaci & Olcott, 2010; Hopperstad, 2008). However,
these findings seem promising as they reveal some preliminary findings from an
experimental design and through the practitioner’s views.

Q: How did you observe children’s progress in regards to children’s
development during the interdisciplinary framework?

P: I would say that their progress was very impressive! | could see that they
were developing cognitively and socially throughout this framework. What
| found the most exciting was that they actually had a purpose to write and
they decided it themselves. | didn’t intervene at all! They didn’t just do it
for the shake of doing it and | saw loads of times that they were embedding
literacy activities in their free time. | remember a couple of months ago
that they were trying to create a poster with the paintings we have used
so far and put some writing as well!! This lasted for approximately a couple
of days.

Another important factor in children development throughout school activities
is their level of involvement. It has to be acknowledged that children are mostly
involved in activities that are initiated by themselves (Robson & Rowe, 2012). This
should be highly considered in every teaching method, as according to Phelps et al.
(2012) this can result in students’ autonomy and taking the responsibility of their own
learning. These arguments are linked with the data from the teacher’s interview, as
she highlights the contribution of the intervention in children’s involvement. She
stressed that this was attributed to a unique kind of freedom and self-direction in
which everyone could make their contribution with no right or wrong answers. She
clearly stated that the research procedure is based on unique teaching methods that
combine different roots of learning. She also thinks that the success of the
intervention was the interdisciplinary teaching methods that was used.

Q: How did you observe children’s involvement in literacy activities during
the interdisciplinary framework?

P: They responded to all of the arts and literacy stimuli and | could see that
it was something that they were really interested in. They were actually
playing within this interdisciplinary framework. Everyone was so relaxed!
There was a part of freedom and spontaneity that everyone could see what
they wanted to see and commented on what made to them the biggest
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impression. They were also thrilled to suggest their own ideas to design
literacy activities. This does not exist with other teaching methods in which
sometimes we stress children to meet a specific outcome that was decided
from the beginning by the practitioner and not by them. Definitely a stricter
and more guided approach would not have the same outcome.

Finalizing the interview, it was really important to identify the impact of the
intervention in the school’s routines. According to Cope (2013), the impact of a
research project can be found in the effects on everyday life such as society, routines
and services beyond academia. In educational practical interventions, the impact can
be identified in teachers’, students’ and parents’ beliefs and routines, thus it is crucial
to consider this in any further plans after the completion of a research project (Jones
& Grant, 2013). The practitioner mentioned a lot of times this impact during the
interview and there was clear evidence that this intervention had a positive
contribution on their routines. She also mentioned that she will definitely continue
with this approach and that she wants to participate in the final study as well.

Q: What differences do you see in your teaching methods now on? How
would you use this experience in the future?

P: It was amazing how we could mix arts with literacy! For me there were
2 completely different things and it was very impressive to see we could
teach them together. The intervention respected the individual progress
and needs of every child and everyone could contribute in the level they
wanted and felt comfortable. Once you go one step forward there is no
need to go one step back again! Now that | saw the beneficial outcomes
and the things that | can achieve with this framework, | will definitely
continue with this and | would like also to continue to the final study as
well. | would like to use another form of the art like puppetry that | have
never used them before and see the outcomes of this as well.

To briefly summarise, the above data from the practitioner’s interview shows
that the intervention was very well received in the pilot implementation. The
practitioner verified that the intervention was successful in terms of children
involvement during early literacy activities, children’s cognitive and socially
development and children’s use of literacy as a social practice. She commented on the
beneficial outcome of the intervention and on the great support she had during the
implementation of the programme. She also highlighted the great impact that the
intervention had on their routines and the ways she could utilize this experience in the
future. Her views were in line with the findings from the qualitative and quantitate
data from the different measure that were used to monitor students’ progress.
Overall, the findings from the pilot implementation of this research project seems
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promising for the implementation of the final study to a bigger sample with control
and experimental groups in order to answer the research questions.

9.1.7 Pilot study: Amendments before the final study

The purpose of the pilot study was to provide feedback regarding the research
design and the content of the interdisciplinary framework before the final
implementation. In addition to this, it was a good opportunity for me, as a researcher,
to familiarise myself with this process and to amend any mistakes or unforeseen
problematic situations that might arise during the implementation.

The pilot implementation ran very smoothly and there were no serious matters
arising. During the whole process, | had the opportunity to see in practice the
interdisciplinary framework | suggested and also to develop my skills as a researcher
during the data collection and data analysis. It was also an excellent opportunity to
adapt the interdisciplinary framework and the research project to the needs of the
practitioner as there were a lot of opportunities to listen to the practitioner’s and
students’ views and to observe their needs and desires.

The first amendment that took place was in the steps of the interdisciplinary
framework. During the pilot implementation, | found out that the practitioner needed
more support and practical examples in the different steps of the interdisciplinary
framework. This was obvious during our discussion in the consultation meetings as
she was asking for more clarification. Acting on this, | added more guidelines in the
steps of the interdisciplinary framework that made the content of each step clear.
Discussing with the practitioner, she commented that after this amendment the
content was clear and provided the necessary details in order to facilitate her role in
the intervention. Secondly, during the data collection of the PIPS, | realized that some
students found it difficult to understand the content of some words in the last part of
the measure or some guidelines of certain activities. Perhaps one good reason for this
was the absence of a direct focus on meaning making as this test focuses on the
measurement of practical skills. This was obvious as a number of children keep asking
for extra clarification on these parts or they were looking at me with vague eyes.
Acting on this, | experimented on the different wording that | could use before | make
the necessary and final amendment and tried to find similar words that children are
more familiar with in order to overcome this difficulty.

Thirdly, during the observation for the authentic assessment/portfolio, it was
obvious that the practitioner needed more specific guidelines in order to conduct the
observations. At the beginning, | designed a general framework with suggested
questions/hints that would guide her thinking in order to gather the related data
during her observations. However, she reflected back to me that she needed a more
enhanced one. Acting on this again, | designed a checklist that was based on the early
learning goals for the prime area ‘Communication and Language’ and the specific area
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‘Literacy’ according to the Greek National Curriculum for the Early Years. The purpose
of this checklist was to guide the practitioner’s thinking in order to collect the
necessary data for the students’ portfolio regarding literacy as a social practice. After
a consultation meeting before the implementation of the final study she confirmed
that this checklist met her needs.

Finally, the PSD measure, the observation for the LIS-YC and the interview did
not reveal any areas that needed improvement. Implementing them in the pilot study,
was an excellent opportunity for me to develop my skills as a researcher and to
familiarise myself with this process before the final implementation of my research
project. It has to be acknowledged that to avoid repetition, | included only the final
measurements after the necessary amendments of the pilot implementation of this
research project (see chapter 8.5).
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9.2 Final study

The outcomes of the pilot study were used to amend some areas in the
research design and the steps of the interdisciplinary framework. Following this, there
was the final implementation of the research project in which there were 3
experimental groups and one control group.

9.2.1 Final study: Background characteristics

In the final study, there were 61 students in total in the 4 groups and there was
an approximately equal distribution in the numbers among each group with 18
students in EG1, 15 students in EG2, 14 students in EG3 and 14 students in CG (see
table 30). There was also an approximately equal distribution in gender among boys
and girls in total and within each group. There was a slightly bigger percentage in
female students in general and only in EG2 this difference was bigger. In total the
42.6% (n=26) was boys and the 57.4% (n=35) was girls. Analysing this percentage in
each group, in EG1 the 38.9% (n=7) was boys and the 61.1% (n=11) was girls, in EG2
the 26.7% (n=4) was boys and the 73.3% (n=11) was girls, in EG3 the 57.1% (n=8) was
boys and the 42.9% (n=6) was girls and in CG the 50% (n=7) was boys and the 50%
(n=7) was girls (see table 31). The average age of children in total was 63.55 months
in the pre-tests and 70.62 in the post-tests and children in each group had the same
average age with no big difference (see table 32).

Table 30. Participants among groups

Number of Participants

Frequency Percent
EG1 18 29.5%
EG2 15 24.6%
EG3 14 23%
CG 14 23%
Total 61 100%

Table 31. Gender distribution among groups

Gender

Boys Girls

Frequent Percent Frequent Percent
EG1 7 38.9% 11 61.1%
EG2 4 26.7% 11 73.3%
EG3 8 57.1% 6 42.9%
CG 7 50% 7 50%
Total in all Groups 26 42.6% 35 57.4%
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Table 32. Age in months among groups

Age
Age in Pre-Test Age in Post-Test
N Min Max Mean Min Max Mean
EG1 18 59 70 63.83 66 77 70.83
EG2 15 58 67 63.07 65 74 69.93
EG3 14 59 69 64.21 66 76 71.21
CG 14 58 69 63.50 65 76 70.50
Total in all Groups 61 58 70 63.66 65 77 70.62

Further data was gathered regarding some background characteristics of the
children and their families such as family status, siblings, order of birth, place of birth,
nationality and multilingualism in order to have a holistic view of the participants.

Regarding family status, in total the 93.4% (n=57) of the children had married
parents, the 4.9% (n=3) of the children had divorced parents and the 1.6% (n=1) of the
family status was characterised as other. In EG1 and EG3 the 100% (n=18, n=14) of the
children had married parents. In EG2 the 93.3% (n=14) had married parents and the
rest 6.7% (n=1) had divorced parents. In CG the 78.6% (n=11) of the children had
married parents, the 14.3% (n=3) had divorced parents and the 7.1% (n=1) was
characterised as other (see table 33).

Table 33. Family status among the groups

Family Status

Married Parents Divorced Parents Other

Frequent Percent Frequent Percent Frequent Percent

EG1 18 100% 0 0% 0 0%
EG2 14 93.3% 1 6.7% 0 0%
EG3 14 100% 0 0% 0 0%
CG 11 78.6% 2 14.3% 1 7.1%
Total in all Groups 57 93.4% 3 4.9% 1 1.6%

Regarding the members of the family and more specific the siblings the
children have, in total the 26.2% (n=16) of the children had no siblings, the 59%
(n=36%) of the children had 1 sibling, the 9.8% (n=6) of the children had 2 siblings, the
3.3% (n=2) had 3 siblings and the 1.6% (n=1) of the children had 4 siblings and above.
Only in EG3 there were children with 4 siblings and above and only in EG2 there were
children with 3 siblings. In the EG1 and CG the numbers were distributed among the
categories of no siblings, 1 sibling and 2 siblings (see table 34).

Table 34. Siblings among groups

Siblings
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0 Siblings 1 Sibling 2 Siblings 3 Siblings 4 Siblings

Frequency Percent Frequency Percent Frequency Percent Frequency Percent Frequency Percent

EG1 4 22.2% 13 72.2% 1 5.6% 0 0% 0 0%
EG2 7 46.7% 4 26.7% 2 13.3% 2 13.3% 0 0%
EG3 1 7.1% 10 71.4% 2 14.3% 0 0% 1 7.1%
CG 4 28.6% 9 64.3% 1 7.1% 0 0% 0 0%
Total 16 26.2% 36 59% 6 9.8% 2 3.3% 1 1.6%
in all

Groups

Further analysis was conducted in the data in the order of birth of the children
who had siblings. Values were calculated only to children with siblings and in the cases
there is a missing value, it is a single child with no siblings. In total, the 26.2% (n=16)
of the children were a single child, the 3.3% (n=2) of the children were twins, the 24.6%
(n=15) of the children who had siblings were born first, the 37.7% (n=23) of the
children who had siblings were born second, the 4.9% (n=3) of the children who had
siblings were born third and the 3.3% (n=2) of the children who had siblings were born
fourth. In EG3 and CG there were no twins or third born children and in EG1, EG2 and
CG there were no fourth born children. In the rest groups the numbers were
distributed among the categories of twins, first born, second born, third born, fourth
born and missing which is the children with no siblings (see table 35).

Table 35. Order of birth among groups

Order of Birth

Twins First Born Second Born Third Born Fourth Born Missing

Frequ Percent Freque Perce Frequ Percen Freque Perce Freque Perce Freque Perce

ency ncy nt ency t ncy nt ncy nt ncy nt
EG1 2 11.1% 6 333% 5 27.8% 1 56% 0 0% 4 22.2%
EG2 3 20% 2 133% 2 133% 1 6.7% O 0% 7 46.7%
EG3 0 0% 1 7.1% 11 786% O 0% 1 7.1% 1 7.1%
CcG 0 0% 5 357% 5 357% O 0% 0 0% 4 28.6%
Total in all 2 3.3% 15 246% 23 37.7% 3 49% 2 3.3% 16 26.2%
Groups

*Values were calculated only to children with siblings. Where there is a missing value (not applicable)
it is a single child

Data was also analysed regarding the place of birth of the children and for this
there was a categorisation of children who were born in Greece and outside Greece.
In total, the 95.1% (n=58) of the children were born in Greece and the 4.9% (n=3) of
children were born outside of Greece. In EG1, EG2 and CG all children were born in
Greece whereas in EG3 the 78.6% (n=11) of the children were born in Greece and the
rest 21.4% (n=3) were born outside Greece (see table 36).

Table 36. Place of birth among groups

Place of Birth
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Greece Outside Greece

Frequent Percent Frequent Percent

EG1 18 100% 0 0%
EG2 15 100% 0 0%
EG3 11 78.6% 3 21.4%
CG 14 100% 0 0%
Total in all Groups 58 95.1% 3 4.9%

Regarding the nationality of the children included in the sample there was a
categorisation among Greek and non-Greek nationality. In total, the 93.4% (n=54) of
the children had a Greek nationality and the rest 6.6% (n=4) of the children had a non-
Greek nationality. In EG1, EG2 and CG, all children had a Greek nationality, whereas in
EG3 the 71.4% (n=10) of the children had a Greek nationality and the rest 28.6% (n=4)
of the children had a non-Greek nationality (see table 37).

Table 37. Nationality among groups

Nationality

Greek Non Greek

Frequent Percent Frequent Percent
EG1 18 100% 0 0%
EG2 15 100% 0 0%
EG3 10 71.4% 4 28.6%
CG 14 100% 0 0%
Total in all Groups 57 93.4% 4 6.6%

Finally, the last data analysis regarding children’s background characteristics
was regarding if children were multilingual or not. In total the 11.5% (n=7) of the
children were multilingual and the rest 88.5% (n=54) of the children were not
multilingual. In EG1 all children were not multilingual. In EG2 the 6.7% (n=1) of the
children were multilingual and the rest 93.3% (n=14) of the children were not
multilingual. In EG3 the 28.6% (n=4) of the children were multilingual and the rest
71.4% (n=10) of the children were not multilingual. In CG the 14.3% (n=2) of the
children were multilingual and the rest 85.7% (n=12) of the children were not
multilingual (see table 38).

Table 38. Multilingualism among groups

Multilingual
Yes No
Frequent Percent Frequent Percent
EG1 0 0% 18 100%
EG2 1 6.7% 14 93.3%
EG3 4 28.6% 10 71.4%
CG 2 14.3% 12 85.7%
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Total in all Groups 7 11.5% 54 88.5%

The above analysis is useful in order to have a holistic picture of the
background characteristics of the students in all experimental and control groups. The
data from the background characteristics is used in the data analysis below in order to
examine if it was an influencing factor that might affect or not the outcomes.

9.2.2 Final study: Observation regarding practitioners’ teaching styles

Before the implementation of the interdisciplinary framework, there was a
need to examine any differences in the practitioners’ teaching styles, as this might
influence the outcomes. Practitioners have a very strong effect on children and
especially on their attitude to learning and life in general. What is even more
important is that most of the time they are not consciously aware of the impact of
their beliefs and stance in children’s learning (Farrell, 2016). Different teaching styles
contribute strongly to children’s performance. This is based on the argument that
there are teaching styles that focus on reproduction of knowledge and teaching styles
that focus or the production of new knowledge (Chatzipanteli et al, 2015; Hewitt &
Edwards, 2005). According to the different teaching style that a practitioner is
adapting, there will be different results and influence in the students’ learning journey.

Proceeding with this argument and based on Bandura’s (1977) theory about
social learning and imitation, it can be argued that children tend to copy the reactions,
responses and attitude of the important others. In a school setting the important
others could be the practitioner and their peers. In terms of teaching and learning, a
practitioner, who embraces the role of the facilitator (see chapter 7), will empower
children to raise their own voice, to express themselves without afraid to make
mistakes and to develop their creativity. On the other hand, a practitioner, who
embraces a formal authority teaching style (see chapter 7), will not allow much
interaction within the group, as their purpose is just to give knowledge with a focus
on the content. As a result, students are only receivers of the knowledge without
having the freedom to follow their needs like in the facilitator approach. Therefore,
when conducting a practical intervention with different practitioners, it is very
important to verify at the beginning that there are no significant differences in their
teaching styles, as this will have an impact on children’s performance.

They way that practitioners react and respond to children’s needs and stimuli
is mostly based on the judgments they have made a long time ago (Farrell, 2016). The
art of teaching itself is a result of a judgement that has been made in a previous
circumstance (Hewitt & Edwards, 2013). As a result, most of the time, practitioners
are not aware of these unconscious decisions. Therefore, to examine this issue, the
method of the observation was selected. According to Papatheodorou et al. (2012),
this research method is a powerful tool, which provides the researcher the
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opportunity to understand and gain further knowledge about a specific situation. The
data was collected through a qualitative observation in a naturalistic setting, which
was their classroom in the school they were working. A non-participant style was used.
Each practitioner was observed for 2 whole days with the narrative method.
Practitioner 1 (P1) was in experimental group 1 which was using paintings, practitioner
2 (P2) was in experimental group 2 which was using drama, practitioner 3 (P3) was in
experimental group 3 which was using puppets and practitioner 4 (P4) was in the
control group which was using the typical teaching methods to develop literacy
according the Greek early years curriculum (see table 39).

Table 39. Practitioners in experimental/control groups

Practitioners Experimental groups

P1 Experimental group 1-paintings
P2 Experimental group 2-drama
P3 Experimental group 3-puppets
P4 Control group-typical methods

Initially each observation of each practitioner was transcribed and was
analysed individually. This observation was based on qualitative methods and more
specifically in the narrative method according the framework that is described from
Papatheodorou et al. (2012). Thus, there was a focus on a detailed account of the
practitioners’ actions and the contextual information (e.g. if they supported children
and the ways they supported children) and not a focus on the quantity of these actions
(e.g. how many times they supported children). One main reason for selecting this
practice was because there was an effort to identify the characteristics of their
teaching styles and see if there are any major differences among the different
practitioners. At this stage, there were no pre-decided types of behaviour that we
were trying to identify but there was an effort to describe their interactions with
children in abstract terms e.g. positive role model, empower children to find solution
etc. Following this analysis there was a comparison with the characteristics of the
other practitioners to find similarities and a further comparison with the
characteristics of the different teaching styles as described in chapter 7. This
categorization and analysis was made on the total observation and not on specific
events. As it is obvious from the extracts that are presented below, the data analysis
from all observations in experimental and control groups shows that all 4 practitioners
embrace the same values in teaching and learning with no particular difference in their
teaching style. One good and reasonable factor for this might be that all practitioners
were very eager to participate in this research project either in the experimental or
control group. This might lead to the fact that they were open in such interactions and
comfortable in such procedures during their teaching. It has to be acknowledged that
there were some small differences, as it comes to different human beings. It is
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definitely not possible to argue that they were totally similar as this is not realistic.
However, there were a lot of similarities in their teaching styles and therefore, it can
be argued that there were no issues raised that could affect the outcomes due to
different teaching styles. All of them showed signs of the facilitator approach, who
enabled children to construct their own knowledge.

One of the basic characteristics of a facilitator approach is to provide
opportunities to students to hands-on experiences that will enable them to have an
active role in their learning. Practitioners, who act as facilitators to students’ learning,

are always strive to make them active learners who never stop to experiment with
new constructs (Won et al., 2015). The teacher does not get involved directly to
student’s decisions but gives them the opportunity to come up with their own
solutions (Schward, 2005). This enables students to develop good thinking skills and
to develop a general strategy that they can use later in their lives, in order to solve any
upcoming challenging situation. Encouraging students’ active involvement in their
learning journey has a very strong impact on the production of new knowledge more
effectively from a formal authority approach (Hewitt & Edwards, 2013). When
students have an active role in the decision making they have ownership of the
situation and consequently of the knowledge they gained.

The data analysis of the observation at the 4 different practitioners reveals
signs that are linked with the above arguments. All 4 practitioners during their
interactions with their students encouraged active learning experiences and gave the
leading role to the students. This was obvious during the organised activities and
during children’s free play. They further gave opportunities to children to develop
their own way of thinking instead of giving them ready made solutions. Some extracts
that show the active role of the practitioners in children’s learning are as follows:

P1: Incident 1: She sits in the house corner and plays with the children. The
children ask her about the weather outside and about the leafs on the
trees. They are wondering why they are falling from the trees. P1 asks them
back “Why do you think this is happening?” Children discuss with each
other about this. P1 goes outside and takes a couple of leafs and gives them
to students. She focuses their attention to their differences.

Incident 2: She is in the discussion corner and discuss with the students
about their news. She seems really interested in children’s stories and asks
them a lot of questions. Based on their stories they design the activities of
the day.

P2: Incident 1: She sits with the children on the library corner and browses
books. A child asks her to read a fairy tale and she does it happily. After the
reading of the book she starts telling how much she liked the book and the
content. She does not ask or force children to tell her the same. The children
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around her do the same and focus on the fairies of the book. A child wants
to play with the fairies. P2 seems really interested and they all organise an
activity with fairies and knights. They all go to the cloak room to select their
costumes. P2 does not intervene in children’s choices. She asks them how
the costume they selected will match with their role. When a child does not
know what costume to wear she encourages them to improvise. She
rewards them verbally.

Incident 2: They are playing a story that seems like the beauty and the
beast. Children are wearing name tags that they found in the cloak room
or made by themselves. P2 is participating in their game and she pretends
she is sleeping. She pretends she wakes up and forgot her role. She asks for
clarification about her role from the other children. The children laugh and
guide her what to do.

Incident 3: Children want to go to a museum and P2 discusses with them.
She gathers information about the type of the museum and the activities
they want to do. They design a histogram with these ideas and they
allocate roles in order to fulfil this visit.

P3: Incident 1: Children are discussing what they did last night with their
families. They are discussing about coca cola and worms. P3 participates
in their discussion and she seems very interested about their stories. A child
said she went for coffee at her auntie. P3 asks them “Why do we say we
are going for coffee when we don’t drink coffee?” Children laugh and start
talking about coffee and drinks. P3 suggests them to write down their
ideas.

Incident 2: During the discussion time, there is an argument among 3
children. They start pushing at each other and make inappropriate
comments. P3 sees this and explain that if they push each other they will
not make them understand why they are all upset. She suggests to go
somewhere quiet to discuss and resolve this situation.

Incident 3: There is a visitor today in the setting. The visitor sits with the
children in the discussion corner next to the practitioner. After the good
morning song, P3 introduces the visitor but she does not reveal the purpose
of her visit. She asks children to think who is she and what is the purpose
of her visit in their school. The children say their ideas and instead of
correcting them she is asking how they came to this conclusion.

Incident 4: They are about to make a ship using a hard paper. P3 discusses
with the children how they want to make it and what they will use to paint
it. Children discuss. Some of them want to use paintbrush and some others
want to use markers. Instead of giving a solution, P3 asks them to try which
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one would be better and decide. They experiment with both resources and
decide that paintbrush is a better choice.

P4: Incident 1: They are having a discussion about the upcoming Bank
Holiday and the history behind it. She is very interested in their views about
this and she asks them for clarification. Children start to discuss about
guns, war and poverty. A child says that they were wearing different
clothes at that time due to poverty. She stimulates them to think what
caused poverty and she write down their ideas. They design activities based
on this discussion.

A facilitator approach is basically linked to a student-centred approach to
learning, in which students not only have an active role in their learning but teachers
are playing with them as an equal member. This can be implemented by socialising

with the students as one of their friends in their everyday interactions (Won et al.,
2015). With this practice a facilitator teacher can convey messages and learning goals
more effectively as students see them as one of their friends (Farrell, 2016). This does
not mean that the practitioners lose their power or authority in the classroom, but it
means that they empower children to raise their own voice and gain self-confidence.
Through this practice they engage children to the teaching and learning procedure
even more, as they develop a community of trust with a very friendly environment
(Won et al, 2015). With this, students are not depended on the teacher to supply them
with a ready-made knowledge but they have the opportunity to lead their own
learning progress. Students feel free to engage more and this results in effective
learning and construction of knowledge.

During the observation of the different practitioners of the groups, it was
obvious that all of them embraced the above arguments. During their interaction with
children, and especially during free time activities, they played as an equal member of
the group with children and they delegate their role to the children and follow their
guidelines. There could be sometimes that they guided students indirectly when
children needed help but they kept their role as equal play partners. With this practice,
children in all groups were very engaged with the activities and they seemed very
satisfied with this. Some extracts that show that the practitioners maintained an equal
role with the children during their interactions are as follows:

P1: Incident 1: She sits in the carpet area among the children and discusses
with them about their day. She does not sit on the higher chair but she sits
in the carpet among them. [...] children pretend they are in a meadow and
are flowers. P1 asks them if she can play with them and pretends to be a
flower. She is following the children’s lead and acts as other children.
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P2: Incident 1: She is in the cloak corner with the children and they are
selecting clothes for their play. Children ask her to take off her shoes as
they will go a walk on the beach and her shoes will get wet. P2 asks them
in what beach they will go and pretends she is cold. Children laugh and
reply to her that it is a surprise. She pretends that she is wearing more
clothes and follows them to the surprise beach.

Incident 2: Children are trying to write a letter to a friend and she is sitting
next to them. P2 wants to write a letter to her friend in UK and asks children
what she should do. Children laugh and advise her that she should use nice
colours and markers to write the letter to her friend.

Incident 3: A group of children cannot decide what to play and they are
between two different ideas. They seek advice from P2 and she discusses
with them about the content of the play. They decide to combine both
ideas. She plays with the children and receives instructions from them
about her role.

P3: Incident 1: She sits in the hairdresser salon corner and says she wants
to make her hair. She says that her child was upset this morning and she
didn’t have time to make her hair and that is why it looks messy and fluffy.
She sits there and waits for someone to come. She pretends she is waiting
for the hairdresser, who is late. A group of children go there after a while.
They said that there is no appointment available but they will their best.
After a while M. comes and says she will do her hair. P3 let M. to improvise
with her hair.

Incident 2: She sits with some children in the music corner. She is playing
the tabor and children say good morning in a way they want. She hands
out the tabor to the children and make them the teacher.

Incident 3: Children are playing a board game. There are two groups of 3
children each and they take turns to throw the dice. One child stands up to
go to the toilet and the other children are upset as they don’t want to wait.
P3 suggests to take her place until their friend comes back. Children have
made up their own rules of the game and P3 follows them and asks for
clarification when she does not understand something.

P4: Incident 1: She is sitting in the carpet with the children and they are
playing with the letter cards. Children are making nonsense words and they
are laughing. P4 is laughing with them and reads the funny words they
create. They all decide of the meaning of the new words.

A very important quality of the facilitator approach, is to provide positive role
models to students instead of demanding children to act in a particular way. It is very
important to show students the way we expect from them to interact and especially

145



during the learning process. When this is happening, there is a better impact on
students’ performance (Sormunen et al., 2013). Non-verbal attitude can convey
stronger messages to the recipient from verbal communication (Burgoon et al., 2016).
This means, that when we are asking from children to behave on a particular way, we
need to embrace this behaviour first ourselves. By providing positive role models, we
show to students the attitude we expect them to have and eventually they will imitate
us. A very good example of this is a situation when children are very noisy and upset,
and the practitioner is shouting at them to be quiet. This will result in the opposite
outcome every time this situation is repeated as children will mirror the practitioner’s
reaction and start screaming even more to other children to calm down. This leads us
to suggest that a better approach to this is when the practitioner remains calm and
explain with lower voice the benefits of staying calm. Eventually children will lower
their voice as they would not listen to the practitioners. Based on Bandura’s (1977)
theory of social learning and imitation, in a similar situation, children will imitate the
practitioner and will act in the same way during their interaction with other children.
As it is stated earlier in this chapter, children tend to imitate the behaviour of the
important others and especially the behaviour of the practitioner, which is an
important role model for them. They have a tendency to mirror almost everything the
practitioners do or say. This has a bigger impact on their attitudes instead of just asking
them to react in a particular way.

Data analysis from the observations, shows evidence that is linked with the
above comments. Practitioners from both experimental and control groups revealed
signs of positive role models during their interactions with their students. They
embraced and practiced the expected behaviour from children instead of just
reminding them the way they should behave. This took place in both free and
organised activities during the day. All of the practitioners were showing children the
appropriate way to develop positive relationships with each other and through this,
children imitated their attitude and embraced this themselves. Some extracts that
show that practitioners provided positive role models are as follows:

P1: Incident 1: She sits in the table with the children and they all make a
drawing in a big flipchart. There is disagreement among two children as
they both want to use the same marker. P1 is observing the situation but
does not intervene immediately. After a while she asks them with a very
gently voice what is the problem. The children are still intense but she
replies in a calm voice that she cannot understand what they are saying as
they are screaming. Eventually, children get calmer and start discussing
the issue that made them upset.

Incident 2: A group of children are playing in the home corner. M. is talking
to his friends but no one listens to him. M. starts poking some of the
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children, which seems that irritate them. P1 touches their head gently and
says: ‘Let’s listen what M. has just said. It seems very interesting!

P2: Incident 1: She is discussing with the children about their news. When
P2 is talking, she makes a mistake and confuses her words. She laughs with
herself and explains to children that everyone makes mistakes and so did
she.

Incident 2: She sits in the discussion corner with the children and they are
discussing about what activities they want to do. Everyone is so excited and
there is a noisy environment. She raises her hand when she wants to speaks
and reminds to the children that they need to do the same.

P3: Incident 1: She is in the discussion corner with a group of children and
they are signing songs. When they finish a song, they discuss what they will
sing next. They decide all together. A child starts on its own and some other
follow him. There is a lot of noise with this. P3 is not shouting at them to
stop this but she starts singing the ‘Miss quiet song’. Children follow her
lead and laugh. She closes her ears and children stop immediately and ask
her why she is doing this. P3 explains to them that there was a lot of noise
and she does not like to shout at them and this is why she closed her ears.
She said that if she shouts she is will have a very tight face and asks them
if they will like this.

Incident 2: P3 puts some music and she dances with the children. There is
one child who seems shy and is not dancing. The other children are pushing
at her and she seems sad. P3 makes a gesture to the child that proposes to
dance with her. The child accepts the invitation and dances with P3 and
she seems happy. The other children are doing the same.

Incident 3: Children are trying to write something and they are having a
discussion about what letter they need to write next. Some elder children
are making fun of the younger ones and saying that they don’t know and
they are making smudges in the paper. P3 sits next to them and observes
this discussion. She says that her daughter, who is very young, started to
do smudges but now she is an excellent scribe. Children are surprised and
they mellowed to the young ones.

P4: Incident 1: She sits in the discussion corner with some children. They
tell their news from the weekend. She seems very interesting about their
stories. There is one child who looks absorbed in his thoughts and when it
is his turn to speak he does not realize it and remains silent. Another child
is tweaking him. P4 says with gently voice ‘| am sure K. is thinking of this
story right now and he will tell us in a minute.’ The child who tweaked him
apologizes to his friend after this.
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Providing positive role models, is strongly linked with a general positive and
respectful attitude to children. It is very important to respect children, to recognise

their efforts and to encourage them to continue. Farrell (2016) links this with the

facilitator role of the teacher. He states that practitioners who embrace this role are
always concerned about the progress of their students and their emotional well-being.
Thus, they always try to encourage them to reach their goals. With this approach,
practitioners empower them to try new things that eventually will result in building
new knowledge. People, not only young children, might stop try to solve a problem if
their first attempt was unsuccessful, especially, when it comes to a shy child, who does
not have strong self-confidence. Facilitator practitioners are always aware that
participation in every activity embraces an equal distribution of the roles, so no one
left behind (Won et al., 2015). It has to be acknowledged, that this trial and error
procedure is very useful in learning as through mistakes we learn what to avoid for the
next time. Understanding children’s individual style of learning have a great impact on
their performance, as this means that we provide them the appropriate opportunities
to construct knowledge affectively. This automatically results in identifying their
achievements which will help them to build their self-confidence and continue to try.
This feature is very important during interactions with students as this might
determine their future attitude to learning in general.

The data analysis from observations in all 4 different practitioners, shows that
there is evidence that is linked with the above arguments. All 4 practitioners from
experimental and control groups showed that they respected children’s individual way
of thinking and learning and further stimulated other children to do the same. They all
provided opportunities for experimentation and a safe environment that making
mistakes was normal and expected. Some extracts that shows that the practitioners
respected and recognized children’s efforts are as follows:

P1: Incident 1: She is in the library corner with a group of children and
browses books. They focus their attention on a book with very vague
pictures. She participates in a discussion about the pictures of this book.
They are trying to understand what the picture is about. Children as saying
completely opposite things. She welcomes every ideas and reward verbally
the children for their creative thinking. There is a child who seems stuck
and cannot think anything to say. The practitioner encourages this child
without putting any pressure on him. She smiles at him and tries to give
him hints to help him.

Incident 2: She is in the carpet area with all of the class and they all decide
who will be the leader for today. [...] The leader stands up and goes to the
day board and tries to think what day is today. P1 encourages her to think
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the poem with the days to remember and stimulates the rest of the group
to sing this song.

P2: Incident 1: She is playing a game with a group of children, in which they
are detectives who should discover something that is hidden in the
classroom. The children are very excited and look enthusiastically for the
hidden objects. She congratulates every child who reached the goal and
asks the other children to do the same. Some children are not so quick and
they left behind. She encourages them and reassures them that they will
find something very soon.

P3: Incident 1: A group of children sits on the art corner and tries to draw
little hearts. Some of them are better than the other ones. When P3
approaches their table they all show her their outcomes. She congratulates
them all and smiles. She gives encouraging comments to every one
individually.

Incident 2: There is a discussion that the dentist will visit soon the setting
to examine their teeth. There is a child who bursts into tears and says that
she is afraid. P3 reassures her that if she does not want the dentist to
examine her then this is what is going to happen. She hugs her and explains
that the dentist is her friend and his children are friends with her children.
She adds that the dentist has nice and funny teddy bear and a very small
flash light. P3 starts a story about the giggle thief and the child is laughing.

P4: Incident 1: Children are in the library corner and select the book they
want to loan. There are some children who do not seem to know exactly
which book they want to borrow and they stand there for a long time. P4
let them to decide at their own time with no pressure. After a while she
discusses with them about their favourite features in each book and helps
them to make a decision.

Finally, a very important and desirable skill of the practitioners, is to capture
children’s attention toward the learning activities. It is very important for the

practitioners to find ways and to embrace features in their teaching that will trigger
and sustain students’ attention during the school activities (Aboudan, 2011).
Practitioners who act as facilitators are very concerned to find ways that will capture
students’ attention, as with this practice they will support their students in their
learning journey (Farrell, 2016). The way that we will introduce a new activity to the
children is really crucial as in most of the time this is a critical factor if they will
participate actively or not. Usually, the first impression of something new will define
if we will continue of participating or not. For example, if children consider an activity
as unattractive they will either not participate at all or they will participate reluctantly.
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Therefore, it is really important when interacting with children to find interesting ways
to introduce new learning activities as this will determine their engagement.
Practitioners who embrace the facilitator role are very much concerned about their
students’ engagement and for this reason they will try to find ways to stimulate
students in the learning process, whereas on the contrary practitioners who embrace
a formal authority approach are very much concerned on delivering the knowledge
without focusing on students’ interaction.

Data analysis from observations in all 4 practitioners shows that they were very
much concerned about children’s interaction and feelings about the activities. They all
tried to find interesting ways to introduce the new learning activities and try to
maintain children’s interest as much as they could. Most of the time in order to fulfil
this, they either included children in this process or included external factors from
mother nature that will excite them. Some extracts that show the practitioners’ effort
to motive children are as follows:

P1: Incident 1: She is sitting with the children in the discussion area and she
welcomes all the children. They sing the good morning song and after this
she triggers their attention to the picture on the almond tree in the bulletin
board near the window. She focuses their attention on its roots. Children
are very excited as they observe something new there. One of the children
is going there to check and comes back with a letter. They open this letter
and there are some instructions of a funny activity from a little pigeon. The
children are very excited and want to do this activity.

P2: Incident 1: Children are discussing about how much they liked the visit
they did last week to the children’s museum. They ask P2 to repeat again
this visit. P2 discusses with the children in what other museums they can
go. There is a very active discussion about the archaeological museum and
the sculptures. They decide to make a new museum in their classroom.
They design an activity in which they will transform their classroom into
this museum.

P3: Incident 1: She is in the discussion area and plays the game ‘What’s
your name?’ with a group of children. In this game they pretend to play the
drums and each child individually has to say their name. B. does not say his
name but he replies ‘deer’. All of them are laughing. P3 is taking advantage
of this and askes children if they want to say funny names instead of their
real names. The children are very excited with this and they play this
activity.

Incident 2: Children are wondering why the chalk is getting smaller but the
markers stay the same in size. P3 is taking advantage of this and stimulates
children to search in the internet to find a solution.
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P4: Incident 1: She discusses with children about what they see outside the
window. Children focus their attention on the brown colour of the leafs in
the trees and start wondering about the reason. They all go outside to
gather some of the leafs and they experiment with the texture, smell,
sound. Children want to disguised into brown leaves and they organise this
with P4, who facilitates the discussion.

To briefly summarise, the purpose of the observation was to investigate if
there were any inconsistencies among the practitioners’ teaching styles in the 4
different settings. This was based on the argument that different teaching styles have
a different impact on students learning and attitude towards learning (Farrell, 2016).
The above analysed extracts show that there were no significant differences among
all 4 practitioners in their teaching styles. However, it has to be acknowledged that
there were not exactly similar as it comes to different human beings and it is
impossible to argue something like this. The extracts that have been presented above
highlight that all the practitioners adopted very similar teaching techniques that link
with the qualities of the facilitator approach. These qualities are in line with the
existing literature that describes the facilitator approach in teaching and learning (see
Farrell, 2016; Won et al, 2015; Sormunen et al., 2013; Schwarz, 2005; Grasha, 2002).
They were very sensitive to children’s needs and desires and they tried to provide
them opportunities to have an active role during the teaching and learning process
and to find interesting ways to introduce new activities. During their interactions with
children, all practitioners from experimental and control groups enabled positive
relationships among the team and promoted positive role models that children
imitated. Finally, they were all respectful of children’s different learning styles and
encouraged them to continue by recognising their efforts. All of these findings leads
us to suggest that there were no issues raised regarding the practitioners’ teaching
styles that could eventually have an impact on children performance.

9.2.3 Final study: Cronbach’s alpha reliability test

In order to answer the research questions several measures were used.
Reliability of all the quantitative measures, and more specifically internal consistency
was tested using Cronbach’s alpha. The analysis shows that all the items of each
measure had a good level of internal consistency as the result was above 0.8. More
specifically, internal consistency of the 9 items of LIS-YC was a=.992, internal
consistency of the 14 items of pre- and post-test of PIPS was a=.831, internal
consistency of the 22 items of pre- and post-test of PSD was a=.941 and internal
consistency of the 10 items of pre- and post-test of Authentic assessment/portfolio
was a=.861 (see table 40).

Table 40. Reliability analysis of all measures

Reliability Analysis
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Cronbach’s Alpha N of Items

Leuven Involvement Scale for Young .994 9
Children (LIS-YC)

Performance Indicators in Primary .831 14
Schools (PIPS)

Personal and Social Development 941 22
measure (PSD)

Authentic Assessment/Portfolio (AA/P)  .861 10

The measures that was used to answer the 1% research question were the PIPS,

for the literacy skills and the PSD, for the social skills. There was one pre-test and one
post-test for both measures at the beginning and at the end of the intervention. The
pre- and post-test were implemented to all experimental groups (EG1, EG2, EG3) and
to the control group (CG) at the same period of time.

9.2.4 Final study: Performance Indicators in Primary Schools (PIPS)

In order to examine the levels of significance among the children’s
performance in literacy in the different groups a mix model analysis (split-plot ANOVA)
was used. There was a comparison between the pre- and post-test of each of the 7
items of PIPS among the control group and each experimental group individually and
among all the experimental groups. The data also tested using a mix model analysis
(split-plot ANOVA) among the 7 items of PIPS and the background characteristics of
the sample to verify if they will act as influencing factors to the outcomes.

Data analysis showed that overall the background characteristics of the

children served as a non-significant factor in their performance as there was no
statistical significant difference in the numbers. The only statistical significant
difference that was found was in Writing in the factor Siblings and Order of Birth
(p=.029, p=.003) (see table 41). This shows that the background characteristics overall
did not influence significantly children’s literacy skills. There might be a small influence
in children’s performance in writing and siblings and order of birth. This can be
attributed to the importance of family in children’s literacy development according to
researchers (see Hayes, 2016; Al-Alwan, 2014; Giallo et al., 2013; Rapp & Duncan,
2012). However, looking closely the data it is obvious that the majority of the items of
PIPS did not show a statistical significant difference. Having this in mind, it can be
argued that overall there wasn’t a major influence in children’s performance in literacy
skills.

Table 41. Influencing factors in all items of PIPS

Influencing factors in Performance Indicators in Primary Schools (PIPS)

Mix model analysis (Split-plot ANOVA)

Gender  Family  Siblings  Order of Place of Nationality Multilingual
Status Birth Birth
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Q1: Writing .858 413 .029 .003 .534 .750 .609
Q2: Picture 157 .743 .289 322 327 424 .822
Identification/Vocabulary

Q3: Ideas about Writing .706 431 .071 465 1.000 .706 .240
Q4: Repeats .365 172 .058 .138 .832 .804 457
Q5: Rhyming Words .196 221 .507 .358 .507 323 .274
Q6: Letter Identification .065 .605 .156 .990 .892 .687 .823
Q7: Word Identification .687 .081 .620 .209 .518 910 .566

Regarding the differences in literacy performance among groups, the data

analysis showed that overall and in most items there was a statistical significant
difference between the control group and the experimental groups. However, there

were some items in which the data analysis showed that there was no statistical
significant difference between the control group and the experimental groups. There
was an effect on children’s literacy skills among the control group and the
experimental groups as there was a statistical significant difference in Picture
Identification/Vocabulary (p=.001, p=.002, p=.001), in Repeats (p=.001, p=.002,
p=.000), in Rhyming Words (p=.000, p=.000, p=.000), in Letter Identification (p=.000,
p=.000, p=.000) and in Word Identification (p=.000, p=.000, p=.000). In the only items
that the data shows that there was no effect among the control group and the
experimental groups are in Writing (p=.522, p=.847, p.=719) and in Ideas about
Writing (p.=039, p=.039, p=.037, p=.604) as the numbers show that there was no
statistical significant difference (see table 42). In other words, this means that the
intervention might not have an effect in children’s performance in writing and ideas
about writing as the numbers reveal that there was no different effect. However, the
numbers overall revealed that in the majority of the items that measured children’s
literacy skills there was a strong significant difference and thus it can be argued that
the intervention in total made a difference. It has to be acknowledged that the
intervention did not focus on these areas, but it was mainly empowering children to
emerge literacy activities. However, looking closely the pedagogical projects that was
suggested and implemented during the intervention (see appendix 8), there were a
lot of such opportunities. Being more specific, in the pedagogical project ‘The flowers’
at EG 1, children received a letter from Mone (the painter), which was the motivation
to discuss the different ways of writing according to cultural differences. This was a
very good opportunity to discuss and develop ideas about writing and seek the proper
response. This was also a good call in order to make the motivated to write back to
the painter and reply to this letter.In the comparison among the three different

experimental groups, the data analysis shows that there is no different effect in

children’s performance between the EG1 and EG2 in all items apart from Letter
Identification that the numbers show that there is a statistical significant difference
(p=.014). This difference can be explained by looking at the numbers in the mean in
these two groups (see table 43). It is obvious that children in EG2 had a greater

153



progress in this area. One good and reasonable explanation might be the fact that
children in this group were more interested in activities towards this area and thus
they had more opportunities to develop these skills. Looking closely the pedagogical
projects that were suggested and implemented during the intervention (see appendix
8), itis obvious that in EG 2 there was a constant effort to include more writing aspects
in their drama play in order to facilitate their interactions. For example, in the
pedagogical project ‘Travel in the Universe’ children created alien name tags with
pseudo letters in order to help them find their way, created an invitation to their
favourite alien, created a list with the dangers they need to be aware during their
journey. Whereas in the EG1, there were more opportunities for verbal
communication which was enriched by written communication. For example, in the
pedagogical project ‘Butterflies’ children engage in meaningful discussion about the
reason why these butterflies are so weird and the practitioner act as a scribe in their
ideas.

In the comparison between EG1 and EG3, the data analysis shows that there
was no different effect in children’s performance in Writing (p=.681), in Picture
Identification/Vocabulary (p=.539), in Repeats (p=.407), in Letter Identification
(p=.502) and in Word Identification (p=.310). An effect on children’s performance was
in Ideas about Writing (p=.008) and in Rhyming Words (p=.002). This difference can
be explained with a closer examination of the mean in these two groups (see table
43). It is clear that children in EG1 had a greater progress in this area comparing
children in EG3. A solid reason for this might be that children in EG1 included more
activities with rhyming words and writing and this might have resulted in higher results
in these areas. For example, in the pedagogical project ‘The butterflies’ children are
trying to create little poems with rhyming words in their question and answer game
for the specific parts of the paintings. Last but not least, in the comparison between
EG2 and EG3 the data analysis shows that children’s performance is divided in
approximately half with no effect in half of the items and with an effect on the other
half. There was a statistical significant difference in Writing (p=.030), in Ideas about
Writing (p=.002), in Rhyming Words (p=.013) and in Letter Identification (p=.005) and
there was no effect in Picture Identification/Vocabulary (p=.683), in Repeats (p=.108)
and in Word Identification (p=.066) (see table 42). Similarly, as above, looking closely
the numbers in the mean of these two groups, it can be argued that children in EG2
had a slightly greater improvement in these areas. Again, this might have resulted in
more opportunities to develop these skills during the activities that were suggested
by children. It is important to realise that the suggested interdisciplinary framework
did not aim to develop these skills but it aimed to empower children to emerge literacy
activities. Looking closely the pedagogical projects at appendix 8, it seems that
children in EG2 were constantly including a lot of writing aspects in their drama play
in order to facilitate their actions. For example, they were very creative in producing
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alien forms of writing (pseudo letters) and real signs to remember their journey during
their trip to universe. Whereas in EG 3, children participated more in discussion in
which the practitioner was acting as a scribe in their ideas. For example, at the
pedagogical project about Zeus and Mythology children were discussing the user guide
of the time machine and the practitioner were writing down their ideas.

Table 42. PIPS among groups

Performance Indicators in Primary Schools (PIPS)

Mix model analysis (Split-plot ANOVA)

EG1/CG EG2/CG EG3/CG EG1/EG2 EG1/EG3 EG2/EG3

Ql: Writing .522 .847 719 .615 .681 .030
Q2: Picture Identification/Vocabulary .001 .002 .001 .869 .539 .683
Q3: Ideas about Writing .039 .037 .604 .842 .008 .002
Q4: Repeats .001 .002 .000 .357 .407 .108
Q5: Rhyming Words .000 .000 .000 .823 .002 .013
Q6: Letter Identification .000 .000 .000 .014 .502 .005
Q7: Word Identification .000 .000 .000 .920 .310 .066

Although there might be some differences in children improvement in the
different items of PIPS, children in all 3 experimental groups displayed significantly
greater gains in all items comparing the performance in children in the control group
who did not receive the treatment. As it was argued above, comparing the 3
experimental groups there were some cases that children from one group had a
slightly better improvement than children from the other group. However, in general
terms, children’s performance in the pre-test was approximately in the same levels in
all experimental groups and in the control group. Comparing the numbers in the post
test, it is clear that children from the experimental groups had better performance in
all items of PIPS. In addition, in the control group the numbers show that in Repeats
(M=5.5) and in Rhyming Words (M=2.71) children’s performance remained the same
and in Picture Identification/Vocabulary (M=17.93, M=17.00) there was a slight
decrease in the numbers (see table 43).

Before reaching any conclusions regarding the intervention, it is important to
consider some elements. It is very positive that children in the pre-test had
approximately the same performance with no major difference, which safeguards the
examination of the intervention in terms of the results in the post-test as children had
approximately the same starting point in terms of their literacy skills. However, it is
also true that there are other external factors that might have a contribution in
children’s learning and attitude towards learning e.g. parents’ values and beliefs,
important others etc. Thus, it is only reasonable to argue that this improvement might
be attributed to other factors apart from the intervention per se. On the other hand,
considering the fact that the art intervention aimed to improve children’s literacy

155



skills, it is clear that during their interactions with the arts there was an emphasis in
the literacy aspects of these activities. Therefore, it can be equally argued that children
in the experimental groups had more opportunities to practice and develop these
skills. Having in mind the liberal character of the arts and children’s role in the
suggested interdisciplinary framework, children were not forced in such activities but
they participated with their free will.

Table 43. Mean average in PIPS among groups

Performance Indicators in Primary Schools (PIPS)

Mix model analysis (Split-plot ANOVA)

EG1 Mean EG2 Mean EG3 Mean CG Mean
Pre test Post Pre test Post Pre Post Pre Post
test test test test test test

Q1: Writing 3.00 4.83 2.87 493 2.29 3.93 2.07 3.43
Q2: Picture 19.61 22.78 19.13 224 18.29 21.79 1793 17.00
Identification/Vocabulary
Q3: Ideas about Writing 5.11 9.06 5.13 9.20 6.07 8.21 5.00 6.5
Q4: Repeats 5.89 7.78 6.40 7.80 4.50 6.93 5.50 5.50
Q5: Rhyming Words 1.61 7.11 1.20 6.47 2.64 5.36 2.71 2.71
Q6: Letter Identification 7.44 18.44 3.93 20.47 5.00 1486 3.36 5.79
Q7: Word Identification 2.17 13.89 2.87 14.4 2.50 10.29 3.00 4.43

9.2.5 Final study: Personal and Social Development (PSD)

In order to examine children’s development in their personal and social skills
in the different groups a mix model analysis (split-plot ANOVA) was used. There was a
comparison between the pre- and post-test of each of the 11 items of PSD among the
control group and each experimental group individually and among all the
experimental groups. The data also tested using a mix model analysis (split-plot
ANOVA) among the 11 items of PSD and the background characteristics of the sample
to verify if they will act as influencing factors to the outcomes.

Data analysis showed that overall the background characteristics of the

children served as a non-significant factor in their performance as there was no
statistical significant difference in the numbers. The only statistical significant
difference that was found was in Confidence in the factor Order of Birth (p=.024) and
in Communication in the factor Place of Birth (p=.048) (see table 44). This means that
there might be an influence in children confidence and their order of birth and
children’s communication and their place of birth. This can be attributed to the fact
that siblings’ interactions and more specifically elder sibling interactions results to
greater gains in social interactions according to a variety of researchers (see Howe et
al., 2016; Palacios et al., 2016; Harrist et al., 2014). In addition to this, the place of
birth might imply cultural differences in which might affect children’s communication
(Baker, 2011). However, it had to be acknowledged that there wasn’t a statistical
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significant difference in the majority of children’s background characteristics and their

social skills in the different items of PSD. Thus, it can be argued that overall there was

no major influence that might have affected the outcomes.

Table 44. Influencing factors in all items of PSD

Influencing factors in Personal and Social Development measure (PSD)

Mix model analysis (Split-plot ANOVA)

Gender  Family Siblings  Order of Place of Nationality Multilingual
Status Birth Birth

Q1: Comfortable .081 .345 .845 .903 .457 .509 131
Q2: Independence .160 .996 .285 .924 454 .529 .318
Q3: Confidence .657 .263 .307 .024 .835 .809 .074
Q4: Concentration: Teacher .290 .547 .668 .630 142 .209 .820
directed activities

Q5: Concentration: Self-directed .676 .347 .857 .807 114 191 .973
activities

Q6: Actions .204 .948 .781 .970 .255 333 .786
Q7: Relationship to peers .705 .194 414 .254 .550 724 .186
Q8: Relationship to adults .826 .226 .229 .261 .303 423 .596
Q9: Rules .381 .071 .802 .691 272 .355 .548
Q10: Cultural awareness .833 117 .563 .573 .253 .435 917
Q11: Communication 332 .219 .518 722 .048 .100 272

Comparing the differences in social skills among groups, the data analysis
showed that in total and in almost every item there was a statistical significant
difference between the control group and all the experimental groups. It is obvious

that there was an effect on children’s personal and social skills as there was a statistical
significant difference in Comfortable (p=.016, p=.012, p=.000), in Confidence (p=.000,
p=.000, p=.000), in Concentration (p=.000, p=.000, p=.000), in Actions (p=.000, p=.000,
p=.000), in Relationship to Peers (p=.002, p=.000, p=.000), in Relationship to Adults
(p=.000, p=.000, p=.000), in Rules (p=.000, p=.000, p=.000), in Cultural Awareness
(p=.000, p=.000, p=.000) and in Communication (p=.000, p=.000, p=.000). In the item
Independence the data shows that there was effect only in the EG3 (p=.011) with
statistical significance in the numbers but there was no effect on EG1 (p=.016) and
EG2 (p=.012) with no statistical significance in the numbers (see table 45). In other
words, this means that the intervention might not have an effect in children’s
performance in the item independence in EG1 and EG2 comparing with EG3. Looking
at the numbers in the mean of the different groups (see table 46), it is obvious that
children in EG3 had a greater development in this item comparing to all other
experimental groups and the control group. Comparing this result with the results
from PIPS (see chapter 9.2.4), it can be argued that EG3 perhaps focused more in the
social aspect of their activities comparing to the other groups. A good explanation for
this might be that perhaps children embedded more aspects in their activities that
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boost up their independence comparing to the other groups. Reflecting on the quality
of interactions during a puppet show and especially the form of interactions that took
place in EG3, there are some good reasons that can explain this difference. For
example, in the pedagogical project ‘The hens of the farm’, children were motivated
by a hen puppet to participate and begin this project. This resulted in children
organising their own puppet show, which included a lot of opportunities of
independent and creative thinking as they were responsible of a variety of different
activities such as deciding the puppet making techniques, the actors of the story, the
plot and roles of each one.

In the comparison among the different three experimental groups, the data

analysis shows that there is no different effect in children’s performance between the
EG1 and EG2 in all items apart from Cultural Awareness that the numbers show that
there is a statistical significant difference (p=.012). In the comparison between EG1
and EG3 the data analysis shows that there was no different effect in children’s
performance in all items except from the item Rules (p=.037) and the item
Communication (p=.009) that there is a statistical significant difference. Looking at the
mean of these two groups (see table 46) shows that children in EG3 had a greater
performance in these areas comparing to children in EG1. In an effort to explain this,
a good reason might be the fact there was an emphasis on these aspects during the
suggested interdisciplinary framework as an outcome of children’s preferences. In
addition, a strong link can be argued among puppetry as an art form and these two
items of PSD. Being more specifically, children in EG3 were deciding and following
unconsciously rules and were participating in discussions with the puppets at the
beginning of each project. Being more specific. In the pedagogical project ‘The Hens
of the Farm’ children engage with a Hen puppet at the beginning, which was a
motivating factor to begin and start discussing their activities. In addition, they
decided to carry out a series of different puppet shows in which they were discussing
about the rules, plot, actors and sequence of their actions. This by itself might explain
the difference in the numbers. Finally, in the comparison between EG2 and EG3 the
data shows that there is no different effect in children performance in all items except
from the item Comfortable (p=.006), the item Relationship to Peers (p=.005), the item
Cultural awareness (p=.000) and the item Communication (p=.010) where there is a
statistical significant difference (see table 45). Again, the mean of these two groups in
these areas shows that children in EG3 had a slightly higher score in these areas, which
might be a result of the activities that took place during the interdisciplinary
framework. Considering the background characteristics of each group (see table 36-
38), it is clear that in EG3 was a slightly bigger diversity in terms of cultural diversity.
This by itself might have lead the practitioner unconsciously to give greater emphasis
on the cultural awareness of the children in this group with the ultimate goal to enable
them to adapt in the society later. Another good reason for this, rests also on the
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different art forms and their content. For example, it can be argued that children
through puppetry disengage emotionally from the current situation and are able to
express their ideas, emotions and feelings through a puppet that might be considered
as a safe artefact as it is an external object. In addition, puppetry as an art form,
indicates more focused verbal communication in contrast with the drama play which
is focused in the expression of ideas and feelings through movements. In drama play
children express their ideas through the relevant roles they want to adapt every time.
Therefore, the above differences might be attributed to these arguments. In an effort
to link these arguments with the pedagogical projects that took place during the
intervention (see appendix 8), there are some good examples that can be found. For
example, in the pedagogical project ‘The Zeus and the Mythology’ children start to mix
and match the 12 different gods and goddesses and their abilities and give their own
interpretations of their efforts to remember who they are. This activity demands a lot
of verbal interactions with their peers, which are taking place through an external
object and more specifically a puppet.

Table 45. PSD among groups

Personal and Social Development measure (PSD)

Mix model analysis (Split-plot ANOVA)

EG1/CG EG2/CG EG3/CG EG1/EG2 EG1/EG3 EG2/EG3

Q1l: Comfortable .016 .012 .000 272 231 .006
Q2: Independence .170 .166 .011 .798 .320 .163
Q3: Confidence .000 .000 .000 .820 .254 .319
Q4: Concentration: Teacher directed .000 .000 .000 .650 407 .185
activities

Q5: Concentration: Self-directed activities .000 .000 .000 .510 460 .107
Q6: Actions .000 .000 .000 .119 .053 .529
Q7: Relationship to peers .002 .000 .000 .507 .225 .005
Q8: Relationship to adults .000 .000 .000 1.000 .188 .074
Q9: Rules .000 .000 .000 .394 .037 142
Q10: Cultural awareness .000 .000 .000 .012 217 .000
Q11: Communication .000 .000 .000 .909 .009 .010

Looking the data from the mean average in all 3 experimental groups, although
there might be some differences in children improvement in the different items of
PSD, it is obvious that children displayed significantly better development in their
social skills in all items comparing the data from the mean average in the control
group. As it was argued above, comparing the 3 experimental groups there were some
cases that children from one group had a slightly better improvement than children
from the other group. However, in general terms, in the pre-test children performance
was approximately the same in all groups but in the post-test the numbers show a
better performance in the experimental groups. On the contrary in the control group
the data shows that in the item Action (M=2.64) children’s performance remained the
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same and in items Concentration: Teacher directed activities (M=2.43, M=1.86),
Concentration: Self-directed activities (M=2.43, M=2.29) and Rules (M=3.00, M=2.86)
there was a decrease in the numbers (see table 46).

Before reaching any conclusions regarding the intervention, it is important to
consider some elements. The fact that children in all experimental and control groups
had approximately the same social performance is very positive as we can make safer
claims regarding their improvement in the post-test. However, it is also true that the
development in children’s social skills might be an outcome of other external factors
e.g. parents’ social lives, after school activities. It might also be an outcome of the
practitioners’ approach and interactions during the intervention. This is reasonable to
argue that these factors might be the reason for this improvement. On the other hand,
it is also true that the suggested interdisciplinary framework provided constant
opportunities for meaningful social interactions among the children and between the
children and the practitioner. On top of that, looking at the pedagogical projects that
were designed during the intervention (see appendix 8), it is clear that there was an
emphasis on collaboration and team work in every activity. Therefore, it can be equally
argued that the intervention was also an important factor for this improvement as
children had more opportunities to practice and develop these skills in a liberal
environment.

Table 46. Mean average in PSD among groups

Personal and Social Development measure (PSD)

Mix model analysis (Split-plot ANOVA)

EG1 Mean EG2 Mean EG3 Mean CG Mean
Pre test Post Pre test Post Pre Post Pre Post
test test test test test test

Q1: Comfortable 2.78 3.94 3.00 3.94 2.36 3.93 2.93 3.36
Q2: Independence 3.00 4.00 2.67 3.60 2.43 3.71 2.57 3.21
Q3: Confidence 2.50 3.78 2.13 3.47 1.17 3.29 2.43 2.57
Q4: Concentration: Teacher 2.33 3.83 2.00 3.40 1.93 3.64 2.43 1.86
directed activities
Q5: Concentration: Self-directed 2.38 3.83 2.07 3.40 1.93 3.64 2.43 2.29
activities
Q6: Actions 2.83 3.89 1.80 3.27 1.71 3.36 2.64 2.64
Q7: Relationship to peers 2.39 3.94 2.20 3.53 1.36 3.36 2.29 2.64
Q8: Relationship to adults 2.56 3.89 2.20 3.53 1.79 3.50 2.43 2.64
Q9: Rules 2.56 3.78 2.07 3.47 1.64 3.36 3.00 2.86
Q10: Cultural awareness 2.06 3.89 2.07 3.33 1.29 3.43 1.93 2.14
Q11: Communication 2.72 3.94 2.00 3.20 1.79 3.57 2.21 2.43

Analysing the data with a qualitative approach and debriefing the comments

that were written in the PSD in order to make an overall judgement of the social skills
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of each child, we can further verify the positive outcomes of the intervention in
contrast with the control group.

Social skills are very important in children’s development and learning. They
have a substantial contribution to their lives as professionals and their general well-
being (Segrin et al., 2007; Segrin & Taylor, 2007). They are further linked to cognitive
development, as according to social constructivist and social learning theories (see
Vygotsky, 1978; Bandura, 1977) children achieve knowledge more effectively through
their social interactions. This argument has a significant importance in the early years
settings, as this level of education is a very important ground that children start to
develop the fundamental social competencies (Parry, 2015; Schultz et al., 2011).

The first step in developing social skills is successful adjustment in the
surroundings (Schultz et al.,, 2011). The general scenery of the classroom can
contribute to the emotional adjustment of the children especially upon their first
contact with the school setting (Baker-Henningham et al., 2009; Baker, 2006). This
means that when children are adapted to the settings they are able to interact with
their peers, with the adults and with the significant others. This has an important
impact in effective learning as it is true that when people do not feel comfortable, they
are stressed and are nervous and thus, they cannot attain the information that is given
to them or the knowledge they are striving to accomplish. In addition to this, being
adjusted to the surroundings will enable children to manage successfully transitions
that will happen inevitably during the day and in their lives in general. According to
Jones & Harcourt (2013), children who are socially competent, also accomplish
effectively the changes in their daily routine. Therefore, being comfortable and

independent are two of the very important parameters is social competencies.

The evidence from the data analysis further supports these arguments and it
is obvious that children from the experimental groups were more benefited in this
area comparing with children from the experimental groups. Data shows that when
arts are used as a stimulus to promote literacy, children by the end of the school year
were more comfortable during the daily routines, managed transitions effectively and
were independent with their personal activities. Some extracts that show children’s
performance in these areas area as follows:

EG1
Child 9: Pre-test: She is fairly settled during the day. Sometimes she finds it
difficult to settle down during transitions. She mentions her mum a lot of

times during the day and asks when she will come and to take her home.
She wants to do things on her own way but she does not always manage
them successfully and will give up or leave them unfinished.

Post-test: There is progress in this. She is comfortable for most of the time
during transitions and copes well. When she is bored there is a possibility
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to start nagging but this ends up soon. She is very independent and rarely
seeks assistance. She manages to fulfill successfully her personal activities
and rarely asks for help.

Child 10: Pre-test: It is the first time that he is in a different class from his
sister. For this reason, there are times that he feels uncomfortable and

finds it difficult to cope with transitions. There are times that he needs help
with his personal activities, e.g. he cannot take off his coat, but he does not
ask for. For most of the time he seems independent.

Post-test: He is managing very well the transitions from one activity to the
other and is comfortable during the day. He rarely asks to go and check his
sister. There is progress in this area! He manages well with his personal
activities and rarely needs help. He is independent and asks for help only
when he is experiencing something difficult.

Child 13: Pre-test: He finds it very difficult to settle down. When he comes
to school he is very upset upon separation and cries very much. He asks

constantly about the time that he will go back to his home. Although he is
capable of coping with his personal belongings, the fact that he is insecure
does not allow him to be independent. He seeks for help or wait for
someone to help him.

Post-test: There is great improvement in this area!! He is very comfortable
upon separation and among transitions during the day. He seems to enjoy
his time in the school and he wants to prolong his stay in the school. He is
independent and manages well with his personal belongings. He will ask
for help only in a very difficult dressing and after loads of unsuccessful
attempts.

EG2
Child 2: Pre-test: He settles down for most of the day and looks comfortable

during transitions. He might be upset if something unexpected happened
during the day and changes the usual routines (e.g. music lesson at a
different time and day that it used to). He is independent but there are
times that needs help in his personal activities (e.g. fasten or unfasten his
coat, put on and get off his coat).

Post-test: He comes smiley to school and he looks forward to doing so. He
is never upset upon separation with the caregiver and copes well during
the day. He needs occasionally help with his clothing after some
unsuccessful attempts. He is independent for most of these activities.
Child 3: Pre-test: When she enters the classroom she is upset and crying.

After a while she gets over it and copes well but there are times during the
day that she will ask for her mum and the time her mum will come to pick
her up. She is independent with her clothing and personal activities.
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However, the fact that she is sensitive upon separation with the mum in
the morning might result in not trying and asking for help even though she
can manage doing on her own.

Post-test: She is smiley when she comes to school and upon separation with
her mum. There are limited times that she will mention that she wants her
mum to come and pick her up. She is coping well with her personal
activities and rarely will ask for my help. She is trying to put on and fasten
her coat and only after some unsuccessful attempts will ask for help.

Child 11: Pre-test: She is comfortable when she comes to school every

morning and copes well with the different routines of the day. There might
be some times that she is upset but she gets over this soon. She is
independent during the day but she might need occasionally support with
her clothing. She can fasten and unfasten her coat.

Post-test: She is happy and smiley every time she comes to school and this
remains until the time she leaves in the afternoon. She is happy with the
transitions in the daily routine. She is very independent and never needs
extra support or help in her personal activities.

EG3
Child 2: Pre-test: During the day he asks constantly if his mum will come to

pick him up. He wants to have this confirmation in order to settle down
during transitions. He seems very insecure and wants confirmation for
everything. He asks for permission in every personal activity (e.g. Can |
open my bag now? Can | wear my coat?).

Post-test: He is very comfortable during the day. He does not want the
confirmation that his mum will come to pick him up in order to be
comfortable. He copes well with transitions during the day. There is
progress in this area! He manages quite well his personal activities. He
seems more secure in doing this. He might need some support in some
clothing but he will try first.

Child 3: Pre-test: She never expresses that she does not feel comfortable

but her non-verbal signals show that sometimes she feels insecure
especially among transitions of the activities. She copes well with most of
her personal belongings. There are times that she will need extra help but
will not ask for it. She will wait passively for an adult to understand that
she needs help.

Post-test: She is more comfortable now and copes well with transitions and
every day routines. She is not upset upon separation with the caregiver in
the morning and her non-verbal signs shows she is comfortable. She is
better in this area! She manages well with her personal activities and
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belongings and she will try to do even if something is difficult. Rarely she
will need help and ask from an adult to help her.
Child 6: Pre-test: He is rarely upset upon separation with the caregiver but

he is upset during the daily routines and cannot settle down easily. He finds
hard to cope with transitions and usually he is doing his own things and
not following the group. There are personal activities that he needs extra
support as he cannot cope well e.g. put on his coat, change his shirt. He
usually asks for help.

Post-test: There is progress in this area as now he can cope well with
transitions and follow the group. He seems very comfortable during the
day and the routines. There are very limited times that he needs guidance
on how to carry out his personal activities but even then he does not need
help as he manages to do them.

cG
Child 5: Pre-test: She is usually comfortable and not upset during the

separation with her mum in the morning but after a while she seems really
uncomfortable during transitions. She keeps asking when her mum will
come to pick her up. She seems very dependent on someone else to help
her and she rarely tries to do something on her own. She always asks for
help with her personal activities and clothing and she never makes the
effort.

Post-test: She is basically in the same level and exhibits the same
characteristics in this area. She is very concerned when her mum will come
and pick her up. There is very little progress in this area as she is still
dependent on someone else to help her in her personal activities. There are
some minor times that she will make an effort to wear her coat. Usually
she asks for help.

Child 6: Pre-test: She comes to school very happy and say goodbye to her

mum very cheerfully. During the day she is most of the time comfortable
when it comes to transitions. However, there are times that she seems
really upset if something does not go as planned or if she has to follow the
group in the next activity and she hasn’t finished. Most of the time she is
independent and she can cope well with her personal activities. There are
times that she needs support when it comes to clothing.

Post-test: Very little progress in this area. There are still some times that
she finds it very difficult to cope with transitions. However, most of the day
she seems very comfortable. She is independent and she rarely asks for
help regarding her personal activities. She will need some support when it
comes to a difficult clothing.
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Child 7: Pre-test: Most of the time he is comfortable during the separation

with the caregiver in the morning and he rarely cries. He is fairly settled
during the day but there are sometimes he needs his security blanket with
him. However, he is very dependent on others to guide him during the day.
He will not do anything on his own. He always waits for someone to prompt
him to follow the routines.

Post-test: There are minor times that he is upset during separation with the
caregiver in the morning and most of the time he comes happily in the
classroom. He still needs his security blanket with him during some
activities but this has decreased slightly. However, he is still dependent on
adults or on other children to help him finish or even to start an activity.

Looking closely the above extracts it is obvious that children in the
experimental groups exhibited higher levels of independence and were more
comfortable in the post-test comparing with the children in the post group. As there
might be several reasons for this increase, it can also be argued that the arts
contributed in this improvement. One main argument for this is that children during
art intervention had the opportunity to interact in whatever way they wanted without
being judged. This by itself results in greater opportunities of feeling comfortable and
independent.

Being successfully adapted to the school setting, empower people, not only
children, to build their confidence (Pahl & Barrett, 2007). Self-assurance will result
eventually in gaining new knowledge as they will have the courage and the resolution
to try to do new things. The argument of the significance of personal experience in
learning is based on the discovery learning theory (see Bruner, 1981; 1961) which
describes the importance of experimenting and gaining a first-hand experience during
learning. It can be argued that personal skills such as confidence, concentration and

actions are also very important to build social skills. This can be justified with the fact
that in order to interact with other people, we should first develop skills such as being
able to focus on the content and the sequence of a discussion, have the courage to
initiate or continue a discussion, understand others people’s feelings and respect their
wellbeing.

As Parry (2015) verifies, developing confidence in the school settings and
especially in the early years settings will result in effective social development. Self-
confidence is the key to every social interaction in every level of education and age of
people. This helps particularly young children to feel capable to participate in group
activities and exchange ideas. It can be further characterised as a key social skill when
young children are in school (Ashdown & Bernard, 2012).

The data from the final study is highly linked with these arguments and
evidence of these attributes can be detected. Comparing children’s development
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between experimental and control groups, it is noticeable that when the arts are used
as a stimulus children show great signs of self-assurance to participate in group
activities. Generally, in the pre-test children’s performance was approximately in the
same level in the experimental and the control groups. However, in the post test
children from the experimental groups were benefited more in this area. Some
extracts that show children’s performance in this area are as follows:

EG1
Child 8: Pre-test: He seems confident to participate in team discussions but

when he experiences a difficulty he gives up and starts crying. This
sometimes may hinder him and act as a barrier in his participation.
Post-test: He is very eager to engage in team activities and discussions and
sometimes he expresses his opinion by showing deep thinking. There are
some very limited times that he might need to be prompted.

Child 10: Pre-test: He is over reacting when he is prompted to join the

group. He is very hesitant and shy regarding this and prefers to stay and
play alone.

Post-test: There is great progress in this area!! He will join the group
activities and will always participate in group discussions. There is no need
for stimulating him to join the group as he usually leads the activities.
Child 11: Pre-test: She is not confident to join group activities. During the

circle time, in which there is group discussion, she does not speak very
much and when she does she speaks with a very low voice that children
barely can hear her.

Post-test: Although she is shy, there is a great progress in this. She seems
confident to participate in group activities but she will not choose to have
a leading role.

EG2
Child 2: Pre-test: It is obvious that he lacks of confidence, although he is
really interested to join group work. He needs a lot of support and most of

the time he will not respond to the invitations from other children or from
the adults to join the group.

Post-test: There is progress in this area as he seems more confident to join
group activities and discussion. There are times that he will not follow the
group work until the end as he seems absorbed in his thoughts.

Child 3: Pre-test: She wants to participate in group activities but she needs

to be prompted to do so. Sometimes she feels insecure when she thinks the
morning separation and this keeps her back from participating.

Post-test: She still needs some occasional support in participating in group
activities but most of the time she participates without being prompt to do
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so. She will not take a leading role but she is always happy to say
interesting ideas.

Child 10: Pre-test: It is obvious that she is used to not to try and thus she
lacks confidence in participating in group activities. She needs to be
prompted. However, even when she is prompted, she might ignore this call

and continue to stay passive.

Post-test: There is a great progress in this area. She got over the shyness
she had and now she has the courage to try new things and join group
activities. There might be still some minor times she needs to be prompted.

EG3
Child 2: Pre-test: He lacks confidence and do not have the courage to join
group activities. No matter how much he is prompted to join, he will not

return this call and he will prefer to play alone.

Post-test: He seems more confident now and has the courage to participate
to group work. He tries to be an active member and to share his ideas with
the rest of the group in order to move forward. There are still times he
needs to be prompted.

Child _6: Pre-test: He lacks confidence and he needs support and

confirmation that he is doing well. He usually does not prefer to join group
activities and when he does he needs to be prompted a lot and the activity
needs to be very attractive.

Post-test: There is progress in this as now he is more confident and he
rarely needs confirmation about his progress. He usually joins group
activities with his free will and participates with confidence.

Child 8: Pre-test: He needs confirmation of this achievements or actions in

order to proceed and to join a group activity. Sometimes he seems a little
shy to approach a group of children and waits until they call him first.
Post-test: He is confident about his actions and achievements and do not
need confirmation to proceed. He joins team activities with no particular
constrain to do so and have an active role in the procedures during the
team play.

G
Child 1: Pre-test: He seems confident but his non-verbal attitude reveals

signs of the opposite. He usually plays alone. He will only join a group
activity or a group of children when he is prompted and when he does so,
he will not participate actively.

Post-test: He is pretty much in the same level. He needs to be encouraged
in order to join the group and he often does it very reluctantly. He seems
shy to do so.
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Child 5: Pre-test: She hesitates to join the rest of the children while they are
playing or talking to them. She usually sits on the table and observes the
other children from distance. When the other children address to her, she
turns her head on the other side and pretends she does not listen to them.

Post-test: She is pretty much in the same level. She is still very shy and
usually she is lonely. She is usually reluctant to speak to other children or
play with them.

Child 7: Pre-test: He is very reluctant to join the rest of the class in an
activity during free or guided play. He rarely speaks or interacts with

anyone. Most of the time, he prefers to play alone. His non-verbal attitude
shows that he lacks of confidence and that he is extremely shy.

Post-test: Small progress in this area. He is still very shy and lacks of
confidence to interact with other children. He does not return their calls
when they prompt him to go and play with them.

As stated earlier, concentration is also a very important ability that has an
important role in children’s social skills. According to Ashdown & Bernard (2012),
concentration is a key social skill at the first steps of children during formal learning in
school. However, it is true that children in order to concentrate to an activity, the
activity itself should be interesting and trigger their attention to participate.
Concentration to teacher-led activities and self-led activities are of equal importance
as they both have a fundamental role in children’s learning process. It was argued in a
previous publication (see Theodotou, 2010), during this process children need the
adult support to guide them indirectly and to embed learning goals but they equally
need to be free to guide their own activities.

During observations for the PSD measure, it was obvious that, by end of the
school year, children in the experimental groups were totally concentrated during
teacher-directed and self-directed activities and there were limited, if any, distraction
that could affect them. Comparing this to the control group, children did not have the
same improvement in this area and as it is obvious at the below extracts there were
instances that children left the activity unfinished or left the activity half way.

EG1
Child 7: Pre-test: In teacher-directed activities, she can concentrate but she

is usually running late and then she loses her attention. Usually she asks to
finish the activity the next day as she sees her peers doing other things and
she does not like to be left back. In self-directed activities, her
concentration span is also very low and she cannot settle in one thing. She
seems absent-minded and most of time she leaves her activity unfinished
with the excuse that she will finish it the next day.
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Post-test: There is a great progress in this! In teacher-led activities, she
manages to sustain her attention for a long period of time. She succeeds
to finish her goal within a reasonable period of time. The same applies for
the self-led activities. She is focused and eager to reach her goal. She is
concentrated for long period and is not distracted.

Child 9: Pre-test: In teacher-led activities, she is distracted very easily and

loses her attention and goal of the activity. She finds it very difficult to
finish her work within a reasonable time and usually she initiates irrelevant
discussions with the children that are sitting next to her. In self-led
activities, it is also very difficult for her to settle in one thing and she is
distracted most of the time. She likes to talk with her classmates about
irrelevant things and rarely manages to reach her goal regarding the
activity she initiated.

Post-test: There is great progress in this area! In teacher-led activities, she
is focused most of the time and she is distracted only sometimes from mild
stimuli. She might browse her surroundings but she manages to fulfill the
goal of the activity. This is also obvious in self-led activities. She manages
to fulfill her goal and rarely initiates irrelevant discussions with her friends.
There are times that she stares her surroundings but she manages to finish
the activity she has initiated.

Child 17: Pre-test: In teacher-initiated activities, she is concentrated

towards the goal of the activity. There are times that she might lose her
focus as she wants to help other children. This might result not to come
back to her activity or finish it in a rush. She initiates activities that are
derived from her personal interests and tries to attract other children to
play with her. If she cannot find someone to join her she might lose her
interest.

Post-test: In teacher-initiated activities, she is very concentrated and
manages to finish her activity within a reasonable time. She still likes to
help other children when they are having a problem but she does not leave
her activity unfinished. She still initiates activities and enjoys when other
children are participating in them but she will not let the activity go just
because no one of her friends came to play with her.

EG2
Child 1: Pre-test: He is concentrated during teacher-directed activities but

sometimes he might lose his attention due to the fact that his friends are
doing something else. Sometimes he needs to be prompted to come back.
He likes to initiate activities and to make his friends a part of this. He can
lose this focus if his friends finish earlier than him.
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Post-test: In teacher-directed activities, he is totally concentrated and is
not distracted by external factors. He is aware of what his friends are doing
but he will not leave his activity unfinished. The same applies in self-
directed activities as he is very focused. He is not distracted by his friends’
actions and try to find ways to prolong the activity by inserting new goals.
Child 1: Pre-test: In teacher-guided activities, it is very difficult for him to

concentrate and he always gives up from the very beginning. He is
distracted easily by other children’s actions or discussions and he is
reluctant to come back to the original activity. He rarely initiates any
activity but there are times that he will voluntarily participates in other
children’s activities. However, he quits from the very beginning and spends
the rest of the time to just look what the other children are doing.
Post-test: There is a great progress in this area! In teacher-guided
activities, now in half of the times he is concentrated and manages to finish
his activity but with loads of breaks in the meantime. He can be distracted
by external stimuli and finds it difficult to come back. The same applies in
the self-guided activities. Now, there are times that he initiates an activity
and tries to fulfill his goal. There are distractions in the meantime but he
comes back eventually and most of the time he finishes his activity.

Child 11: Pre-test: During teacher-directed activities, she is concentrated

only for a limited period and only at the beginning. She gets distracted very
easily and leaves the activity unfinished. During self-directed activities she
also loses her interest and attention and leaves her activity unfinished. She
is usually wandering around the classroom observing other children’s
actions.

Post-test: There is progress in this area! During teacher-directed activities,
now, she can concentrate and stay focused for a reasonable period. There
are moments in which can be distracted but she comes back on her own
and finishes the activity. The same applies for self-directed activities. Now,
she can stay focused for a reasonable period. She wants to be aware of the
actions of her friends but she manages to finish her activity and reaches
her goals.

EG3
Child 1: Pre-test: During teacher-guided activities, it is very difficult for him

to concentrate as he can be distracted easily. He likes to disturb his friends
and discusses about irrelevant things. Most of the time, he leaves the
activity unfinished. He finds it very difficult to concentrate for more than a
few minutes in an activity that he will initiate. He likes to be aware of what
his friends are doing that this will result in him not finishing the activity he
has initiated.

170



Post-test: During teacher-guided activities, now he is totally concentrated
and focused for a long period. He still likes to discuss with this friends, but
he will finish first his activity and then he will discuss. The same applies for
the self-guided activities. Now he is focused for a long period and nothing
can distract him. He will interact with his friends but this will not distract
him from the activity or not finish it.

Child 5: Pre-test: She is concentrated in teacher-directed activities but she

needs some time to start. She seems really distracted at the beginning and
she likes to stare what other children are doing. She initiates activities and
usually these activities have to do with action games. During this, there are
a lot of breaks as she is distracted by external factors and there are times
she might leave the activity she initiated unfinished.

Post-test: In teacher-directed activities, she is very concentrated and starts
immediately the activity when the guidelines are given. She is rarely
distracted and when she is, this lasts only for a few seconds. The same is
obvious in the self-directed activities. She is very concentrated and careful
to every little detail. She still likes action games but now she is totally
concentrated to her goal and nothing can distract her. She always finishes
her activity.

Child 10: Pre-test: During teacher-lead activities, usually he is distracted by

the children who are sitting next to him. He needs individual instructions to
fulfill his work and even in this case he leaves his work unfinished or he
finishes it in a rush. He initiates an activity but usually he never reaches his
goal as he is distracted by his friends to do something else.

Post-test: During teacher-led activities, he is very careful in details and to
the given guidelines. He still can be distracted but he comes back easily and
stays focused for a long period. The same is obvious in the self-led
activities. He is concentrated and focused for a long period. He manages to
reach his goals in a reasonable time and he tries to prolong his activity by
inserting new goals and explains them to the children who are sitting next
to him.

G
Child 3: Pre-test: In teacher-directed activities, he can concentrate but only

for a limited period of time. He is distracted by his surrounding and most
of the time he asks for help in order to finish his activities. He usually leaves
his activity unfinished. In self-directed activities, he initiates an activity that
derives by his own interests but he will not reach his goal as he is usually
distracted by the actions of this friends. He settles down for a period of
time but this will not last long.
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Post-test: In teacher-directed activities, he is in the same level as before.
He can be distracted as he is very concerned of what is happing around
him. This result in not finishing his activity. The same is obvious in student-
directed activities. He is still initiating activities but he will not fulfil his goal.
He will usually get distracted by this friends to do something else.

Child 4: Pre-test: Very short attention span during teacher-directed

activities. He needs extra support and guidance to begin the activity but he
easily let it go. He seems very absorbed by his thoughts and he usually has
dreamy eyes during these activities. The same applies for the self-directed
activities. He usually does not initiate an activity on his own and he needs
to be prompted to do so. He finds it very difficult to reach the activity to
the end and he is very easily distracted.

Post-test: He is in the same level as before. His concentration span is still
very limited during teacher-directed activities. Although he is prompted
many times, he still finds it difficult to begin the activity and fulfil its goal.
The same applies for the self-directed activities. He needs to be prompted
to initiate an activity on his own but he usually leaves it unfinished. He
stares his surroundings to think and this distracts him very much as he
rarely comes back.

Child 9: Pre-test: She has a very short concentration span when it comes to

teacher-guided activities. She has a difficulty to settle down and after a
while she is distracted by her thoughts. When it comes to self-directed
activities, her level of concentration is better. She is able to maintain her
focus longer and usually she manages to reach her goal. However, there
are times that she might get distracted if her friends are doing something
else.

Post-test: There is a little progress in this area. In teacher-guided activities,
she is able to sustain her focus for a longer period than before. However,
she still gets distracted by her thoughts. In the self-directed activities, her
performance remained the same as before. She manages to fulfil her goal
but she is also distracted by her peers.

Looking closely the above extracts, it is clear that children in the experimental
groups revealed higher levels of concentration and confidence in the post-test
comparing to the children in the control group. These incidents took place in a liberal
environment without any intervention from external stimuli that were irrelevant to
the activities. Although there might be several reasons that are responsible for this
improvement, it can be argued that the contribution of the arts was also beneficial to
this outcome. One main argument is that the arts are part of their free play activities
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(see Hanley et al., 2009) and thus there are high changes that children consider the
intervention as a familiar process that derive from their true desires.

Respecting other people’s well-being is another important factor that
contributes strongly to successful social competency. Researchers (see Segrin et al.,
2007; Segrin & Taylor, 2007; Choi & Kim, 2003), point out that there is a strong
association between social skills and well-being, which further leads to the
understanding of other people’s well-being. People’s actions and especially young
children’s actions, have a substantial impact on their inclusion or exclusion of the
group and their approval of the important others. This has its grounds on the patterns
of prosocial behaviour in which children should be able to cope with social interactions
in a respectful way (Lindon, 2012). Being sensitive to other people’s needs, being
sympathetic to others and protect their safety are important qualities that anyone
should have. These characteristics enable people, not only young children, to interact
socially with others in a successful way and gain further knowledge through this
interaction.

The qualitative data from the PSD measure is strongly linked with the previous
arguments especially with the findings of the experimental groups. It seems that the
art intervention enabled these children to act in a thoughtful way and respect the
other children’s well-being and feelings. On the contrary, children that did not receive
any intervention seemed that they had a lower progress in understanding other
children’s well-being and most of the time they acted impulsively. Some extracts that
show children’s performance in this area are as follows:

EG1
Child 9: Pre-test: She has a very dynamic personality and fights for what

she wants. Most of the time, this results in not considering the wellbeing
of other children as she will do everything she can to get what she wants.
However, her intentions are not bad. There are sometimes that she
considers the wellbeing of others.

Post-test: There is great progress in this area! She considers the wellbeing
of other children and try to think before she acts. She has still a very
dynamic personality but in a reasonable manner. She tries to discuss and
to find a solution when there is a problem.

Child 13: Pre-test: His intentions are good but he usually acts impulsively

without thinking the others children’s wellbeing. Most of the time the other
children find it very difficult to interact with him because of his improper
attitude.

Post-test: There is great progress in this area!! He is very thoughtful of the
other people’s feelings and always considers their wellbeing. He thinks
carefully before he acts.
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Child 14: Pre-test: He usually acts impulsively and says things that will

make his friends sad (e.g. you are fat, you are a baby). There are times that
he might be aggressive to other children and as a result they afraid of him
and do not want to play with him.

Post-test: His intentions are good and he does not want to harm anyone. If
he does harm someone, he apologizes straight away and tries to behave.
Most of the time, he thinks of the others children’s wellbeing.

EG2
Child 2: Pre-test: He is passive and usually ignores the other children

when they try to approach him. If something makes him uncomfortable
he will act very impulsively and sometimes he can even be aggressive.
Post-test: He is still passive but now he is thoughtful of the wellbeing of
other children and he will not act in an aggressive way. There are times
that he will ignore children when they are trying to approach him.

Child 12: Pre-test: She can be influenced by her friends and she needs to be
reminded how to behave. There are times that she acts impulsively and

hurts other children’s feelings. However, her intentions are not bad.
Post-test: She is thoughtful of the wellbeing of the other children and most
of the time, she thinks before she acts.

Child 15: Pre-test: She is thoughtful of the others and their wellbeing. If she
sees a child to be unhappy, she is very sensitive and tries to comfort it. In

this case she might react impulsively to other child.

Post-test: There is progress in this area. She is very sensitive and she always
thinks very carefully before she acts. She wants everyone to be happy and
she will advise other children to do the same.

EG3
Child 2: Pre-test: Most of the time he cannot realize that his actions might

hurt the other children and he acts impulsively. It is obvious that it is
difficult for him to think before he acts and sometimes he hurts other
children by mistake.

Post-test: He is now careful and thoughtful about others. Most of the time,
he considers the wellbeing of other children and tries to influence the rest
of the group to do the same.

Child 5: Pre-test: She knows what behavior is acceptable and what

behavior can distract and annoy the other children and affect their
wellbeing. However, there are times that she annoys other children on
purpose just because she is bored.

Post-test: There is progress in this area. Usually she considers the other
children’s wellbeing but sometimes her ego is stronger than their wellbeing
so she might react inappropriately.
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Child 6: Pre-test: It seems that he cannot realize the outcome of his actions

and most of the time he reacts in an immature or impulsive way. He finds
it very difficult to wait for his turn and usually he pushes the other children
to move forward in the queue.
Post-test: There is a great progress in this area. He is careful about his
actions and considers the other children’s wellbeing. He tries to influence
other children to do the same.

cG
Child 2: Pre-test: It is very difficult for her to consider the other children’s
wellbeing. She reacts occasionally inappropriately and only sometimes she

thinks before she reacts. When she wants to do something, she behaves
impulsively and she might make the other children sad with her attitude.
Post-test: There is little progress in this area. She still finds it difficult to
consider the wellbeing of the other children but now in half of the times
she thinks before she reacts during their play. However, she still reacts
impulsively in certain occasions.

Child 10: Pre-test: Frequently he reacts impulsively during his interactions

with the other children. When he cannot get what he wants he might start
pushing and tweaking the other children until they give him what he is
requesting.

Post-test: He is at the same level as before. He shows very little
understanding of the other children’s wellbeing and he still reacts
impulsively. He can be aggressive if he cannot get what he is asking for.
Child 13: Pre-test: In half of the times he shows an awareness of the other

children’s wellbeing and emotions. He usually avoids contact with the rest
of the children and when they approach him, he either ignores them or he
might be aggressive towards them in the case they insist to play with him.
Post-test: There is no progress in this area. He is still lonely and ignores the
other children when they approach him to play. In half of the times he does
not consider the wellbeing of the other children.

Looking closely the above extracts, it is clear that children in the experimental
groups reveals higher levels of empathy towards their peers and their actions shows
that they were very concerned about their wellbeing. One main argument for this
might be the expected improvement in due course and the influence of external
factors. However, considering the fact that during the steps of the suggested
interdisciplinary framework there were constant opportunities to give and receive
constructive feedback, it can be argued that the intervention played an important role
in this improvement. This can be justified with the fact that children through the art
intervention had the opportunity to develop an emotional awareness of the people
around them by this constant indirect reflection of their actions.
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Having discussed and established the important contribution of adjustment
and personal skills in social competencies, following there will be an investigation and
discussion on the content of social skills. Some of the basic and crucial social skills that
contribute to people’s every day interactions are the ability to form healthy
relationship with others and to communicate effectively their ideas (Ashdown &

Bernard, 2012). These qualities enable adults and young children to interact with
others successfully and adapt in the society in general.

Creating and maintaining good and positive relationship with peers and with
the people that surrounds you, is the cornerstone of every social interaction.
According to Pahl & Barrette (2007), students with good social skills have also good
relationships with others. Positive relationship with peers are of equal importance

with positive relationship with adults. Both of them contribute to children’s success to

the school in their cognitive and social development (Durlak et al., 2010; Baker, 2007).
Through positive relationships children have the opportunity to interact effectively
and gain new information that will eventually transform into new knowledge. It is true
that we communicate better with people that we have established first a common
way of dealing things and this is based on the good relationship we have built upon
our initial interactions.

The data analysis from the final study regarding children’s social skills shows
that there are plenty of evidence that can be linked with the above arguments. It is
obvious that when the arts are used as a stimulus, children were able to form positive
relationships with their peers and the adults in a much higher level from the children
at the control group that did not receive any treatment. Some extracts that show
children’s performance in these areas are as follows:

EG1
Child 9: Pre-test: She communicates easily with the other children and is

able to form friendships. Because of her dynamic personality there are
times that there is a conflict with the other children. However, there is the
possibility that she will end up playing alone. Sometimes she will overreact
during interactions with adults and might not interact in the appropriate
way. She is able to ask what she wants and approach them easily.
Post-test: She is very sociable and forms friendships with other children
very easily. She approaches children in the appropriate way and interacts
with them appropriately. She is still very dynamic but when there is a
conflict she usually discusses with the other child in order to find a solution.
She approaches adults in the appropriate way and most of the time she
interacts with them in an appropriate manner. She expresses her feelings
to them but sometimes she might be shy and not do this. However, this
might occur only in minor times.
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Child 11: Pre-test: She is a little shy and sometimes she might be reluctant

to approach other children and to make friendships. She needs some time
to feel comfortable and after this she is usually sociable. She approaches
adults only when it is absolutely needed, and especially the ones that she
does not know very well. She needs time to familiarize herself and be
comfortable to interact with them.

Post-test: There is great progress in this area! She approaches other
children very easily and makes friendships. When there is a child that is
hesitating to do so, she will approach it and will make it a member of the
group. Regarding her relationship with adults, she is very confident to
approach them and is able to participate in a mature conversation with
them.

Child 15: Pre-test: She only interacts with one girl that she knows from last

year. She rarely approaches anyone else and when other children approach
her, she ignores them. Her relationship with adults is different in a good
way. She is pleasant but she approaches adults only when it is necessary.
When it comes to new member of staff, she needs first to observe them
carefully and then she will approach them.

Post-test: There is a huge progress in this area!! Regarding her relationship
with peers, she is very sociable and has a lot of friends who love her very
much. She is always an active member of every group activity. Regarding
her relationship with adults, she is able to form very good relationships
with them and even with the adults she has just met. She is polite and
interacts appropriately with them.

EG2
Child 10: Pre-test: She finds very difficult to approach other children and to
make friends. There are only 1 or 2 children who approached her and she

interacts only with them. There are many times that she sits on her own
and ponder. She blocks all the communication windows with the others.
The same applies for her relationship with adults. She finds very difficult to
approach adults and speaks to them. Usually she stays passive when they
call her or try to interact with her. She seems very shy in this area.
Post-test: There is a great progress in this area! She is approachable and
she approaches other children and plays with everyone. She is polite and
sociable. There are still some times in which she will demand her privacy.
The same applies for her relationship with adults. She is approaching adults
when needed and asks them questions that will help her in her activities.
Most of the time she responds to their call.

Child 11: Pre-test: She likes the company of other children but most of the
time she annoys them and push them just for fun. As a result, children do
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not want to play with her. Her relationship with adults is not so good but
for a different reason. She is reluctant to approach adults and there are
times that she ignores their call. Most of the time she does not interact
appropriately with them.

Post-test: There is progress in this area and she manages not to annoy the
children that she is playing with. She is more sociable and most of the time
she interacts with them appropriately. The same applies for her
relationship with adults. She is better in this area and now most of the time
she approaches adults with confidence and with the right attitude and
behavior.

Child 14: Pre-test: He needs to work a lot in the relationship with his peers.

He is very reluctant to approach other children and to make friends. Usually
he plays on his own and ignores the children that try to approach him. His
relationship with adults is similar. He hesitates to approach adults even
when he knows them. He prefers to observe them from a distance and
usually he ignores their calls.

Post-test: His relationship with peers is improving every day. He is more
sociable now and with no particular difficulties. He has the courage to
approach other children and asks them to play with them. Regarding his
relationship with adults, he is more sociable than he used to be but still he
is shy half of the times. He responds after a while to their calls and interacts
appropriately with them.

EG3
Child 2: Pre-test: He is not that sociable. He interacts with specific children

but not all the times. Most of the time he likes to play alone and will not
interact with other children. His relationship with adults needs
improvement as well. Most of the time he is very shy to approach an adult
and he will do it only if it is absolutely needed and necessary. He usually
tries to avoid this interaction and he observes them from distance. When
he realizes that the adult is looking at him, he looks down and turns his
back on them.

Post-test: There is a huge progress in his social skills. He is more sociable
now and he has friends. He interacts with almost every child and plays with
them in an appropriate way. The same is obvious in his relationship with
adults. He feels very secure when an adult is around and he will try to make
contact with him. He is very sociable and relates well with them.

Child 6: Pre-test: He develops relationships with other children only when

there is a leading framework e.g. one had to give guidelines and the other
one has to follow. He cannot play in any other way. He will approach adults
only to ask confirmation about his achievements or clarification about an
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activity. This interaction is usually limited and when he gets the
information he wants he just leaves immediately.

Post-test: There is a development here. He got over his initial attitude of
leading relationships with his peers. Now he can form friendships and most
of the time they play with equals roles. Regarding his relationship with
adults, it is obvious that there is a progress as well. He feels more confident
to form relationships with adults and to approach them. He interacts with
them with the appropriate way and usually he is polite.

Child 12: Pre-test: She needs to work a lot in her relationship with other
children. She rarely interacts with the other children and she generally

avoids any contact with them. She has only one friend and plays only with
her. She never approaches adults even when she is extremely familiar with
them. In order to approach them she needs a lot of support and there
should be her friend with her. She is reluctant in any kind of interaction
with other children or adults.

Post-test: There is a great progress in this and she is now very sociable. She
communicates well with the other children and plays with them in an
appropriate manner. Regarding her relationship with adults, she improved
her communication with them. She approaches them and asks them for
clarification about something that she did not understand. She does not
need any company during these interactions as previously.

cG
Child 1: Pre-test: It is easy for him to communicate with other children and

to make friendships but half of the times he is shy to do so and prefers to
play alone. Because of this, he might hurt the other children’s feelings by
ignoring them. His relationship with adults is ok. He approaches them with
some difficulty only when he needs something from them (e.g. a toy that
cannot reach). This interaction is most of the time appropriate.

Post-test: There is a decrease in his relationship with peers. He often finds
difficult to speak to other children and prefers to play on his own. It is
difficult for him to make friendships and to interact with other children.
Regarding his relationship with adults it is obvious that there is no progress
or decrease in this area. His attitude remained the same as before. He still
approaches the adults with some difficulty and only when it is necessary to
do so.

Child 2: Pre-test: Most of the time, she communicates quite easily with her

peers and plays with them in an appropriate manner. However, there are
times that she does not take notice of their feelings and she might hurt
them or push them in order to get what she wants. After this circumstance,
she prefers to play alone. She approaches adults with some difficulty. She
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needs some time at the beginning to make herself familiar with them by
observing them from a distance. Most of the time she will not initiate an
interaction with them.

Post-test: There is no progress in this area. Her relationship with peers
remained the same. There are times that she is still unaware of the other
children’s feelings and as a result she tends to annoy them. The same
applies for her relationship with the adults. There is not progress in this
area and she still finds it difficult to initiate a discussion with them.

Child 10: Pre-test: He needs to work on his relationship with peers. Very

often he exhibits a difficulty to approach other children and he seems
extremely shy. He avoids any contact with them and refrains from
interacting with them. He prefers to play alone. The same is obvious in his
relationship with adults. He finds it very difficult to interact with them and
often he needs to be triggered to do so. However, when this happens he
interacts with the appropriate way.

Post-test: There is a little progress in this area. He can communicate quite
easily with his peers but still seems shy most of the time. Usually, it is the
other children who initiate this interaction and not him. On the contrary,
his relationship with adults remained the same. He is still reluctant to
initiate a discussion or any kind of interaction with them. Usually he waits
from them to do so.

Looking closely the above extracts, it is obvious that children’s attitude in the
experimental groups revealed more positive relationships with adults and peers
comparing with children in the control groups. In both groups there was an
improvement in this area as it is expected in due course but in the experimental groups
the extracts were related with more positive examples. One main argument for this
might be the fact that during the art intervention there were constant opportunities
for team and collaborative work in which children had to decide and design the
pedagogical activities. It seems that the way the arts were utilised during the
suggested interdisciplinary framework contributed beneficially in children’s
relationships. Being more specific, children had to collaborate in every step and decide
as a group their next steps, which requires high levels of social skills and especially
constant interactions with others. Therefore, it can be argued that the way the arts
were utilised during the intervention, enabled children to develop and form good
relationships with other.

The final characteristic of successful social skills that will be examined is
effective communication. Researchers (see Segrin et al., 2007; Hargie et al., 2000)
stressed that the ability to communicate successfully leads to successful social
interactions and consequently social skills. People with excellent communication skills
have also excellent social skills as they are able to convey the correct messages to their
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recipients and make themselves understood. This gives them extra social support
during their interaction and make them successful in their actions. There arguments
have been further verified in the early years settings by Pahl & Barrett (2007), who
contribute to this discussion by stressing the influence of good communication skills
to social competencies.

During the data analysis from the qualitative section of the PSD measure, it
was obvious that there is evidence that supports the above arguments. Especially,
data shows that children from the experimental group were benefited more
comparing with children in the control group. Children in both groups had an
approximately similar performance in the pre-test but when arts were used as a
stimulus children had better outcomes in contrast with children from the control
group. Some extracts that show children’s performance in this area are as follows:

EG1
Child 9: Pre-test: Her communication skills are okay but sometimes it is not

clear what the message is. She talks and expresses her ideas but she is in
constant move and this might result in confusing messages.

Post-test: There is a hug progress in her communication skills during free
and structured play. Her verbal communication skills are very good and she
manages to transfer her thoughts and ideas successfully to others.

Child 11: Pre-test: She is polite when she speaks and asks simple questions.

Her vocabulary is pretty simple. She is not going to support her arguments
and her ideas further. Mostly, she will state what she wants or thinks with
no further explanation.

Post-test: There is a huge progress in her communication skills. She is very
talkative and changes her facial expressions accordingly when she is telling
a story. She supports her ideas with clever arguments and tries to explain
everything that is happening or had happened with every detail.

Child 14: Pre-test: He is expressing his ideas and make himself

understandable but there are times that he speaks too loud and fast that
we cannot understand him. This results in a communication break.
Post-test: There is a progress in his communication skills. He speaks and
uses the appropriate words to explain his ideas. He stresses the parts that
are important in a story e.g. during reading a book in the library or during
a conversation with his peers or the practitioners.

EG2
Child 2: Pre-test: He is a little behind in his communication skills but this
might be attributed to his low self-esteem. He rarely speaks and

communicates verbally. When he does his voice is very low and passive that
he cannot make himself understood.
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Post-test: There is an improvement in his communication skills. He asks
specific and challenging questions but this happens in limited times. His
speech is grammatically correct though. He manages to make himself
understood and convey the message he wants to.

Child 5: Pre-test: His communication skills are good but there is a problem

in his pronunciation. His speech is good but there are some consonants /r/,
/l/ that he cannot pronounce well and thus there are sometimes that he
avoids talking or expressing his ideas.

Post-test: There is progress in this area and in his pronunciation. He
manages to pronounce /r/ but he still has some difficulty in pronouncing
/l/. However, he can communicate his ideas successfully and he rarely
refrains from talking and expressing his ideas.

Child 8: Pre-test: She tries to communicates and to express her opinion. She

makes a lot of mistakes and this keeps her back in discussing with other
children as it seems that she does not want to be embarrassed.

Post-test: She participates in team discussions and is very eager to talk and
to express her views. She does this successfully. She just started to explain
more her ideas.

EG3

Child 3: Pre-test: She is a little bit behind in her communication skills and
this seems to be attributed in her lack of confidence. She barely talks and
when she does most of the time it is difficult to make herself understood as
she does not complete the sentence.

Post-test: There is progress in this area. She still has some difficulties to
speak properly as she cannot pronounce some consonants. However, she
can make herself understood and she always participates in the group
discussion and states her position.

Child 5: Pre-test: She can communicate and transfer her ideas. Sometimes

she makes mistakes and get confused. This does not enable her to continue
the discussion as she forgets what she wanted to say.

Post-test: It is obvious that there is a progress in this area. She
communicates very well and makes herself understood always. She is
supporting her ideas with arguments and explains her thoughts eloquently.
Child 7: Pre-test: There are times that he might have some problems in the

verbalization of his ideas mostly in the content of his message. He tries to
participate in group discussions but when he cannot convey the message
he wants he stops trying.

Post-test: He got over the obstacles he had and he keeps trying to
communicate his ideas. He can express his thoughts eloquently and he got
over the problems he has with the articulation.
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cG
Child 3: Pre-test: When he speaks he uses very simple statements and

words. Most of the time he does grammar and syntax errors. He prefers
not to talk at all if it is not necessary.

Post-test: There is no progress in his communication skills. He still uses
simple words and sentences and he refrains from any conversation if he
can do it. His speech contains a lot of syntax and grammar errors.

Child 5: Pre-test: She rarely speaks with her peers during free and

structured activities. When she does, she uses very simple words and she
does not make an effort to explain further her thoughts.

Post-test: There is no progress in this area and her communication skills
have not been improved that much to go to the next level. She still prefers
to remain silent and she speaks only when it is necessary. She will not give
any further explanation even if she has not been asked to.

Child 7: Pre-test: His communications skills need improvement as he is very

behind for his age. He communicates mostly with non-verbal signals (e.qg.
gestures or facial expressions) rather than words and statements.
Post-test: There is little progress in his communication skills. Now, there
are times that he will use simple words and statements to convey the
message he wants. However, he still prefers to not talk at all if he can.

Looking closely the above extracts, it is obvious that children in the
experimental groups revealed more positive improvements in this area in the post-
test. As there might be other reasons that contributed in this improvement, it can be
argued that the art intervention was also responsible as children had to communicate
and collaborate in every step of the art intervention in order to reach their goals. Thus,
it is only reasonable to argue that there were more opportunities for them to involve
in meaningful discussions and practice their communicative skills.

To briefly summarize, the above data analysis from PIPS and PSD measures
shows the beneficial impact of the arts on children’s social and literacy skills. This is in
agreement with the related empirical literature about the beneficial effects of the arts
on children’s literacy and social skills. The data from this research project enriches the
findings of the existing empirical studies about the effects of the arts in children’s
literacy performance in various levels of education (see Moritz et al., 2015; Anderson
& Loughilin, 2014; Greenfader et al., 2014; Chang & Cress, 2013; Vitsou, 2011; Bolduc,
2009, Seeman, 2008; Gromko, 2005). The data from our piece of research is in
agreement with these findings regarding the beneficial impact of the arts in literacy
performance. It also supplements them by providing extra evidence of more kinds of
the arts and also by adding the beneficial impact on social skills, which was something
that investigated by Anderson & Berry (2014) and by Fleming et al. (2014) in the later
levels of education.
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Quantitative analysis from the current final study confirms that in general,
when the arts are used a stimulus, children were more benefited and had better
outcomes in both areas. In most of the items of both measurements, there was an
effect among the control group and the experimental groups and in most of the items
there was no effect among all 3 different experimental groups. There were only
limited instances that the opposite occasion was the case. Therefore, this leads us to
suggest that overall there was an effect in children’s performance as a result of the
intervention. Analyzing further the data and comparing the mean of the pre and post-
test in both measures, it is obvious that children from the experimental groups had a
better progress in both literacy and social skills comparing the performance of children
in the control groups. Although there might be some differences in children’s
performance among the experimental groups with some groups to have a slightly
better score than the others, children in all experimental groups outperformed
children in the control group in general. Extra evidence to support the beneficial
impact of the arts on children’s social skills, can be found in the qualitative analysis of
the current study at the PSD measure. As it was documented above, children who
received the treatment had better performance in the post-test in all items of the PSD
measure in contrast with the control group.

Before reaching any conclusions regarding the impact of the art intervention,
it is important to consider some elements. It is true that it is expected children to have
some kind of progress in due course and this might be attributed in a number of
factors such as after school activities, parental interactions, social activities etc. In
addition to this, different teaching strategies might lead to differences in children
performance and attitude towards learning. Therefore, one might argue that children
in the experimental groups had a better performance due to these factors. Although
this has some important elements of truth there is a solid counterargument. One main
argument is that the practitioners shared the same values and there were a lot of
similarities in their teaching approach to children (see chapter 9.2.2). Of course it is
not reasonable to argue that they were totally similar as they are human beings and it
is expected to have some differences. However, there were no major difference in
their attitude that might influence the outcomes. In addition, looking closely the steps
of the suggested interdisciplinary framework (see chapter 8.4) and some of the
pedagogical projects that took place during the intervention (appendix 8), it is obvious
that children had more opportunities to practice these skills in a liberal environment.
Being more specific, children embedded spontaneously literacy aspects as an
important and fundamental part in the activities they suggested. In addition to this,
they were collaborating in the design and implementation of the activities and they
were also exchanging meaningful feedback for improvement. Therefore, it can be
argued that there were a lot of opportunities to children to practice these skills and as
a result this can explain this improvement.
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Therefore, considering the findings of these two measures and to answer to
the first and third research question, it can be argued that the arts have a beneficial

impact to children’s literacy and social skills. The findings are further supported by the
existing literature and supplement it by investigating the effects of more kinds of the
arts in both cognitive and social development that is was something that was missing
in the previous pieces of research. In contrast to our expectation, that the drama
group will have better outcomes, there was no different effect in children’s
performance comparing with the other experimental groups. This might be explained
with the fact that each different art form shares the same values and provide the same
liberal environment with rest ones. For example, paintings, drama and puppetry
provide a liberal environment that children can interact without being judged or
following specific requirements. Although the interactions and the resources might be
different in each art form (e.g. puppetry and paintings require tactile modes of
communication whereas drama requires kinesthetic modes of communication) they
all allow a free communication of ideas and develop mutual respect of the differences
among the group. This leads us to suggest that the arts as a whole contribute to
children’s performance in literacy and social skills and there is no specific kind of the
arts that can have better outcomes in contrast with the other.

The measure that was used to answer the 2" research question was the

Authentic Assessment/Portfolio. A pre-test and a post-test was implemented to all
experimental groups (EG1, EG2, EG3) and to the control group (CG) at the same period
of time. In the next chapter, there will be an analysis and discussion of these findings.

9.2.6 Final study: Authentic Assessment/Portfolio (AA/P)
The measure that was used for the Authentic Assessment/Portfolio (AA/P) was

a checklist that was designed for this purpose. This checklist was created after the pilot
test to meet the practitioner’s needs (see chapter 8.5.3). This checklist was based on
the practitioners’ observations in order to make an overall judgement. It takes
gualitative data and quantifies it, in order to examine children’s use of literacy as a
social practice. This measure is based on the early learning goals of the prime area
‘Communication and Language’ and the specific area ‘Literacy’ according to the Greek
National Curriculum for the Early Years. More specifically, the practitioner observed
the children in order to gather information for listening, participation in discussion,
articulation, reading and writing. To examine the quantitative data from the AA/P in
the different groups we used a mix model analysis (split-plot ANOVA). There was a
comparison between the pre-and-post-test of each of the 5 items of AA/P among the
control group and each experimental groups individually and among all the
experimental groups. The data also tested using a mix model analysis (split-plot
ANOVA) among the 5 items of AA/P and the background characteristics of the sample
to verify if they will act as influencing factors to the outcomes.
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Data analysis showed that in total the background characteristics did not

influence children’s performance in the AA/P as there was no statistical significant
difference in the numbers. The only factor that reveals a statistical significant
difference is in the ‘Family Status’ in the item Listening (p=.039) and in the item
Writing (p.=037) (see table 47). This might reveal a small influence in children’s family
status and their performance in listening and writing. This can be attributed to the
importance of family and family literacy experiences in children’s learning journey and
development in literacy (Hayes, 2016). However, due to the fact that there wasn’t a
statistical significant difference at the majority of the children’s background, it can be
argued that overall they didn’t have a major influence in children’s performance in
literacy as a social practice.

Table 47. Influencing factors in all items of AA/P

Influencing factors in Authentic Assessment/Portfolio

Mix model analysis (Split-plot ANOVA)

Gender Family Siblings  Order of Place of Nationality Multilingual
Status Birth Birth
Q1: Listening .658 .039 .440 .445 .820 .358 .239
Q2: Participation in Discussion .687 .079 .584 .871 .659 777 774
Q3: Articulation .840 .381 .944 391 .865 .939 .503
Q4: Reading .362 .233 946 911 406 .707 .900
Q5: Writing .883 .037 .917 .329 .438 477 .965

Regarding the differences in data from the AA/P among groups the analysis
showed that there was an effect in children’s performance. There was a statistical
significant difference (p=.000) in every item (Listening, Participation in Discussion,
Articulation, Reading and Writing) between the control group and all the experimental

groups in the pre-and-post-test (see table 48). This means that there was a strong
impact of the intervention in all items of the AA/P comparing with the control group.

Comparing the data among the different three experimental groups, the

analysis shows that in most of the items there was no different effect in children’s
performance. In the comparison of EG1 and EG2 there was no different effect in
Listening (p=.382), in Reading (p=.522) and in Writing (p=.870) and there was a
statistical significant difference in Participation in Discussion (p=.043) and in
Articulation (p=.009). This implies that there might be a different effect in these two
areas which can be explained with the content of the different art form. Being more
specific, with the way the arts were used in the suggested interdisciplinary framework
the interactions with the paintings required more verbal interactions comparing with
the drama play which by nature requires more kinaesthetic interaction without
excluding any verbal forms of communication. In the comparison of EG1 and EG3 the
data shows that there was no statistical significant difference in all items of the AA/P
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and more specifically in Listening (p=.386), in Participation in Discussion (p=.507), in
Articulation (p=.812), in Reading (p=.247) and in Writing (p=.860). This might be
explained with some similarities in the content of these two different art forms
comparing with drama during the suggested interdisciplinary framework. Being more
specific, during the intervention the interactions with paintings and puppets provided
tactile objects to interact with and more opportunities for verbal communication
while drama was more focused on the nonverbal communication of ideas without
excluding verbal communications among the group. Finally, in the comparison
between EG2 and EG3 there was no different effect in Listening (p=.167), in Reading
(p=.568) and in Writing (p=.678) and there was a statistical significant difference in
Participation in Discussion (p=.033) and in Articulation (p=.029) (see table 48). This
implies that there might be a different effect in these two groups which again it can
be explained with the quality of interactions of each art form during the suggested
interdisciplinary framework. One main argument is that during puppetry children
focused more in the verbalization of their ideas through the puppets by creating their
own puppet shows, deciding their roles and puppet making techniques. In addition,
the motivation of the pedagogical projects was based on verbal modes of
communication and more specifically on a discussion with a puppet. Although verbal
interactions were also obvious in the drama play as well, the steering wheel of the
pedagogical project was based on a free exploration of ideas through spontaneous
movement. For example, in the pedagogical project ‘Travel in the Universe’ (see
appendix 8), children explored their ideas through a drama play in which there were
free movements and actions and everyone was free to improvise. Following this, there
was a discussion from their experience but it is obvious that the beginning did not rely
on verbal interactions like the puppetry. Therefore, it can be argued that during the
intervention children used drama in order to show their ideas through kinaesthetic
actions without excluding the verbal modes of communication. Despite these
differences, when we look closely the numbers in the mean of each different art form,
it is obvious that there was a good and very positive improvement in all of the
experimental groups without raising any issues of discrepancies.

Table 48. AA/P among groups

Authentic Assessment/Portfolio

Mix model analysis (Split-plot ANOVA)

EG1/CG EG2/CG EG3/CG EG1/EG2 EG1/EG3 EG2/EG3

Q1: Listening .000 .000 .000 .382 .386 .167
Q2: Participation in Discussion .000 .000 .000 .043 .507 .033
Q3: Articulation .000 .000 .000 .009 .812 .029
Q4: Reading .000 .000 .000 .522 .247 .568
Q5: Writing .000 .000 .000 .870 .860 .678
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The data analysis from the mean average in all 3 experimental groups shows
that children had better outcomes in all items of the AA/P in contrast with children
from the control group. Although the numbers were not of course totally the same,
there was a similar positive improvement in all experimental groups, in contrast with
the control group in which the improvement was slightly lower. In the pre-test
children’s performance was approximately the same in all groups but it is obvious that
in the post test children from the experimental groups had better performance. In
Listening there was a high increase in the students’ performance in the EG1 (M=2.67,
M=5.00), in the EG2 (M=2.93, M=5.00) and in the EG3 (M=2.36, M=5.00) in contrast
with the CG (M=3.21, M=3.36) that the increase was lower. In Participation in
Discussion there was a high increase in the students’ performance in the EG1 (M=2.89,
M=5.94), in the EG2 (M=2.93, M=5.33) and in the EG3 (M=2.50, M=5.79) in contrast
with the CG (M=3.14 M=3.36) that the increase was lower. In Articulation there was a
high increase in the students’ performance in the EG1 (M=3.00, M=6.00), in the EG2
(M=2.93, M=5.33) and in the EG3 (M=2.57, M=5.64) in contrast with the CG (M=3.21
M=3.29) that the increase was lower. In Reading there was a high increase in the
students’ performance in the EG1 (M=3.83, M=7.83), in the EG2 (M=3.80, M=8.07) and
in the EG3 (M=3.64, M=8.21) in contrast with the CG (M=3.86 M=4.29) that the
increase was lower. Finally, in Writing there was a high increase in the students’
performance in the EG1 (M=3.72, M=7.44), in the EG2 (M=3.40, M=7.07) and in the
EG3 (M=3.29, M=7.07) in contrast with the CG (M=3.50 M=3.57) that the increase was
lower (see table 49).

Table 49. Mean average in AA/P among groups

Authentic Assessment/Portfolio

Mix model analysis (Split-plot ANOVA)

EG1 Mean EG2 Mean EG3 Mean CG Mean
Pre test Post Pre test Post Pre Post Pre Post
test test test test test test
Q1: Listening 2.67 5.00 2.93 5.00 2.36 5.00 3.21 3.36
Q2: Participation in Discussion 2.89 5.94 2.93 5.33 2.50 5.79 3.14 3.36
Q3: Articulation 3.00 6.00 2.93 5.33 2.57 5.64 3.21 3.29
Q4: Reading 3.83 7.83 3.80 8.07 3.64 8.21 3.86 4.29
Q5: Writing 3.72 7.44 3.40 7.07 3.29 7.07 3.50 3.57

Analysing the data from the observation notes and debriefing the comments
that were written in order to make an overall judgement, we can further verify the
positive impact of the intervention when arts are used as a means to promote literacy
as a social practice comparing to the control group.

As it was discussed earlier (see chapter 2.1), literacy as a social practice is
highlighting the use of literacy in people’s everyday actions. It is basically what people
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do with literacy, with whom they do it, what is exactly they do it, where they do it and
why they do it (Appleby & Hamilton, 2008). It embeds the terms of literacy events and
literacy practices which are translated with the several activities that have to do with
literacy and with the way people utilize literacy through literacy events respectively.
Listening, participation in discussion, articulation of ideas, reading and writing are

some of the very important activities that can be found while examining literacy as a
social practice.

Listening is a very important ability which can be characterized as the Alpha
and the Omega of every human activity. When it comes to literacy as a social practice,
this ability can enhance literacy events as it establishes a good interaction and
communication. According to Booth et al. (2007), providing opportunities to young
children to listen, to imitate and to practice, can contribute as important factors to
language development especially when it takes the form of social literacy. Listening,
in literacy as a social practice, often offers opportunities for further inspiration to ideas
which eventually will result in effective reading and writing activities that are emerged
from children (Cressy, 2006).

During the data analysis of the observations for the AA/P measure, there were
signs that the arts empower children to listen to each other during free play activities
and act accordingly to their play. In contrast with the control group this aspect was
rarely obvious as the practitioner had to intervene most of the time to resolve conflicts
because of children’s lack of listening skills. Some extracts that show children’s
performance in this area are as follows:

EG1: Incident 1: A group of children sits in the library corner and read

books. They look at the pictures and focus their attention to specific images
and laugh all the time. They listen to each other’s funny comments and
reply with a funnier comment about the pictures... Now they discuss what
is happing in the book and how the story ends according to the book. There
is an active discussion that no one is left behind. They exchange ideas of
what might happen next and they listen to each other very carefully.
Incident 2: There is a new letter in the mail box this morning and a group
of children are trying to guess what the letter is about. They open the
envelop and try to read it. One child tries to decipher the letters but she
cannot do it on her own. She asks for help from the other children and they
do so. They manage to read some of the it but they are unable to read it
all. They are discussing what they can do and who could help them. It is a
very passionate discussion and everyone is so engaged. They reply to each
other’s ideas and comment constructively. They exchange ideas and decide
to go to the elder children from Year 2 to help them.
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EG2: Incident 1: A group of children is in the cloakroom and looks at the

funny clothes. They want to play a funny story. They try to decide about
the content of the story. They discuss about the theme of their play. There
is a very active discussion about this and everyone is listening very carefully
and responds.

Incident 2: A group of children is in the bulletin board and try to read in
turns the different name tags. They discuss how they will set up the turn
taking and there is an intense discussion but only for a few seconds.
Immediately they stop and they listen to each other ideas and comment
appropriately.

EG3: Incident 1: It is early in the morning and children are arriving in the

school. A group of girls discusses about what they did in the weekend with
their parents. When a child is talking the rest of the children are listening
carefully and ask questions. They all laugh and decide to draw a picture
about these activities.

Incident 2: It is the free play time and children are playing in the interest
corners. There is a group of children that pretends to be the police, which
is running after a group of bad dogs. As this game is pretty intense there is
a conflict among them and two children had a fight. They are both very sad
about this. Instead of continuing fighting, they listen actively to each other
and they explain why the felt upset.

CG: Incident 1: It is early in the morning and a group of children sits in the
library and reads books. The talk about the content of the book but they
just say what they see without commenting on each other’s ideas. It seems
that they do not listen to each other. A child is describing one picture and
he turns the page without waiting the other child to speak. They are having
an argument and soon they are having a fight. The practitioner intervenes
and reminds that they need to behave and be friends. After this the children
are playing on their own.

Incident 2: A couple of children sit in the carpet area with some Lego bricks.
Once in while they say random words or statements but they do not listen
to each other. One of them runs out of blue bricks and takes some from the
other child’s construction. The other child hit her back and they are having
an argument. They do not talk to solve the problem and they do not listen
to each other while they are explaining the purpose of their actions. The
practitioner intervenes to solve the conflict.

Looking closely the above extracts it is obvious that children in the
experimental groups were listening to each other and were discussing in order to
proceed with their ideas and to understand the other’s point of view. This might be
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attributed to the fact that during the suggested interdisciplinary framework, children
had to show mutual respect to each other’s ideas and listen carefully to each other in
order to finalize the activities. For example, after the introduction of each art stimulus,
children were listening to each other’s ideas and commenting constructively. It can be
argued that this might helped them to develop such skills that they embraced and
extended them in their free play as well.

Another important aspect of social literacy is the opportunity for participation
in discussion and articulation of ideas. Oral language is a fundamental part of social

literacy and it coexists with the written aspect of literacy as a social practice (Cook-
Gumperz, 2006). This is based on the argument that children need first to develop
their speech in order to start the writing process. Since they have developed their oral
skills and speech, then they are able to express their ideas and take part in a discussion
with others. A very simple example is that children often try to write what they want
to say verbally. With giving them the opportunity to participate in discussions and to
express their ideas, we enable them to use literacy in a meaningful way in their social
environment.

The data from the final study can be linked strongly with the above arguments.
When the arts were used as a means to promote literacy, children showed higher
levels of participation in discussion and of articulating their ideas during their free play
literacy activities comparing to the control group. They were further more capable to
express their ideas and make themselves understood during literacy events. Some
extracts that show children’s performance in this area are as follows:

EG1: Incident 1: They are in the carpet area and get ready to start the day.

Children notice that there is something behind the picture of the almond
tree that looks like a white envelope. They are expressing their ideas of
what this could be without any particular intervention from the
practitioner. They are having a conversation about this and they explain
their thoughts.

Incident 2: A group of children sits in the arts and crafts area and observes
the paintings. They discuss about the resources and materials, the colours,
the painter and the reason that the painter made this painting. While they
express their ideas they explain their way of thinking e.g. ‘I think Mone
made this painting because he was feeling lonely and missed his mum. This
lady is his mum.’

EG2: Incident 1: They are getting ready to perform a drama play about a

Greek Myth and they want to include fairies in it. The Myth does not include
fairies itself. They try to find a way to include them but they do not ask the
help of the practitioner. They are engage actively in this discussion and
support their arguments with examples:
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M.: | think we need to include the fairies because the queen is in the valley.
This is where fairies live.

K.: Yes, but they also live in the up in the mountain, so we can include them
when she is in the castle. The castle it is on the mountain.

M.: Ok, we can have two kind of fairies then. The valley fairies and the
mountain fairies.

EG3: Incident 1: They are in the playground and a group of children wants

to play a tag game. They are trying to decide the rules of this game. They
discussed and explain why they suggest the specific tag game. They decide
to play the freeze tag game and they are counting-out with odds and even
and they select the unstucker. A child was tagged and pretends she is dead.
Immediately they change the game and discuss what they can do to make
her feel better. They explain their ideas with arguments:

A.: | think we need to give her a medicine. | was sick once and my mum
gave me a pink medicine and | got well. It tastes like strawberries.

I.: Yes, but she needs to eat as well. Do you remember the story we read
yesterday? The little boy was sick and his mum prepared him some chicken
soup.

CG: Incident 1: They sit in the carpet area and discuss about the weekly
topic and news. Children look reluctant to talk and bored. The practitioner
has to ask them a lot of questions in order for the children to express their
ideas and to support their arguments. Some children are playing with their
shoe laces.

Incident 2: A group of children are in the sitting area and they are drawing
a picture all together with paint brushes and paint pallets. They are very
quiet and when they talk they use one or two words to explain their way of
thinking and how they can proceed further:

R.: I want to use blue colour of the dress.

T.: Why?

N.: ... I like blue.

A closer examination of the above extracts gives further insights of the benefits
of the intervention in this area. It can be argued that these positive results might be
attributed to practitioners’ practices or to other external factors. However, a
counterargument of this would be that the examination of the practitioners’ practices
(see chapter 9.2.2) did not reveal any major differences. In addition, the fact that the
arts set a liberal environment in which everyone can contribute and express their ideas
without being judged, is also a strong argument that might explain these positive
results. During the suggested interdisciplinary framework, children had to involve in
constant meaningful discussions in order to decide the content of the activities. In this
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procedure, they had to articulate their ideas and to respect each other’s opinions.
Therefore, it is only reasonable to argue that the art intervention provided more
opportunities for articulating their ideas and participating in meaningful discussions.

Understanding written symbols and texts is very critical in the development of
literacy and especially when it takes the form of social literacy. This competency will
provide children the opportunity to interpret the information from their surroundings
and use it further in their activities. According to Griffin et al. (2004), reading as an
activity is very important, as through this people can understand the written content
and gather different types of information. Children, during free play, often initiate
literacy events in which they include reading activities. A very common example is
when children pretend that are reading a recipe while they are preparing food for the
grandmother of Red Riding Hood who is sick. The social context that reading takes
place is very important in the meaning making (Diaz, 2007) as it will enable children to
take the information they want and further use it in their play. Regarding the previous
example, children will look for a recipe in a recipe magazine or a recipe book and not
in the pages of a fairy tale story, a newspaper or utility bill.

During observations for the AA/P, the data shows that the arts contribute to
this aspect with a very positive impact. Being more specific, it is evident that the arts
stimulated children to produce literacy events in which they embedded reading as the
core activity. They were also able to look in the appropriate resources considering the
social context. However, this was not so common in the free play of children from the
control group. Some extracts that show children’s performance in this area are as
follows:

EG1: Incident 1: It is free play time and children can select if they can play

inside or outside. A group of children are playing a game in which someone
is been kidnaped and they are trying to find the bad guys. They pretend
they are reading the hidden letters and follow the path to the shelter of the
bad ones... Now they found it but the room is empty and there is a note in
the chair [the note is a piece of paper with some writing in it]. They read
the note and the follow the guidelines to rescue their friend.

Incident 2: A group of children are in the library and they are browsing
some books. A couple of them focus their attention to the typed letters in
the bottom of the page and they point out the ones that are in their name.
They bring their name tags and compare them. When they found one they
are very happy and the applaud.

EG2: Incident 1: Some children are in the sitting area and they browsing a

couple of books. They pretend they read them and then they point out a
specific word that they think is linked with the picture (e.g. the picture is
about a landscape with a young boy named Nick and they point the words
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that start with N). One of them hides the book behind its back and try to
describe the word he has seen. The rest of the children are trying to guess.
Incident 2: A group of children are browsing some book covers. They
recognise the book of Evgenios Trivisas and they point out the title and the
name of the writer. They pretend they read it. They are having a discussion
about the content of the book and after this they try to find some other
books of this writer. They compare the title with the other titles but they
cannot find a similar one. After they compare the name of the author and
when they find some other they are very happy and hug.

EG3: Incident 1: It is a free play time and children are playing at the front
yard of the school. They chase each other and they stop at the front door
and discuss. There is a written announcement for their parents. They are

trying to read it and in the meantime they recognise the letters they know
from their name. They play a game and they create funny words with this
sounds and they laugh.

CG: Incident 1: It is early in the morning and children can go and play
wherever they want. A group of children is sitting in the library and they
are looking at the book covers. They discuss about the colours and the
pictures of the book and only one time they refer to the writing part.
Another group of children is sitting in the arts and crafts area and they are
making a picture. When they finish they put it in their drawer and they start
making another one. They discuss with each other about the content of
their drawing of about their parents.

Looking closely the above extracts it is obvious that children during the
suggested interdisciplinary framework were involved more often in reading activities
and that these activities were meaningful to them. Although this can be attributed to
other external factors that are closely related to their home environment (e.g. shared
reading practices with parents), there are also some strong links with the art
intervention. One main argument for this rests on the steps of the suggested
interdisciplinary framework. Being more specific, step 3 ‘Decide/Emerge Literacy’ aims
to empower children to decide and design the activities they want to do as an outcome
of the art stimulus. In this step the practitioner acts as a facilitator to include and
emerge the literacy aspects of these activities. Therefore, children got familiarize with
this process and this might be attributed to the fact that they further embedded this
practice in their free play.

Finally, writing is one of the equal important factors in literacy as a social
practice as it takes place in many different forms during literacy events. When children
are not forced to follow or meet the formal expectations of school regarding literacy,
they feel free to use their writing skills in a very productive way. Most of the time, this
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activity is more beneficial from the formal literacy activities as they set their own goals
and the way they will meet them. In addition, there is no external expectation to meet
specific goals or penalties attached in order to correct their mistakes, so they feel free
to try and learn from this procedure. According to Cope & Kalantzis (2012) and to Kress
(2012), the written texts have by themselves a social purpose and aim to convey
messages for different social purpose every time.

The data from the final study is again highly linked with these arguments and
evidence of these attributes can be detected. It seems that the arts empower children
to use literacy as a social practice and especially in embedding writing activities
without being prompted. This was very much obvious in all groups but it was more
often in the groups that received the intervention. Some extracts that show children’s
performance in this area are as follows:

EG1: Incident 1: A group of children is in the sitting area and draw a picture.

They decide to give this picture to the practitioner as a surprise. When they
finish their drawing, they put them in an envelope and they write a letter
to explain the purpose of this. They discuss about what they are going to
write and what letters they need to use. They seek advice from their name
tags and the announcement board.

EG2: Incident 1: A group of children are in the cloakroom and they are

preparing a drama play. They discuss the content of the story and they
allocate roles. They decide to create name tags of the roles in order to
remember who they will be in the play. They do it as a group task and every
child who knows the letter is responsible to write it. After making their
name tags, they make tags of the important places of their story e.g. home
of the bad stepmother, cave of the bear etc. They also do it as a team effort.
This time they write with different colour markers. They decide the colour
of the next letter and the child who holds this colour writes the letter with
the help of the others if he/she does not know it.

EG3: Incident 1: During their free time play in the morning, a group of

children wants to make a story book. They decide the pictures of the book
and they draw them. When they finish the picture they are writing the story
underneath and they discuss:

E.: | will make a cave and then | will write the P of Panos and then | will
make the door. Panos is older and goes to the big school so the door should
be big and the P as well.

L.: I will make the animals... | like the gorillas and the lions and they are
doing this AWWWW [she hits her chest and open her mouth widely]. | can
write /lion/, it is the same as my name.
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When they finish, they gather all the pictures together and put them in the
order they want. They write even more underneath the pictures. A girl is
holding the marker and she is writing what the other children are telling
her.

CG: Incident 1: It is free play time after lunch and a group of children sits in
the arts and craft area and draws a picture. Most of the time they sit
quietly without exchanging ideas of the content of their pictures. The
practitioner comes and discusses with them about the content of their
drawing. The children explain to her. She suggests to them to write their
names and to write what they have made so far. Children continue what
they started but only a few of them write just their name.

A closer examination of the above extracts gives further insights of the benefits
of the intervention in this area. Although other external factors might be responsible
for this improvement, some credits should also give given to the intervention.
Similarly, as above, considering the steps of the suggested interdisciplinary
framework, it is obvious that step 3 ‘Decide/Emerge literacy’ empower children to
identify and recognize the literacy aspects of the activities they suggested and
implemented. Therefore, this improvement might be explained with the fact that
children got familiarized with this process in a liberal environment and they further
extended this practice in their free play.

To briefly summarise, the above data from AA/P shows that the arts have a
very positive impact on children’s use of literacy as a social practice. Quantitative
analysis from the current final study verifies that when arts are used as a starting point
of the teaching and learning process, there is a very beneficial impact on children’s
performance in terms of using literacy as a social practice. Although there might be
some differences in children’s performance among the experimental groups with
some groups to have a slightly better score than the others, children in all
experimental groups had a better performance overall than children in the control
group. Data analysis shows that there was an effect in all items of AA/P among the
control group and all the experimental groups, with a very strong significant difference
in the numbers, and in most of the cases there was no different effect among all 3
different experimental groups. Some differences in the numbers can be explained with
similarities or differences that can be found while investigating carefully the content
of each art form, but in an effort to define the effect it is obvious that there are no
major differences in the progress of children in all 3 experimental groups. Being more
specific, comparing the mean of the pre- and post-test of the measure, it is obvious
that children from all 3 experimental groups had a better progress in this area in
contrast with children from control group. Additional evidence that supports this
argument, is provided by the qualitative analysis, which offers a rich detail of this
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record. Therefore, as it was recorded above, children who received the treatment had
a better progress comparing with children in the control group that did not receive
any treatment.

Reviewing the existing empirical evidence regarding literacy as a social practice
in the early years settings it is obvious that there are no pieces of research that
examine the contribution of the arts in the use of literacy as a social practice. There
are general theoretical arguments that support the fact that the arts can act as a
facilitator in this process but there is no research that investigates this aspect. In an
effort to support the findings with the existing literature, it is obvious that there is
common ground with some pedagogical theories.

Vygotsky (1978) and Piaget (see Piaget & Inhelder, 2000) link the arts as the
first efforts of children to write. Literacy as a social practice is obvious during people’s
every day activities and in children’s free play in the early years settings. Considering
these arguments regarding the arts as the first step of trying to write, it has to be
acknowledged that this is happening during children’s free play. Therefore, it can be
identified as using literacy as a social practice. Another important aspect of literacy as
a social practice is effective communication, which is something that was argued by
Dewey (1934) when he stated the communicative aspect of the arts and the fact that
the arts liberate students from their social constrains in order to communicate freely.
This occasion again can be found during children’s free art play activities. For example,
children often talk and discuss with each other when they draw something and explain
to their peers what they are going to do. Another example is that children during a
free drama play activities participate in active discussions about their next steps. For
these reasons, this can be linked again with the social aspects of literacy as these
activities are mainly happening during their free time and not during organized
activities by the practitioners.

Researchers, also link the arts with the social aspects of literacy in an indirect
way. Wright (2007) agreed with Vygotsky (1978) and Piaget (see Piaget & Inhelder,
2000) regarding the link of drawing with writing and focused her arguments in the
early years. One year later, Hopperstad (2008) agreed with Dewey (1934) regarding
the communicative aspect of the arts and especially of children’s drawing and also
focused his arguments in the early years settings. Continue in the same argument,
another example of this indirect link can be found in the existing literature in the work
of Maniaci & Olcott (2010), who argued again about the communicative aspect of the
arts. All of the above arguments are taking place during children’s free play, which as
stated earlier, is highly linked with the social aspect of literacy. The findings of this
piece of research are in agreement with the above indirect arguments. They enrich
the literature by offering empirical evidence of the positive impact of the arts in
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children’s social literacy. They can be considered as one step in producing relevant
knowledge in this area.

Before reaching any kind of conclusions regarding the positive or neutral
impact of the intervention, it is important to think some aspects. It is only reasonable
to argue that children in due course have some kind of improvement and this might
have attributed to practitioners’ practices or to other factors in their home
environment and/or social lives. Having this in mind it can be argued that children’s
improvement in the experimental groups might be attributed to one of the above
factors. On the other hand, it has to be reminded that the examination of
practitioners’ practices (see chapter 9.2.2) did not reveal any major differences in their
teaching styles. In addition, considering the liberal character of the arts and the
different steps of the suggested interdisciplinary framework, we can see some strong
links with this progress. One main argument is that during their art interactions
children familiarized themselves with the practice of identifying the literacy aspects of
their activities and this happened in a liberal environment without any external
pressure. Some very good examples that illuminate this argument are ‘The museum
of noise’ and ‘The museum of quietness’ (see appendix 8). In the former, children
wanted to design a museum in which it was not acceptable to remain quite in contrast
with the real museums and for this they decided to write down the exhibits and the
rules. In the latter, they wanted to design a museum which would include thing that
cannot make a noise e.g. cotton, fabric, paper etc. but in the end they decided
spontaneously to change the rules and start making noise again. In the parts that the
practitioner facilitated this process, this took place as suggestions from the
practitioners who maintained an equal role with the children. For example, in the
activity ‘Butterfliesin the mirror’, the practitioner suggested children to use a different
drawing technique to form their butterflies (see appendix 8). Therefore, it can be
argued that children had a lot of opportunities to use literacy as a social practice in
their activities and thus they embedded this in their free play activities as well. This
by itself can explain children’s positive results in this area.

The findings of the current piece of research contribute to this discussion and
offer evidence as an answer to these indirect arguments. To answer the second

research question, the arts can offer opportunities for social literacy activities and

have a very positive impact in children’s performance in this area. As it was
documented earlier, there is a gap in the existing empirical evidence regarding the
influence of the arts in literacy as a social practice. This piece of research contributes
in this by offering empirical evidence that is derived from an experimental design. It
has to be acknowledged that in contrast with our expectation, that the drama group
would have a better performance than the other art groups, there was no different
effect in children’s performance when the arts are used as a stimulus. Trying to explain
this outcome it is worth looking at the content of each different art form with an effort
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to find similarities and differences. It is true that although different art forms demand
different types of interactions e.g. in drama play there is emphasis in non-verbal
interactions whereas in paintings and puppetry there is an emphasis in verbal
interactions, all of them promote a liberal environment in which everyone can
contribute with their free will. The most important common aspect in all art forms is
that participants are free from any social constraints and there are no external
milestones that they need to meet. Therefore, this leads us to suggest that due to
these similarities, children can be benefited from the arts in general in their social
literacy activities and not from a specific kind of the arts.

The measure that was used to answer to the 4 research question was the
Leuven Involvement Scale for Young Children (LIS-YC). A pre-test and a post-test was
implemented to all experimental groups (EG1, EG2, EG3) and to the control group (CG)
at the same period of time. In the next chapter, there will be an analysis and discussion
of these findings.

9.2.7 Final study: Leuven Involvement Scale for Young Children (LIS-YC)

This test was implemented once in the middle of the intervention at the same
period of time in all groups in order to examine the level of children’s involvement.
For the quantitative data of this measure, the Fisher’s Exact Test was used as the
conditions of Chi-square test were not satisfied. Fisher’s Exact Test was implemented
among the control group and each experimental group individually and among all the
experimental groups. The data was also tested against the background characteristics
of the sample to verify if they will act as influencing factors to the outcomes.

Before conducting any test regarding the background characteristics, there

was an examination of the data of the LIS-YS regarding the distribution, using
Kolmogorov Smirnov. The data shows that there was no normal distribution (p=.000)
in all signals of LIS-YS (see table 50). Therefore, since there was a not normal
distribution and the values gender, place of birth, nationality and multilingual are
binary values the Mann-Whitney U was used. The Kruskai-Wallis H was used for the
value order of birth and the value family status as they are nominal values with more
than two values and finally the Spearman test was used for the value siblings as it was
a scale value with no normal distribution (see table 51).

Table 50. Kolmogorov-Smirnov Test in LIS-YC

Leuven’s Involvement Scale for Young Children (LIS-YC)

One-Sample Kolmogorov-Smirnov Test/ Asymp. Sig (2-sided)

Q1: Concentration .000
Q2: Energy .000
Q3: Complexity and Creativity .000
Q4: Facial Expression and .000
Posture
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Q5: Persistence .000
Q6: Precision .000
Q7: Reaction time .000
Q8: Language .000
Q9: Satisfaction .000

Table 51. Kolmogorov-Smirnov Test in Siblings

Distribution of the value Sibling

Siblings
N 61
One-Sample Kolmogorov-Smirnov Test/ Asymp. Sig (2- .000

sided)

Data analysis showed that the background characteristics of the children had

no effect in children’s performance regarding involvement. There was no statistical

significant difference (p>0.05) in the numbers in all of the 9 signals of LIS-YS comparing
with children’s gender, family status, siblings, order of birth, place of birth, nationality
and multilingualism (see table 52). This shows that the background characteristics did
not have a major influence in children’s involvement during art with literacy activities.

Table 52. Influencing factors in all items of LIS-YC

Leuven’s Involvement Scale for Young Children (LIS-YC)

Influencing factors

Gender* Family Siblings Order of Place of Nationality* Multilingual*
Status** Ak Birth** Birth*

Ql: 401 176 .520 493 127 111 .578
Concentration
Q2: Energy .693 .185 .943 .852 .199 127 .511
Q3: Complexity .672 .165 .240 .360 241 .165 .683
and Creativity
Q4: Facial .368 .199 334 421 .140 .083 465
Expression and
Posture
Q5: Persistence 470 .223 .640 .553 .213 .145 .561
Q6: Precision .520 .104 .586 .630 241 .165 .702
Q7: Reaction .564 .201 .834 .691 .140 .083 435
time
Q8: Language .623 .169 434 723 241 .165 .702
QQ9: Satisfaction .540 134 392 .825 .306 .234 .872

SPSS tests: *Mann-Whitney U, **Kruskai-Wallis H, ***Spearman

Comparing the data regarding children’s involvement among groups, the

analysis showed that there was an effect in children’s performance among the control
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group and all the experimental groups. There was a statistical significant relationship

(p=.000) in all of the 9 signals of LIS-YC during this comparison. This means that the
intervention had an impact on children’s levels of involvement comparing to the
control group. In order to define this impact a closer look should be given to
descriptive statistics (see table 54). In the comparison among the different three

experimental groups, the data analysis shows that there is no different effect in

children’s performance. There was no statistical significant relationship (p>0.05) in the
numbers in all the 9 signals of LIS-YC during this examination (see table 53). This means
that there was no different effect or any major differences among the experimental
groups and the different art forms. This might be explained with the fact that all the
different art forms develop a very engaging environment for the young children as it
is @ major form of their play during their free interactions.

Table 53. LIS-YC among groups

Leuven’s Involvement Scale for Young Children (LIS-YC)
Fisher’s Exact Test/ Asymp. Sig (2-sided)
EG1/CG EG2/CG EG3/CG EG1/EG2 EG1/EG3 EG2/EG3

Q1: Concentration .000 .000 .000 .667 418 1.00
Q2: Energy .000 .000 .000 1.00 .688 .831
Q3: Complexity and  .000 .000 .000 1.00 792 .786
Creativity

Q4: Facial .000 .000 .000 .155 418 1.00
Expression and

Posture

Q5: Persistence .000 .000 .000 .800 .328 1.00
Q6: Precision .000 .000 .000 .632 .596 1.00
Q7: Reaction time .000 .000 .000 .827 211 .638
Q8: Language .000 .000 .000 .364 .759 324
Q9: Satisfaction .000 .000 .000 .573 .560 1.00

Analysing the data further into to the 5 levels of involvement it is obvious that
children had higher levels of involvement in literacy activities during the intervention
in contrast with children from the control group. In a 5-point Likert scale with Level 1
being the lowest and Level 5 being the highest, in EG1 the numbers were gathered
mainly in Level 4 and Level 5 with only a 6.3% (n=1) in the level 3 in energy and reaction
time. In EG2 the numbers were gathered mainly in Level 4 and Level 5 with only a 7.7%
(n=1) in the level 3 in energy, in facial expression/posture and in persistence and only
a 15.4% (n=2) in reaction time. In EG3 the numbers were gathered mainly in Level 4
and Level 5 with only an 8.3% (n=1) in the level 3 in complexity/creativity, in precision,
and in language and only a 16.7% (n=2) in energy, in persistence and in reaction time.
On the contrary in the CG the numbers were gathered only in Level 1, Level 2 and Level
3 and there were no entries in Level 4 and Level 5 (see table 54). This might be
attributed to the highly engaging character of the arts but also to the way the arts
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were used in the suggested interdisciplinary framework. Being more specific, children
in all experimental groups used the arts to emerge literacy activities in contrast with
the control group. For example, during the intervention, children in all experimental
group, used different art forms to design and implement literacy activities e.g. discuss
a painting, play a drama play to explore a particular topic, participate in a puppet show
and discuss with the puppets. Following the steps of the suggested interdisciplinary
framework, children had a leading role in the whole procedure by explaining their
thoughts, deciding the next step and reflecting on their and their peers’ actions and
support. Having in mind that the arts are the most common activity in their free time
play (see Hanley et al.,, 2009), this might have contributed to the high levels of
involvement during the suggested interdisciplinary framework. It can be argued that
children saw this intervention as a playful activity that is highly related to the activities
that they will do for pleasure at their own time.

Table 54. Levels of involvement in LIS-YC among groups

Leuven’s Involvement Scale for Young Children (LIS-YC)

Fisher’s Exact Test

Control Group

Level 1: Low Level 2: A Level 3: Level 4: Level 5:
Activity Frequent Mainly Continuous Sustained
Interrupted Continuous Activity with Intense
Activity Activity Intense Activity
Moments
% N % N % N % N %
Q1: 6 42.9% 4 28.6% 4 286% O 0% 0 0%
Concentration
Q2: Energy 4 28.6% 7 50% 3 21.4% 0 0% 0 0%
Q3: 7 50% 4 28.6% 3 21.4% O 0% 0 0%
Complexity
and Creativity
Q4: Facial 9 64.3% 2 143% 3 21.4% 0 0% 0 0%

Expression
and Posture
Q5: 5 357% 5 357% 4 286% O 0% 0 0%
Persistence

Q6: Precision 6 429% 5 357% 3 21.4% O 0% 0 0%
Q7: Reaction 9 64.3% 2 143% 3 21.4% O 0% 0 0%
time
Q8: Language 10 714% 2 143% 1 71% 0 0% 0 0%
Qo: 9 64.3% 2 143% 1 71% 0 0% 0 0%
Satisfaction

Experimental Group 1- Paintings
Q1l: 0 0% 0 0% 0 0% 3 18.8% 13 81.3%
Concentration
Q2: Energy 0 0% 0 0% 1 6.3% 2 12.5% 13 81.3%
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Q3: 0 0% 0 0% 0 0% 3 18.8% 13 81.3%
Complexity
and Creativity

Q4: Facial 0 0% 0 0% 0 0% 3 18.8% 13 81.3%
Expression

and Posture

Q5: 0 0% 0 0% 0 0% 3 18.8% 13 81.3%
Persistence

Q6: Precision 0 0% 0 0% 0 0% 2 12.5% 14 87.5%
Q7: Reaction 0 0% 0 0% 1 6.3% 2 12.5% 13 81.3%
time

Q8: Language O 0% 0 0% 0 0% 2 12.5% 14 87.5%
Q9: 0 0% 0 0% 0 0% 1 6.3% 15 93.8%

Satisfaction

Experimental Group 2- Drama

Ql: 0 0% 0 0% 0 0% 4 30.8% 13 81.3%
Concentration

Q2: Energy 0 0% 0 0% 1 7.7% 2 15.4% 10 76.9%
Q3: 0 0% 0 0% 0 0% 2 15.4% 11 84.6%
Complexity

and Creativity

Q4: Facial 0 0% 0 0% 1 77% 5 385% 7 53.8%
Expression

and Posture

Q5: 0 0% 0 0% 1 7.7% 2 15.4% 10 76.9%
Persistence

Q6: Precision 0 0% 0 0% 0 0% 3 23.1% 10 76.9%
Q7: Reaction 0 0% 0 0% 2 154% 2 154% 9 69.2%
time

Q8: Language O 0% 0 0% 0 0% 4 30.8% 9 69.2%
Q9: 0 0% 0 0% 0 0% 2 15.4% 11 84.6%

Satisfaction

Experimental Group 3- Puppets

Ql: 0 0% 0 0% 0 0% 4 333% 8 66.7%
Concentration

Q2: Energy 0 0% 0 0% 2 16.7% 2 16.7% 8 66.7%
Q3: 0 0% 0 0% 1 83% 2 16.7% 9 75%
Complexity

and Creativity

Q4: Facial 0 0% 0 0% 0 0% 4 333% 8 66.7%
Expression

and Posture

Q5: 0 0% 0 0% 2 16.7% 1 8.3% 9 75%
Persistence

Q6: Precision 0 0% 0 0% 1 83% 2 16.7% 9 75%
Q7: Reaction 0 0% 0 0% 2 16.7% 4 333% 6 50%
time

Q8: Language 0 0% 0 0% 1 83% 1 8.3% 10 83.3%
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Qo: 0 0% 0 0% 0 0% 2 16.7% 10 83.3%
Satisfaction

Before reaching any conclusions regarding the impact of the intervention
about children’s levels of involvement in literacy activities, there are some elements
that need to be considered. It is true that children’s involvement can be attributed to
a variety of factors that are related with teachers’ practices, children’s attitude and
emotions on the day, home shared activities etc. Therefore, it can be argued that the
positive results in children’s levels of involvement in the experimental groups might
be attributed to these factors and not to the intervention per se. A counterargument
for this might rely on several factors. To begin with, it is true that children’s most
favorite activity during free play time is art activities like drama, painting, puppetry
etc. (Hanley et al., 2009). Considering this and the fact that in the experimental groups
there was an art intervention, there are some strong links with the high levels of
involvement in children at the experimental groups. A good explanation for this might
be that children perceived the intervention as a pleasant activity that they do in their
free time and thus they were involved in. Last but not least, during the suggested
interdisciplinary framework, children had a very active and leading role in every step
and thus they develop ownership of the activities. This by itself results in high levels
of involvement.

Analyzing the data with a qualitative approach and debriefing the comments
that were written in the LIS-YC in order to make an overall judgement of the level of
involvement of each child, more evidence can be provided. We can further verify the
positive outcomes of the intervention towards children’s involvement especially when
the arts are used as a means to promote literacy in contrast with the control group.

According to Laevers (1994), involvement is an activity of people, which is
strongly characterized by high levels of motivation, intensity and enjoyment. People
in general, not only young children, are usually involved deeply in activities that are
interesting, stimulating, challenging but not too simple or too difficult to fulfill them.
Young children can be involved longer in activities that trigger their attention and
include the aspect of satisfaction (Baroody & Diamond, 2013). Involvement as a
human’s quality can be further analyzed in several signals, which enable the observer
to get a holistic idea of the levels of people’s involvement in an activity.

Concentration can be characterized as one of the most important signal of
involvement and usually is the most obvious one. The term itself reveals the level of
people’s attention and focus towards the activity (Laevers, 1994). When someone is
totally concentrated, there is no external or internal stimuli that can distract them.
Concentration is a crucial agent in the successful completion of the activity (Siraj-
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Blatchford et al., 2002) which also results in a better and deep understanding of the
given information.

The data from the final study is highly linked with the above arguments. It is
obvious that the majority of children in all experimental groups where highly
concentrated in literacy activities when the arts were used as a stimulus. During these
activities, there are signs that nothing could distract them or make them stop being
concentrated. On the contrary, children from the control group had lower levels of
concentration during literacy activities, in which the arts were not used as a stimulus.
Some extracts that show children’s performance in this area are as follows:

EG1:

Child 7: Her attention is totally directed towards the whole procedure and
nothing can distract her to reach her goals. She does not pay attention to
other children and irrelevant stimuli or distractions do not affect her. She
is waiting patiently for her turn to describe the painting or go to the writing
table to write a letter to the painter.

Child 8: He is very focused during the discussion of the painting and the
literacy activity and does not let external factors influence him. He is aware
of what is happening and of what other children are doing and he is
observing them very carefully. He looks the paintings very closely and turns
them upside down.

Child 17: She observes very carefully the discussion about the paintings and
the introduction of the activity. She is very eager to participate in the
discussion, she shares her ideas and gives solution to the arising queries
(e.g. the pigeon brought the paintings). She is very concentrated on her
work. She does not care about anything else apart her activity until she
reaches her goal.

EG2

Child 1: He is deeply concentrated during the drama play and the literacy
activities. Nothing can distract him although many times other children
accidentally bump into him. He looks very carefully the Bulletin Board and
writes the words he wants.

Child 4: She is paying attention very carefully to the drama play and the
literacy activity and she is not distracted by her surroundings. She
participates in discussions and suggests solutions and ideas to prolong the
drama play and to combine it with a literacy activity.

Child 9: Nothing can distract her from the activity until she reaches her
goal. She is very concentrated even to the small details and is very eager
to participate. She makes assumptions with her friends about her role or
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the outcome of the activity (e.g. you are my daughter now, your
handwriting looks like mine).

EG3

Child 4: She is fully concentrated during the puppet play and the literacy
activity. Nothing can distract her. She participates, responds to all stimuli
and produces new stimuli (e.g. she is suggesting new things to the puppet).
Child 6: He is watching very carefully the puppet play and is very
concentrated during the literacy activity. Nothing can distract him from the
activity although sometimes his friends accidently poke him. He is
participating in the puppet play and suggests solutions to the upcoming
problems that the puppets might experience.

Child 10: He is very concentrated to the puppet play and to the literacy
activity. He participates and creates new stimuli (e.g. talks to the puppets
during the play, offering solutions, giving hints to solve the mystery).
Nothing can distract him from this activity.

CG

Child 1: He is in constant move and does not pay attention to the teacher
or the activity. He is looking at the furniture of the classroom and at his
classmates. His attention is directed to other things and not to the activity
he is doing. He looks at his friends and tries to imitate them in order to
finish the activity and play with other things.

Child 2: She is concentrated only at the introduction of the activity and the
discussion but this is frequently interrupted by other things. She is looking
sometimes at her surroundings or she is staring at her shoes.

Child _14: There are some moments that she is concentrated and
participates but this lasts only for a few minutes. She usually looks at her
surroundings and observes the reactions of other children than the activity
itself.

Looking closely the above extracts it is obvious that children in the
experimental groups had higher levels of concentration comparing with the children
in the control group. A strong link with the way the arts were used during the
intervention can be argued. One main argument for this is that children during the
suggested interdisciplinary framework, used the arts as a steering wheel to facilitate
the process of decision making regarding the activities they want to do. During this
process they had a very leading role which resulted in taking full responsibility of their
actions and activities. Therefore, this might have resulted in high levels of
concentration as an effort to meet their goals with success.

Active involvement is also linked with signs of deep effort and deep mental
energy during the activity. Children that are involved in an activity, usually are very
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energetic and disclose efforts of hard thinking during the whole process. This energy
can be described as the way they manipulate the available recourses, the intensity of
their voice and speaking and their passionate expression (Ridley et al., 2010). This
attitude reveals signs of great involvement, as it is true that children put great efforts
only in something that interests them and triggers their attention. This deep mental
thinking results in introducing an individual touch in the outcome, which is highly
linked with creativity. In terms of measuring involvement, creativity does not equal
with making something new and totally original. It is more associated in displaying and
embedding in the activity features of our individual personality (Laevers, 1994).

The data analysis, from the final study, shows that the arts can stimulate
children to participate actively and reveal great levels of mental energy and creativity.
There are signs that children in the experimental groups were not just passive
followers of the instructions but independent thinkers that took the activity one step
further according to their individual ideas. When the arts were not used as a stimulus,
children exhibited lower levels of effort and responsibility to solve the upcoming
problems and they easily left the activity in order to do something else. Some extracts
that show children’s performance in this area are as follows:

EG1

Child 9: She is very interested in the whole procedure and she invests too
much effort in order to reach her goal. She presses the crayon very hard in
order to create what she wants and she moves her body according to what
she is drawing or writing.

Child 14: He invests a lot of effort to reach his goals and elements of hard
thinking are obvious throughout the discussion and the literacy activity. He
uses quantity words to describe the painting (e.g. little pink, too many
rocks) and makes judgements of what he sees (e.g. A boy is sitting. He
might play or watch the pretty lady on the boat).

Child 17: There are signs of deep mental energy. While she is looking at the
paintings she makes facial expressions which shows sentiments and
emotions. She moves her head while she is drawing or painting. She points
to the handwriting of the painter’s letter and make judgements.

EG2

Child 4: She is energetic and invests a lot of effort during the whole
procedure. This is obvious through signs of hard thinking of her next step
or when she has a difficulty and she tries to find ways to solve it.

Child 5: He is hopping, running and laughing during the drama play and he
is very energetic during the literacy activity. He tries to think of new rules
that are funny in order to implement them into his play.
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Child 15: She invests too much effort during the whole procedure and
thinks very hard about her next step considering the resources she has. She
verbalizes her thoughts and explains them in detail. She is very active
during the drama play and during the literacy activity.

EG3

Child 4: She shows full mental activity during both the puppet play and the
literacy activity. She seems that she is feeling the story and the emotions
of the puppets as she is doing relevant facial expressions.

Child 6: He puts too much effort in the activity and thinks very hard of his
next step. There are signs that he is eager and stimulated towards this
procedure and that he tries to do one step further at his own time.
Child 7: He is very energetic and invests too much effort during the whole
procedure. He is talking loud and participating in every discussion relevant
to the puppet play and the literacy activity. He is having a conversation
with the puppets during the puppet play.

CcG

Child 1: He does not talk that much during the literacy activity. He seems
absorbed in other things but there are some times that seemed focused on
what he is doing. He seems that he wants to finish the activity quickly in
order to do something else.

Child 3: There is no energy at the activity he is doing. He triggers his
classmates to finish early in order to go and play in the home corner.

Child 14: She does not invest much effort in the activity. She is constantly
looking for someone to help her and do the difficult job for her.

Looking carefully the above extracts, it is obvious that during the art
intervention children showed full mental activity and continuous effort to meet their
goals. One main argument for this could be that the art intervention had very similar
aspects with the activities in their free play due to the fact that children get involved
in art activities spontaneously. Therefore, this practice seems familiar with the
activities they do for pleasure in their free time and thus they revealed great levels of
mental energy.

Non-verbal attitude also reveals the levels of children’s involvement in an
activity. According to Laevers (1994), nonverbal signs are of paramount importance in
making judgements about the level of someone’s involvement. The expression of
people’s real emotions and ideas is obvious more effectively through non-verbal signs
than through verbal expressions. Nonverbal communication is usually characterized
as the truthful way of convey messages because it is extremely difficult not to disclose
them through facial expression, responses, gestures etc. (Tonc, 2002). Observing
carefully someone’s body language, can disclose their true feelings which could be
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different from the ones they are expressing verbally. This is even more obvious to
young children as their main way of communication is through non-verbal signs until
they master the verbal way of communication. Students’ disengagement from the
learning process can be revealed though their facial expression or posture. To avoid

this disengagement, the learning situation should include interesting resources and
relevant to their needs (Aboudan, 2011). An interesting activity, which will result in
deeply involved students, will also include quick responses from the participants.
Reaction time is one of the main characteristics of involved people as when they
exhibit quick reactions to new stimuli are deeply involved in the activity. In such
situations, students are most of the time alert of the new incidents that are introduced
in the activity and respond very quickly (Laevers, 1994).

The evidence from the data analysis is associated with these arguments as
signs of nonverbal attitude and reaction time to stimuli were obvious in experimental
and control groups. When arts were used as a stimulus, children revealed high levels
of involvement considering their nonverbal signs and attitude. These children exposed
very positive emotions during the literacy activities and they reacted very quickly to
almost every occasion. However, this was not obvious in the same high level in the
control group that the stimulus for the literacy activities was not the arts. Some
extracts that show children’s performance in this area are as follows:

EG1

Child 6: Nonverbal signs show deep concentration and involvement. When
he looks at the painting or try to write the letter to the painter he has very
intense eyes. Even in the moments with no activity it is obvious that he is
thinking very hard.

Child 7: Her body posture exhibits that she cannot be more involved in the
whole procedure. She has intense eyes constantly which reveal deep
thinking of her next step. Her body posture shows that she is deeply
concentrated. She puts the pencil in her mouth when she wants to think.
Child 12: She is totally concentrated and this is obvious by her body
language. There are moments that she stops to think. She puts her hand in
her cheek or she puts her tongue out of her mouth. Her eyes reveal intense
thinking during the whole procedure and her posture shows deep
involvement.

EG2

Child _6: Her facial expression reveals signs of hard thinking and
concentration. When she is thinking about her next steps, usually she turns
her eyes to the ceiling.
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Child 7: Her facial expression and posture show intrinsic motivation to
participate and to perform the tasks. She is very attentive to everything
and her eyes show deep concentration.

Child 9: Nonverbal signs show deep concentration during the whole
procedure. She tries to think the next letter she wants to write, she closes
her eyes and she puts her fingers in her mouth. She has intense eyes during
the literacy activity that reveal her deep thinking.

EG3

Child 4: Nonverbal signs and her facial expression show deep involvement
and hard thinking. There are signs of high and intense concentration and
thinking throughout the whole puppet play and the literacy activity.
Child 6: Nonverbal sings show that he is fully concentrated and stimulated
towards the whole procedure. His posture reveals high concentration and
he does not let any irrelevant stimuli to distract him.

Child 7: There are signs from his body language that he is eager to
participate and that he is involved deeply. He shows deep concentration
and satisfaction during the whole procedure.

cG

Child 6: Her nonverbal posture shows boredom and a passive attitude. She
has dreamy eyes during most of the time of the activity and discussion.
Child 8: There are sometimes that judging by the nonverbal signs he seems
interested in the activity but this lasts only for a few seconds. He seems
helpless in most of the time during the literacy activity and the discussion.
Child 9: Her nonverbal signals and attitude are mostly vague as she is
preoccupied by something else and not by the activity itself.

Another important signal for making judgements for the levels of someone’s
involvement is the level of persistence and precision during an activity. Both of these

signals contribute to the general outcome of involvement and performance in school
activities. The first time that the practitioner will introduce a new activity to the
students is the most crucial moment, as this is a determining factor for students to
decide if they will participate or not. According to Cai (2014), persistence is highly
linked with academic performance and involvement and it is mainly influenced upon
the first impression of the students. High levels of participation are mainly attributed
on children’s persistence in completing an activity (Burdette et al., 2015). Persistence
in fulfilling an activity will result in precision during the whole process. When children
insist to reach their goal, they are also very precise in doing every step right, avoid
mistakes and pay particular attention in details (Laevers, 1994). Accuracy in their work
can only been seen in deeply involved children because in the opposite situation they
are often very careless and they don’t worry about the outcome.
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During observations for the LIS-YC and the data analysis, there were signs of
different levels of children’s persistence and precision during literacy activities.
Children from all the experimental groups showed high levels of both persistence and
precision during literacy activities. The majority of them were very tentative to details
and did not let go the activity easily when they experienced difficulties until they reach
their goal. When arts were not used as a motivating factor to the literacy activities,
the level of persistence and precision was lower during the whole activity. Some
extracts that show children’s performance in this area are as follows:

EG1

Child 4: She is very persistent to her work. She insists to finish her work and
tries to find ways to prolong it (e.g. by writing more words that the painter
will like, reading the letter from the painter, looking his name and try to
write it). She does not let go easily and she continues her work even when
the teacher announces that it is free play time. She is also very precise. She
is very careful in the writing part and does not want to make mistakes. She
advices the word wall when she has a doubt of something. She corrects the
mistakes of other children’s work.

Child 9: She insists to reach her goal. She does not let go easily and try to
write as many words as she can. She asks for permission to write whatever
she wants and starts creating pseudo letters and words. She is going to
another table and wait to get the color she wants. She is very attentive to
details. She is trying to do as small letters as she can and she paints very
lightly the 4 corners of her paper. She makes a mistake in the beginning
and she turns over her paper to start again. She uses the back of her paper
to test first the crayon.

Child 17: She is extremely persistent. She is advising the Bulletin Board and
copy only one word. Then she tries to write on her own. She is trying to find
ways to prolong the activity. She discusses about her work with the friends
and compare it with her friends’ work to find similarities or differences. She
wants to be sure that she is not doing any mistakes. She asks for
clarifications regarding the new guidelines. She asks the teacher about a
particular letter she wants to write and shows it with her fingers. She thinks
very much before she chooses a color to write and she uses different colors.

EG2

Child 4: She insists to reach her goals and discusses with her friend which
letter cards they will take to create the words they want. When they cannot
find them they discuss of ways they can resolve this (e.g. ask kindly their
friends to borrow them the letter card they want). She is very precise to the
details. She looks very carefully the letter cards she has and tries to
understand what is missing. She is very careful when she chooses the letter
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cards and considers the color of the card. She wants to write a nice word
(as she states).

Child 7: She insists to perform the activity and asks kindly for some space
and privacy in her team. When she cannot find the letter card she wants,
she goes to the other tables and asks nicely other children to give her one.
She collects the cards and pronounces the sound of each letter on the cards
to make sure she has got the correct one. She is very careful in the way she
will create the word with the letter cards. She looks the cards very carefully
before she asks for the letter cards she wants.

Child 9: She insists to reach her goals and do not let go easily. She tries to
find ways to prolong the literacy activity (e.g. suggests new rules, count the
letters) and shares them with her friends. She is very careful when she
writes a word or when she creates a word with the letter cards. She looks
at the Bulletin Board to correct her mistakes or when she has a difficulty.

EG3

Child 4: She is very persistent to her work. She is thinking hard her next
step and utilizes her surroundings to find the next letter she wants to write.
She is reading what she has already wrote and stops in the letter she wants
to write next. She helps also her friend and shows her the correct way to
write the letters. During this she is attentive to details. She selects very
carefully the color of the marker she wants to write with. She tries to find
things that she has forgot to do regarding the activity. She writes a whole
sentence.

Child 10: He invests too much effort in the literacy activity and participates
in a discussion with the teacher and his friends to find the next phoneme.
He shows with his fingers the phonemes and looks at the alphabet board
for help. He wants to be precise to his work. He looks at his outcome for
mistakes and tries to find the best way to amend them. He discusses with
his friends about the correct way to write the letters and helps them to
amend their mistakes.

Child 11: She puts effort in order to achieve her goal and she tries to utilize
the hints that are provided by her surroundings (e.g. name tags, books,
word wall etc.). She does not let go easily. She is trying to find ways to
improve her outcome and to prolong the activity (e.g. she is discussing with
her classmates what else they could do). She is looking very carefully her
outcome in order to find what she forgot to do. She adds the parts that she
thinks are important and selects very carefully the color of the marker.

cG
Child 2: There are some times that she insists to finish her goal but this is
only for a few minutes. She is constantly interrupting her activity to discuss
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with her friends about irrelevant things. Sometimes she is attentive to
details but this is only for a short period of time which is frequently
interrupted.

Child 3: He does not persist to fulfill his goal but he states that he wants to
finish. His handwriting is not careful and does not care if he makes some
mistakes. He is careful in order to follow the guidelines but he is not so
careful in the details of the activity.

Child 4: There is no persistence in the activity by his side. When he realizes
that he had to do something that needs effort he tries to copy the outcome
of his classmates. He is very careful when he is copying the words from his
friends but this is frequently interrupted by irrelevant conversations.

A closer examination of the above extracts gives further insights of the benefits
of the intervention. Although it can be argued that these positive results might be
attributed to other factors (e.g. children’s attitude and emotions on the day) apart
from the intervention, it can also equally have argued that there are strong links with
the suggested interdisciplinary framework. One main argument for this is the highly
motivational environment that were created during the intervention due to the fact
that children were responsible for the outcome of the activities and that they had the
freedom to suggest the ones they want e.g. invite an alien to their party, rescue the
butterflies in danger or invent a time machine (see appendix 8). The fact that different
art forms were used to develop literacy activities during the intervention contributed
in this as according to Hanley et al. (2009) the arts are the most common activity in
children’s free play time. Therefore, children might not have seen the intervention as
an external expectation set by the practitioners but they might have seen it as smooth
transition from their free play time in which they can have a leading role in the whole
process.

Finally, the term involvement itself includes the aspect of motivation and
satisfaction. Children and adults get involved in a specific activity, only because they
are internally stimulated to do it and they find this activity fascinating (Siraj-Blatchford
et al., 2002). Robson & Rowe (2012), in their research design, linked involvement with
enjoyment and perceived that they are two interrelated terms in teaching and
learning. It is obvious that involved people enjoy their achievements and the whole
process, when they are trying to reach their goal. Satisfaction is also linked with
language and verbal expression. When we are enjoying an activity that we are deeply
involved, we also express it verbally and we are eager to repeat this activity many
times again. This can be also obvious by a wide range of comments which shows that
the activity is important to the individual (Laevers 1994).

Data analysis is highly linked with these arguments regarding satisfaction and
language, as there is evidence of these signals in both experimental and control
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groups. Data shows that the majority of children involved in the literacy activities in
the experimental groups were very much pleased with the whole procedure and they
were further expressed their desire to repeat the same activity again in the near
future. On the contrary, there were times that children from the control group were
satisfied because they have finished the literacy activity and they could go and play
with something else. Some extracts that show children’s performance in this area are
as follows:

EG1

Child 4: She is very excited and this is obvious through her verbal
communication with her friends. She is stating that she likes the whole
procedure and discusses about her outcome with her friends. She asks the
practitioner to repeat the activity again tomorrow. She looks very satisfied
and proud about her work. She shows it to everyone.

Child 7: She is talking regarding the activity. She keeps stating that she likes
this activity to her friends and to the teacher. She is very satisfied with the
whole procedure and she is very proud of her outcome and shows it to the
teacher.

Child 9: She discusses with her friends about their goals and about the
outcome of the activity they are doing. She explains to them what she has
created and states she is happy. She looks very satisfied with her work and
shows it to the teacher and smiles.

EG2

Child 1: He states out loud that this was an EXCELLENT activity and he
wants to repeat it again and again. He asks from the practitioner if this is
possible. He looks very happy with the whole procedure and he is having a
great time with his friends during the activity.

Child 7: She discusses with her friends of possible ways to play more literacy
games like the ones they just played. When they finish this discussion, they
inform the practitioner about the literacy games they want to play. She is
very happy and smiling throughout the whole procedure.

Child 15: She is discussing with the friends about how excited they were
during the whole procedure. She states she can’t wait to play this again.
She is laughing and seems very pleased with the procedure. She looks very
unhappy when it is over.

EG3

Child 4: During the whole puppet play and literacy activity, she is laughing
with her friends and states she is enjoying it. She seems very satisfied by
the whole procedure. She reads to the teacher what she wrote and seems
very proud.
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Child 7: He participates in discussions with his friends that have to do with
the activity and asks the teacher to repeat the activity. He is totally
satisfied by the whole procedure. He is smiling, laughing and seemed very
pleased.

Child 11: She is discussing with her friends about the ways they can improve
their work. She seems very satisfied with the whole procedure and shows
her achievement to everyone.

CcG

Child 7: He clearly explains that he does not want to continue the activity
to its end. He doesn’t seem satisfied when he has to do the writing part of
the activity but he tries it reluctantly.

Child 11: She discusses with her friend about their actions but she does not
state anything about the activity and if she is pleased or not. She seems
happier to collaborate with him rather than to do the activity itself.

Child 12: She does not speak at all and she avoids any discussions with
other children. Her friends try to begin a conversation with her but she not
looking at them or she does not answer. No emotions are expressed but
she seems relieved that the activity is over.

A closely examination of the above abstracts gives further insights about the
benefits of the art intervention in children’s level of involvement and more specifically
in satisfaction. Amusement is a very important element of the teaching and learning
process as it results in deep thinking (Shusterman, 2003). According to Fleming (2008)
the arts give a great emphasis on personal amusement rather than on specific learning
outcomes. Having the above arguments in mind and considering that children in the
experimental groups used art activities as a stimulus to emerge literacy activities, a
strong link can be argued. Being more specific, children during the art intervention
might reveal these positive results due to the fact that the arts offer great
opportunities for personal pleasure.

To briefly summarize, the above data from LIS-YC shows that the arts have a
beneficial effect on the levels of children’s involvement during literacy activities.
Quantitative analysis from the current final study verifies that when the arts are used
as a stimulus to literacy activities, there is a very positive impact in children’s levels of
involvement. Data analysis shows that there was a significant effect in all items of LIS-
YC among the control group and all the experimental groups, with a very strong
significant difference and there was no different effect in children’s involvement in all
of the items among all 3 experimental groups. Defining this effect and analysing the
data using descriptive statistics, it is obvious that children from all 3 experimental
groups had higher levels of involvement in contrast with the children from the control
group that they were frequently distracted by other factors. Additional evidence that
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supports this argument, is offered by the qualitative analysis of this measure. This
analysis enriches the data and provides us a detailed and descriptive record of the
positive impact of the arts in children’s involvement during literacy activities.
Therefore, as it was argued above, children who used the arts as a starting point of
the literacy activities had higher levels of involvement in contrast with children from
the control group who did not used the arts for this purpose.

It has to be acknowledged that there might be other factors that are
responsible for this fact e.g. practitioners’ practices, children’s previous knowledge
etc. A strong counterargument relies on the fact that the observations of the
practitioners in all experimental and control groups did not reveal any major
differences in their teaching styles. Of course it is not possible to argue that they were
totally similar is this cannot be true. However, strong similarities and links were found
with the facilitator approach (see chapter 9.2.2) as they all shared the same values and
reacted in a similar way in the upcoming situations. In addition, analysis of children’s
previous literacy skills (see chapter 9.2.4) did not reveal any major difference, as
children shared the same level of literacy performance in the pre-test. On the other
hand, strong links can be found among children’s great levels of involvement and the
art intervention that was implemented in all experimental groups.

It is true that the arts are the main kind of activity during children’s free play.
This by itself reveals great levels of involvement as this activity derives by children’s
internal needs and embeds the aspect of amusement which is also vital. It was argued
previously that the amusement is one of the basic signals of involvement. The arts,
and especially drama play, is associated strongly with entertainment and motivation
(Fleming, 2008) which results in deep involvement. This theoretical argument is in
agreement with the findings of the current study, as it supports the fact of the
contribution of the arts in children’s involvement. It has to be acknowledged that this
theoretical argument is about children’s involvement in general. Therefore, the
findings of our research enrich this in three ways. Our data focuses especially on the
early year settings, on literacy activities and also support this through an experimental
design.

To proceed with this argument, further researchers, investigated the impact of
the arts in students’ involvement in learning. Catterall et al. (2012) examine four
longitudinal studies and concluded that art experiences can contribute in a very
positive way to better school achievement in at risk teenagers and young adult. They
further made indirect arguments that this is attributed to the fact that the arts
promote students’ involvement in the learning process. A couple of years later, Garvis
& Klopper (2014) agreed with this and made direct arguments regarding the
contribution of the arts in students’ involvement in learning. By investigating four case
studies of formal and informal schooling, they stressed that art experiences result in
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better levels of involvement in learning and further contribute in students’
amusement and empathy. An empirical study by Nichols (2015) also verifies this by
focusing in high school students. She expressed and concluded clearly that the arts
have the opportunity to play an important role in students’ involvement in school
activities and also to maintain this interest for a long period of time. All of these
findings are in agreement with the findings of our study as they both support the
contribution of the arts in children’s involvement in learning through an experimental
design. Our study supplements these arguments by focusing in the early years settings
and especially in literacy activities.

Examining further the empirical literature, an indirect focus on the wider
concept of literacy while measuring the levels of involvement during art activities was
studied by Rydzik et al. (2013). They concluded that the arts can have a significant
effect on adult students’ involvement and that they will further empower them to
express themselves in several verbal and nonverbal ways. The data from our research
is also in agreement with their findings regarding the beneficial impact of the arts in
this area and it also supplements them by providing extra and more specific evidence
in the early years settings and in literacy.

The above examination of the empirical literature regarding the arts and
involvement shows that are limited, if any, pieces of research which investigated the
contribution of the arts on students’ involvement and especially in literacy activities.
When we limit our focus in the early years settings the pieces of research are even
more limited, if any. There are many theoretical or indirect arguments that the arts
can promote students’ involvement in the learning process but it is very difficult to
find an empirical piece of research with this focus especially in the early years settings.

The findings of the current piece for research contribute to this discussion and
offer empirical evidence in the early years settings. To answer the fourth research

question, the arts have a very positive impact in children’s involvement during literacy
activities in the early years settings. The findings are further supported by the existing
empirical literature and enrich them by offering additional evidence in the early years
setting and by focusing on literacy activities that was something that was missing in
the previous pieces of research. In contrast with our expectation, that the drama
group would have a better performance than the other experimental groups, there
was no different effect in children’s performance among the groups. In an effort to
explain this outcome, it is worth revisiting the content of each different art from in
order to identify similarities and differences. It is important to realise that each art
form demands different types of interactions from the participants. For example,
when creating a new painting or performing a puppetry play a lot of tangible
interactions are required. On the contrary, according to Fleming (2008) and Fleming
et al. (2004), when performing a drama play there is an emphasis on action and self-
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expression which is basically through kinaesthetic interactions. Although there are
some strong differences, it had to acknowledged that there are some strong
similarities as well. Being more specifically, irrespectively of the above differences, all
the art forms have the opportunity to develop a liberal environment which is free from
any social constrains and formal requirements and standards. Therefore, the fact that
there were no major differences in children’s levels of involvement among the
different art form, might be attributed to the fact that children felt comfortable to get
involved in the activities as there was no external expectations and they were able to
interact in an environment of freedom. This leads us to suggest that due to these
similarities the arts as a whole have a beneficial impact on children’s involvement and
that there no specific kind of the arts that have a better impact comparing to the
others.

Upon the end of the research project, an interview was conducted to the
practitioners who implemented the intervention. This practice was used in order
investigated their views and link them to the outcomes of this study. In the next
chapter, there will be an analysis and discussion of these findings.

9.2.8 Final study: Data from teachers’ interviews

At the end of the intervention and after conducting all the above measures,
there was also a semi-structured interview with the practitioners that implemented
the suggested interdisciplinary framework. The purpose of this interview was to
investigate their views regarding the intervention and correlate them with the
outcomes of students’ performance. In any practical application is very crucial to
investigate the practitioners’ perspectives who implemented the intervention apart
from measuring only children’s progress. In evaluating an intervention, it seems very
important to gather the views from everyone who is involved and especially the
practitioners’ views (Lewis & Ginsburg-Block, 2014). Practitioners’ strategies are
basically relied on their personal perspectives (Farrell, 2016) and this can have a very
strong impact in the outcomes of a new teaching method.

The selection of the semi-structured interview was based on the fact that, as
it is suggested by Mukheriji & Albon (2015), there is a freedom to adapt the questions
during the process in order to accommodate the needs of the interviewees. The semi-
structured interview was designed for the purpose of this piece of research and it was
also implemented during the pilot study. The interview questions were categorised in
4 areas: Academic and professional achievements, Personal teaching approaches and

strategies, Implementation of the interdisciplinary framework, Children’s

development within the interdisciplinary framework.

The data from the interview from all the 3 practitioners of the experimental
groups, verifies the positive outcomes of the intervention regarding children’s literacy
and social skills, children’s use of literacy as a social practice and children’s
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involvement during literacy activities. They all commented on the beneficial impact of
the arts in children’s performance in the early years as through the suggested
interdisciplinary framework there was a focus during the entertaining aspect of
learning.

Practitioner 1 (P1) was in experimental group 1 which was using paintings,
Practitioner 2 (P2) was in experimental group 2 which was using drama and
practitioner 3 (P3) was in experimental group 3 which was using puppets. The
practitioners had the freedom to select the art form they wanted to use during the
interdisciplinary project. All of them had attended some art seminars and workshops
about teaching and learning in the early years settings but none of them was a
qualified art teacher or had relevant training for becoming an art teacher. They
decided to select the art form that found the most interesting and didn’t have a
previous experience. For example P1 and P3 had never used the art form they selected
in their teaching before and they saw this project as an opportunity to learn and see
the outcomes of this approach. On the contrary, a long time ago before the project,
P2 had a previous experience in using drama in her teaching but it was not a
successuful one. Therefore, she decided to use drama in this project to enhance her
teaching skills and try it one more time.

Regarding their academic and professional achievements, practitioners from

all experimental groups hold a 1% class Bachelor Degree in Early Childhood Education
from a public Greek University. They all attended loads of seminars regarding early
childhood development, areas of learning in the early years, arts and crafts,
contemporary teaching strategies in the early years and special educational needs. All
of them had a professional level in speaking English as an additional language. P2 has
attended some Spanish lessons and had a basic command of the Spanish language.
Regarding their further academic qualifications, P3 holds a Master degree in Human’s
Right with the focus in Special Education.

All practitioners had a good level of experience in teaching in the early years
settings in the age group of 5-6-year-old (Greek reception class) in both public and
private sectors in Greece for 8-10 years. P2 has also worked as a primary school
teacher for approximately one year and P3 had also worked as a mentor in Higher
Education for approximately one year. None of them had an extra academic or
professional qualification in the arts but they all attended seminars regarding the use
of the arts in education. P3 has some experience in the arts as she was a volunteer
actor in the local theatrical team for some years.

Regarding their personal teaching approaches and strategies, they all stated

that they always try to follow children’s needs and to empower them to make their
own choices. This is linked with the features of the facilitator teaching style, in which
the practitioners stimulate the students to have an active role in their learning journey
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(Won et al., 2015). It is also consistent with the data analysis of the observation (see
chapter 9.2.2), in which it was verified that all practitioners embrace a facilitator
approach in teaching and learning and give opportunities to students to have a leading
role in the everyday activities. In support of this view and focusing on the curriculum
aspects, researchers (see Luke et al., 2013; Richards, 2013) stress that a syllabus
should not suggest a strict pedagogy, but it should give the freedom to the
practitioners to adapt the daily programme according to children’s desires and
interests.

These arguments link directly with the data from the interviews. All
practitioners stated that they tried to be flexible regarding the daily routines and the
programme they have prepared in advance, as they were more concerned about their
students’ needs and their desires on the day. It is also linked with the data from the
observations (see chapter 9.2.2), in which it was also verified this practice.

Q: How would you describe a typical every day in the early years
classroom?

P1: What do you mean typical? (laughing) There is no such a thing. Of
course | have a plan in my mind but this changes according to children’s
needs. Generally, at the beginning of the day there are free play activities
and sometimes they prefer to play in the interest corners. Afterwards, we
have a discussion and we select the topic we want to investigate. | try to
find what they know about this topic in order to adapt my teaching
methods. Then, we search for resources and we decide together the
activities we will do.

P2: Typical day... in our profession there is no typical day. There are some
general guidelines that we follow but this might change in the blink of an
eye, if we see that children want to do something else. There are some free
play activities in which we try to promote group work and collaboration.
However, if children want to play on their own then they are free to do so.
P3: That’s a good one (laughing)... Unlike to other professions we do not
have the privilege of a typical day. | have a schedule in my mind but this
changes frequently as | am eager to follow my students’ needs. | try to
listen to children and adjust myself accordingly. | might have a specific
project in my mind but children might focus in different things that | have
thought of.

Proceeding to the next argument and considering the practical application of
the everyday curriculum, there should be a framework in which practitioners can rely
on when design educational activities (Luke et al., 2013). This framework denotes the
process and the methodology they need to follow in teaching and learning (Richards,
2013). This does not cancel or reduce the freedom that was discussed earlier, but it is
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like a stepping stone that they can use in their interactions. In practice, this framework
is the learning and developmental theories, which seem to be a basic component of
every national curriculum, as they serve as the foundation of every teaching approach
and technique. They also give us a framework which we can use when making lesson
plans and activities for every level of education.

This was very obvious during the interview of all the practitioners as they all
stated directly or indirectly that during their interaction with children or during their
preparation of the activities they use the framework of the contemporary theories in
education. All of them stressed the importance of giving children the freedom to have
a leading role in teaching and learning and to construct the knowledge according to
their pace.

Q: Before you started using this framework, what were the teaching
methods you were using up to now?

P1: Well, every school year | try to change the way we approach every
topic. However, this might happen also within the year as | was very eager
to try new things. Especially, if | attended an interesting seminar about a
new teaching technique. | try to include an interesting stimulus to trigger
children’s attention to the learning activities. The stimulus could also be
produced by a child that brought something to show us in our school e.g. a
dry leaf, a seed etc. Following this we started a project that was based on
their interests. | believe that topics which might come spontaneously are
very important to include them in the teaching and learning process.

P2: | always followed the guidelines of the national curriculum and there
was always a very good collaboration with my colleague in the next door
classroom. We prepared the weekly and monthly activities considering the
children’s needs and desires and we modified our lessons plans according
to children’s suggestions.

P3: As the national curriculum suggests, we rely on Piaget’s and Vygotsky’s
theory. | always have this in mind when | am interacting with children. In
my class there is always a mixed group with 4-5-year-old children. | was
very excited when | saw Vygotsky’s theory to be put to practice with the
older ones to help the younger ones and vice versa.

Proceeding to the next area of the interview, practitioners gave us their views
regarding the implementation of the interdisciplinary framework. It is very important

the practitioner to embrace and accept a new teaching method if we want to have a
successful outcome. This is based on the theory of the macro, meso and micro system
that was suggested by Bronfenbrenner (1977; 1976) as contextual factors have a very
strong impact on everyday educational practice. Macro level links to cultural, national
and political issues, meso level surrounds the culture of the local communities like
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schools and neighbourhoods and micro level represents the individuals’ opinions (Hall
& Higgins, 2002). These elements can enhance or inhibit a change in the early years
settings with the micro level to have the strongest impact (Theodotou, 2010). This is
based on the fact that if practitioners are not convinced of the benefits of a new
teaching technique, they are not going to try it.

The data analysis of the interviews is linked with the arguments about the
micro level and it shows that the intervention was very well received by the
practitioners. All of them were very pleased with their participation and they
commented that it was their decision to participate as there was no force from the
Head of the school. They commented that they learned a lot from this opportunity
and that they found the intervention very interesting. It is obvious that this
intervention had a very strong positive impact in their teaching techniques as they
noted that they are still using this framework and they are trying to find way to prolong
this.

Q: How was your participation? How do you feel about it?

P1: 1 liked it very much and | am excited about this. | was always attracted
by the arts and especially by paintings but | never have the opportunity to
do something like this. | felt that this was very familiar and relevant to me
and when | was offered this opportunity | was more than happy to be a
part of this. There was no pressure to do this and the Head of the school
stressed that it will be our decision. | am very happy that | did it. It provided
me the framework for using the arts for literacy activities and | am still
using it. | also discussed about this with my friends and they are very
interested to try it as well.

P2: It was our decision! No one forces us to do so. To tell you the truth, |
tried in the past to use drama play but with no successful outcome and |
was very disappointed. When | was offered this opportunity, | thought that
I could give it a try. | was a little afraid at the beginning considering my
previous failure but | am very glad that | succeed it. | think a basic reason
for this success is that | was given a good framework that | could rely on. |
was very excited that children had the opportunity to have an active role
in the everyday programme and activities. | think this was a great factor in
this success. Now, that the intervention is over, we still continue to
implement it, as both me and my students are so excited. There are a lot
of things | have in mind and | want to implement them before my maternity
leave.

P3: 1 am very excited! | felt relaxed with the procedure and when | saw my
students’ progress and especially after the post-test | was very happy.
There was no pressure to participate and | liked that | was offered this
opportunity. | was always intrigued by the arts and this framework offered
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me a good framework and | can use to develop literacy skills. This year |
used puppets and | am thinking next year to continue with another kind of
the arts.

In every curriculum development there is a crucial need for a productive
collaboration and mutual support of all the members that are being involved (Keating,
2015). This practice is even more crucial, when introducing a new teaching strategy. It
is very important to provide to the practitioners all the support and assistance they
need in order to do their work effectively. Supporting practitioners in teaching design
is a well-established practice which results in enhancing the quality of teaching and
learning (Huizinga et al., 2014). In this way they will feel more secure and eager to
continue and this will result in better outcomes. Before the beginning of the
intervention and during its implementation there were constant consultation
meetings with the practitioners to discuss any matters arising, resolve possible
queries, find the extra resources they need and discuss their progress. There was also
a period of time for training in the different steps of the suggested interdisciplinary
framework and provide them good examples that they could use.

Data analysis from the interviews from all the practitioners who implemented
this framework is in agreement with the above arguments. They all indicated that that
were are very happy with the provided support and provided resources during the
intervention. They mentioned that this practice enabled them to implement the
intervention effectively and to gain self-confidence as it was a new teaching method.

Q: Did you have the support and resources you needed when you needed?
P1:1had more that | was asking for!! (laughing) Yes! | felt very comfortable
to talk and contact my mentor whenever | needed but | like also the fact
that my mentor was also in constant contact with me. Regarding the
resources, she provided me more than enough and from a great variety!
P2: Yes, of course!! My mentor gave me more than enough materials and
resources. The support | had was amazing. | was anxious at the beginning
considering my previous failure but she helped me to overcome this and
gave me ideas that | could use and general techniques that | could
implement in every situation. It was amazing that | was able to include my
personal aspects in this according to my personality and the collaboration
was very good.

P3: Yes, | had access to the materials | needed when | needed and | am very
happy about it! My mentor offered me loads of support and | really
appreciated it! | really enjoyed that children manage to write their own
stories based on our puppet play.

When implementing a new teaching approach, it is important to acknowledge
the difficulties the practitioners might have experienced and also the benefits they
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have gained. In this way we can gain a holistic approach of the new intervention. The
best way to gain this knowledge is discussing with the practitioners who implemented
the new teaching approach. Involving practitioners in the design and the evaluation of
a new approach is very important as in this way they develop ownership of the content
(Huizinga et al., 2014). For this, there is a need for first-hand information and the most
appropriate ones to provide this information are the practitioners who implemented
this approach (Keating, 2015). This can be used as a valuable feedback for
improvement, by amending the difficult parts for a future implementation. Also, by
acknowledging the positives parts can enable the instructors to focus more on them
for a future successful implementation.

In the data analysis from the interviews, practitioners commented on different
issues that troubled them but they all noted that these issues decreased over the time.
The common idea behind all of them had to do with the different dynamics of the
group of the children and with personal issues that have to do with their previous
experiences. All 3 practitioners commented that the most exciting part of the
intervention was the progress they saw in students’ performance in all areas of
learning and development. They further commented that the interdisciplinary
framework was the main reason for this great progress.

Q: Did you find any challenges during the implementation of the
interdisciplinary framework?

P1: Mmmm (thinking)... not really. Well, there were some difficulties at the
beginning but this had to do with the group of the children and not with
the intervention itself. Children was making fun with each other when they
made a drawing that was not so good. During the intervention, we saw
different artists and the way they draw and children realized that there is
no right or wrong answer when it comes to drawing as each one of us
expresses themselves in a different way.

P2: Well, as | said the very first time | implemented this, | was very anxious
as | was thinking about my previous unsuccessful attempt of drama play.
Nevertheless, with my mentor’s help | tried to enrich my teaching
techniques and to use new things and this anxiety was quickly disappeared.
P3: Let me think... Yes, we discussed this before. The group of my student
this year was very difficult and their progress was very slow but this has
nothing to do with the intervention. | think my mistake was that | compared
them with the group | had last year which was very different. However,
after a while I let it go and the activities went very good and we enjoyed it
very much!

Q: What was the most exciting part during the implementation of the
interdisciplinary framework?
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P1:1was very impressed by the children’s quick responses to the paintings.
There were children that they were very slow at the beginning but they
started to express themselves so quickly. Everyone had something to say
about the paintings and everyone accepted each other’s views. [...] They
remembered a specific topic and painting that we did in the first month. |
was also very excited when | saw children who had limited attention span
to be very concentrated, to want to participate, to wait for their turn and
to speak about the paintings. | strongly believed that this cannot be done
with another teaching approach. This framework combines theory with
practice. | have seen this through my experience and | can tell that
paintings are a very attractive approach. But with this framework we could
combine literacy activities as well. Children could touch the paintings and
there was a freedom to replicate them as they wanted.

P2: | think the most exciting thing was that children were involved deeply
in this with their free will. | could see that they were actually enjoying it
and they were always very excited when it was time to do drama play.
Children were asking me to do the same activities for a long period of time.
I was very impressed by their ideas... | couldn’t believe that they could think
in this way and come to these conclusions. | don’t believe that we could
achieve this with another teaching approach.

P3:1saw that everyone wanted to write after a while. They wanted to write
a story that we could play with our puppets. Of course at the beginning it
was just one or two words but this was constantly increased as the time
went by. | also had a constant positive feedback from their parents. | could
see that children were very excited and they wanted to present their story
in the rest of the class. | think the intervention played a very important role
in this! I haven’t seen children to be so eager to write before.

Following their views about the implementation of the interdisciplinary
framework, practitioners were also asked about their views regarding students’
development during the interdisciplinary framework. This was very useful as we got a

better understanding of the effects and the impact of the intervention through their
views. Furthermore, this gave us the opportunity to link their views with the findings
of the measures we used to monitor children’s progress.

In agreement with the existing literature and the findings of this study,
practitioners commented on the positive effects of the arts, and especially of the
intervention, on children’s cognitive and social development. As stated earlier,
researchers (see Moritz et al., 2015; Greenfader et al., 2014; Chang & Cress, 2013;
Runfola et al., 2012; Vitsou, 2011; Bolduc, 2009) verified the positive effects of
different kind of the arts on children literacy and social skills. The findings of this study
(see chapters 9.1.2-9.1.3; 9.2.4-9.2.5) are in agreement with the empirical literature
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by verifying this argument in the early years. During the interview, it was obvious that
the practitioners also agreed with this argument as they observed this progress during
the intervention. They spoke about their students’ progress and they further
attributed this progress to the utilization of the arts.

Regarding the effects of the arts on the use of literacy as a social practice, as it
was discussed earlier (see chapter 9.1.4 & 9.2.6), there are only indirect arguments
about this (see Maniaci & Olcott, 2010; Hopperstad, 2008; Wright, 2007). Our findings
enrich this literature by providing direct arguments from an experimental design.
Practitioners’ views were also in agreement with our findings as they commented to
the fact that children found a reason to include literacy aspects in their everyday
activities.

Q: How did you observe children’s progress in regards to children’s
development during the interdisciplinary framework?

P1: Children have always a progress through the school year but | think this
framework helped me a lot to see their progress from one painting to the
other gradually. | could see that they keep reminding me things that |
forgot to do with the paintings and that they respected everyone’s opinion.
| realise that it was part of their lives and they tried to include literacy in
every activity during their free play. | believe children had a better progress
in all areas of development now that we used this framework and this was
attributed to the use of the arts. For example, at the beginning of the
school year, shy children were reluctant to participate or intense children
could not wait their turn. This changed radically during the school year and
there was a huge improvement.

P2: | believe that drama play helped them a lot. | could see that they were
communicating and collaborating all the time to reach their goals. There
were also trying constantly to include literacy activities using the resources
they had. | could see that they were trying to write for every purpose they
could think of! For example, they wanted to produce a dictionary with new
words. | think that drama play enabled them to love reading and writing
and understand that this is a fundamental part of their lives that they
cannot distinguish or separate it.

P3: Puppets helped them a lot! | saw children that were very shy and not
eager to participate in any school activity. This changed through this
intervention. There were even occasions of bulling and through puppet
play children gained self-confidence and decided to do something about it.
The first step for this was to make a puppet in which they could express
their feelings and after this they found the courage to step away from this
unpleasant situation and talk to the other child who was aggressive
towards them. They didn’t want to lose him as a friend but they didn’t want
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to experience this either. There was also an increased interest to create
stories and to write them!

In line with the existing empirical literature and the findings of this study, all 3
practitioners highlighted the beneficial effects of the arts on children’s involvement
during the teaching and learning process. As stated earlier, researchers (see Nichols,
2015; Garvis & Klopper, 2014; Catterall et al., 2012) stressed directly or indirectly the
positive effects of the arts on children’s students’ involvement. The findings of this
study (see chapters 9.1.5 & 9.2.7) support these arguments and further enrich them
by focusing in the early years settings and especially in literacy activities. The data
analysis from the interviews, shows that practitioners also support these arguments
by stating that children through their interactions with the arts were very much
involved during literacy activities.

Q: How did you observe children’s involvement in literacy activities during
the interdisciplinary framework?

P1: There were sooooo much involved! Of course, | understand that this
had to do with the fact that I love paintings and | might influence them.
However, | could see that by using this interdisciplinary framework,
children were very much eager to suggest literacy activities and participate
in them. It was their favourite time of the day and they liked to experiment
with the paintings and literacy activities. | could see that they included
these activities in their free play and they were very much involved. | didn’t
observe any child to be reluctant to participate.

P2:Isaw that they responded to everything that had to do with drama and
literacy. They were expressing their ideas all the time and seemed very
eager to participate. | could see that they were expecting every time these
activities and they were extremely happy. There were even more excited
with their roles during the drama play.

P3: Of course they were involved! Puppet play is a very interesting activity
by itself and stimulate everyone to create, participate, comment... Children
wanted to participate with their free will and they were very creative
during this framework. | think the reason for this was that there was a
direct interaction with puppets and literacy. For example, they created the
puppets and straight after they used them to perform their play. The
activity emerged from them and used their imagination. It was very easy
for them!

The impact of every piece of research is a very important parameter when
considering if the intervention was successful. By definition, impact of a research study
is the effects of the findings on the society, economy and services in general beyond
academia (Cope, 2013). However, measuring the impact of a research is not a
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straightforward process and it needs to take into consideration many factors (Carter,
2013). In social sciences, and especially in practical interventions, before we come to
any conclusion it is very important to measure the impact of the intervention to
practitioners’, students’ and parents’ lives and to schools in general. When arguing
about a very strong impact, then it is expected that the practitioners have embraced
this intervention and that this will change their approach to teaching and learning in
the future. Thus, it is crucial to seek their views about this and their future plans after
the research project is over (Jones & Grant, 2013).

Data analysis from the interviews shows that the research project was very
well received by the practitioners and had a great impact on their teaching strategies.
They all commented that it was a very pioneering approach and they were thinking of
ways to use the interdisciplinary framework in the next school year and perhaps with
a different the kind of the arts.

Q: What differences do you see in your teaching methods now on? How
would you use this experience in the future?

P1: Yes, | can see a difference!! | was using the paintings before but |
couldn’t think that they could have such a great educational outcome
especially in literacy. | will definitely continue to use it as | really enjoyed it
and | can see that my students were very excited. Next school year | think |
can focus on different painting techniques alongside with the biography of
each painter.

P2: This was something different from what | was doing so far. | was trying
to involve children but maybe | was not so ready to do it or | didn’t have
the appropriate resources or support in this. What | liked was that they
tried to include everyone in their drama play and they were trying to take
their drama play one step further. This framework was something that
helped me as a person and a professional. | like performing arts but | am
afraid to let myself go and enjoy this. This was a very good opportunity for
me and | am thinking to continue this after my maternity leave and use
paintings.

P3: | tried to relax a little bit and | manage to reach my goal in a good
percentage! | was a volunteer actor for some years and | totally enjoy using
the arts in my teaching. | could see that with this framework, children had
the freedom to suggest activities and transfer their knowledge in their free
play. | would like next year to implement drama play considering my
experience in the local theatre. | found very easy to express myself through
movement and | am very curious to see the response of the children.

To briefly summarise, the above data from practitioners’ interviews shows
that the intervention was very well received from all of them and from the children as
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well. All practitioners had a similar educational background, level of experience and
attitudes towards teaching and learning. They all commented on the benefits they
gained from this intervention and the great support they had when they needed. They
all experienced difficulties that had to do with the group of children and some personal
issues. All of the practitioners agreed that the arts had a fundamental contribution to
children’s learning and that there was a great progress in their performance in literacy
and social skills. They further agreed about the great impact of the arts on children’s
involvement in the school activities and about the fact the arts enable children to use
reading and writing as a fundamental part of their lives. Their views were in line with
the quantitative and qualitative findings from this study that were used in order to
examine students’ performance and progress.

As it is mentioned earlier, it is very important to investigate the practitioners’
views regarding the outcomes of a practical application in addition to the findings of
children’s performance. This practice provided us further insights of the general
effects of the intervention. Finally, evidence from the interviews shows the great
impact of the intervention on practitioners’ teaching techniques as they were all eager
to continue using the interdisciplinary framework in their teaching. The above
arguments lead us to suggest that it was a successful intervention as there were
positive effects on children’s performance that was further verified by the
practitioners and had a vital impact on their lives from now on.

The findings of the current piece of research contribute to the discussion about
the benefits of the arts in children learning and offer empirical evidence in the early
years settings. To answer all 3 research questions, as it is stated in the previous
sections, the arts offer a very positive impact in children’s literacy and social skills,
children’s use of literacy as a social practice and children’s involvement in school
activities. This is verified by the outcomes of the different measures on children’s
performance and by practitioners’ views during interviews. It is also obvious that the
intervention had a very positive impact on practitioners as they all stated that they
will continue using this in the future. Our expectation that the drama group would
have a better progress comparing with the other groups did not verified even from
the teachers’ interviews as there were no differences in their comments during the
interview. This leads us to suggest that the arts as a whole contribute positively to
children’s performance with no particular difference in any different kind.
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10. Conclusion

The focus of this PhD thesis was early years education and more specifically
the effects of the arts on children’s literacy. Through the review of the literature, it
was established that literacy is constructed through social interactions and that the
role of the adult and the setting are critical in literacy development. Investigating
deeply the content of literacy, it was argued that emergent literacy is an important
aspect in the development of literacy in general. However, it was found that there was
a debate on how researchers translate this importance in real life situations in the
early years settings. There is a discussion on the role of emergent literacy comparing
with phonological awareness and sometimes the arguments are little confusing.
Trying to clarify this discussion and translate it in abstract terms, it was argued that
there is the school of thought which supports that emergent literacy acts as a
facilitator of phonological awareness and there is the opposite school of thought
which supports that phonological awareness is an important vehicle to emergent
literacy. It has to be acknowledged that both sides highlight the important role of
phonological awareness in emergent literacy but they look at the same aspect from a
different point of view. After the examination of the existing literature on this topic
the former approach seemed more convincing. One main argument for this was that
emergent literacy is something that comes naturally as long as they are sufficient
literacy stimuli, whereas phonological awareness needs to be emerged and taught
from an adult. This was highly considered in the research design of the PhD thesis and
in the suggested interdisciplinary framework. Having this in mind, there was an effort
to empower children through the arts to emerge literacy activities according to their
will and desires.

The concept of the arts was discussed and great emphasis was given in their
liberal and communicative character. Through the examination of the empirical and
theoretical literature, it was argued that the arts liberate humans, not only young
children, from the social constrains and allow them to be themselves. Although the
purpose of the arts is to promote a free communication among individuals and not to
educate them, there is a variety of pedagogical benefits by using the arts in the
teaching and learning process. One main argument is the fact that according to Hanley
et al. (2009) the arts are the most common activity during children’s free play time.
This means that children conceptualize the arts a pleasant activity with no formal
external expectation and this results in true learning experiences and great levels of
involvement. The pedagogical value of the arts was established by examining the early
years curriculums of all over the world and by linking them with major pedagogical
theories. The importance of active involvement and social skills was also discussed
through the examination of the relevant literature in relation to the arts. Relevant
empirical literature was presented and analyzed regarding the importance of
interdisciplinary research regarding arts and literacy. During this analysis and
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examination, an area of investigation was identified in the holistic examination of the
effects of the arts in children’s literacy. It was obvious that there was an over-emphasis
in the investigation of the effects of music on phonological awareness in relation to
the other kinds of the arts and literacy areas. At this point an inquiry was born to
examine this aspect using more art forms and investigate the possible outcomes.
Considering the plethora of pieces of research with music intervention, it was decided
to avoid this art form and focus more on other art forms that haven’t been used widely
in a research study. In addition to this, the examination of the existing literature also
revealed limited, if any, pieces of research regarding the effects of the arts in children’s
social skills, literacy as a social practice and involvement. With an effort to investigate
the holistic impact of the arts, these aspects were also included in the research design.

Considering all the above, the purpose of this research was formed. More
specifically, the aim of this research was to investigate an interdisciplinary approach
of the arts and literacy in children’s performance in literacy and social skills,
involvement and literacy as a social practice in the age group of 5-6 years old. More
specifically, it was investigated if there were the arts in general or a specific kind of
the arts that could contribute more to children’s performance in literacy and social
skills, involvement and literacy as a social practice. For this reason, there was a
comparison among 3 different forms of the arts in terms of literacy and social skills, of
children’s involvement and of children’s use of literacy as a social practice. Reflecting
on the above statement about the plethora of empirical papers about music, it was
decided to include different art forms and more specifically paintings, drama play and
puppetry. A basic reason for selecting these art forms relies on the fact that there is
very limited empirical literature including these art forms and thus | was curious to see
the results. Reviewing the content of each art form, we can find similarities and
differences. For example, while creating a painting there is an emphasis in
experimenting with different colors and in tangible forms of interaction (Hicks, 2011).
Similarly, puppetry includes more tangible forms of interaction but also emphasizes
verbal modes of interactions (Wohlwend, 2015; Stephens, 2008). On the contrary,
drama play might include all the above aspects but it focuses more on self-expression
and action which is facilitated through physical movement (Fleming, 2008; Fleming et
al., 2004).

Informal observations during my professional practice as an early childhood
practitioner showed that children during their free play prefer activities that include a
lot of physical activities e.g. running, jumping, climbing etc. Considering the features
of drama play, | could see strongly links with this. Having this in mind and the fact that
the purpose of my research was to use the arts in order to facilitate literacy
development, | expected that drama play would have a greater contribution
comparing to the other forms of the arts because of the strongly links with children’s
free play activities. As this was not based on scientific evidence but on personal
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reflections, | tried to find arguments that support my belief. A review of the literature
shows that Siont & Papadopoulos (2001) and Fleming et al. (2004) argue that drama
play requires more participation and provides greater levels of freedom during
children’s interaction. In addition, it is stated that the arts are the most preferable
activity during children’s free play with a particular interest in drama play (Hanley et
al., 2009). Therefore, based on the above, it was expected the children that utilize
drama during the different steps of the suggested interdisciplinary framework would
have a greater contribution in the activities, which eventually will result in better
outcomes in children’s performance in literacy and social skills, involvement and
literacy as a social practice.

In order to examine the above in practice, there was a need to formulate in
abstract terms the art intervention that will support children’s literacy performance.
An interdisciplinary framework was suggested in the experimental groups, which
placed great emphasis on children’s autonomy and emergent literacy skills. As a novice
researcher it was considered very important to test this in practice in order to gain the
appropriate confidence and familiarise myself with the process and with collecting
data. A pilot implementation of the suggested art intervention was also considered
very useful and important in order to identify the areas of improvement before the
final implementation. During the pilot implementation, | was able to develop my skills
as a researcher and reflect on the whole process. It was also enabled me to gain self-
confidence as a researcher as this was the first time that | designed and implemented
such a big research project.

Both the pilot and the final study lasted for one full school year. The
implementation of the pilot study was a very good opportunity to familiarise myself
with the procedure and measurements and develop the necessary confidence as a
novice researcher. Moreover, it also enabled me to identify the areas of improvement
before | proceed in the find study. It was also very positive that the findings of the pilot
study showed positive outcomes of the intervention. These outcomes were
considered carefully in terms of making arguments regarding the general impact of
the intervention. One main argument for this was that the data from the pilot study
derived from a case study that there was no control group to compare the findings.
Also, children’s improvement might have attributed in other reasons apart from the
intervention per se. One main argument is that it is expected that children will have
some development in due course as a result of the external factors such as
practitioners’ practices, home environment, social interactions, after school activities.
Therefore, it can be argued that the positive results of the pilot study might be
attributed in one or a mixture of these factors. On the other hand, a counterargument
for this might be the playful and liberal character of the arts. It is true that children
select spontaneously art activities during their free play (Hanley et al., 2009). Thus, it
can be equally argued that children perceived the intervention as a pleasant activity
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and they contributed deeply in every step. The pilot study was of paramount
importance for self-improvement and more specifically to enable me to identify some
amendments in whole procedure. Reflecting on this, the necessary improvements
were made before the final study.

In the final study, the findings were compared with a control group which
implemented the guidelines of the Greek Early Years curriculum, which is the expected
practice in the Greek early years settings. In order to eliminate any influencing factors,
the control group also implemented art activities by an art teacher, with the difference
that they did not use the art to emerge literacy as in the experimental groups. The
findings of the final study showed again a positive impact of the arts in children’s
performance in literacy and social skills, involvement and literacy as a social practice.

This was in agreement with the existing literature in the early years settings (see
Moritz et al., 2015; Greenfader et al., 2014; Chang & Cress, 2013; Vitsou, 2011; Runfola
et al., 2012; Bolduc, 2009; Seeman, 2008; Gromko, 2005) but it offered a richer data.
One main argument for this is that in this piece of research there was a holistic
examination of literacy and not an emphasis in one literacy area like phonological
awareness that was common in most of the existing pieces of research. In addition to
this, there was also a holistic examination of the arts and not in a specific kind of the
arts as was the common practice in the relevant empirical literature. To investigate
deeply the effects of the arts on literacy and considering the social construction of
literacy, there was an additional investigation of the effects of literacy as a social

practice. Although there are theoretical arguments about the benefits of the arts in
this area (see Maniaci & Olcott, 2010; Hopperstad, 2008), there is no research with
this focus. As there is a gap in this area, the findings of this study contribute to the
examination of this relationship by providing relevant knowledge. The findings of the
research project showed that when using the arts there is a better performance in
children’s use of literacy as a social practice.

The findings also enriched the existing literature by verifying the benefits of
the arts in children’s social development which was also something that was missing

from the empirical literature in the early years settings. Although there are arguments
about the importance of social skills in children’s cognitive development (see Durlak
et al., 2010; Pahl & Barreett, 2007; Baker, 2006) and about the benefits of the arts in
people’s communication as an important part of their social skills (see Vasudevan,
2014; Matthews, 2008) there is limited, if any, research with this focus especially in
the early years. Considering this gap in the early years settings, the findings of this PhD
project contribute in this area by offering relevant knowledge.

Last but not least, the findings showed a positive influence of the arts on
children’s active involvement in literacy activities. Similarly, with the previous areas of
investigation there is a gap of empirical findings in this area. The aspect of children’s
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involvement has been investigated in the early years (see Robson & Rowe, 2012;
Wiliford et al., 2013; Ridely et al., 2010) but pieces of research that focus on the effects
of literacy and the contribution of the arts (see Barrody & Diamond, 2013; Gerry et al.,
2012) are very limited. Hence, the findings of this research provide insights regarding
this area and enrich the existing literature.

Before reaching any conclusions about the impact of the art intervention in
children’s performance in literacy and social skills, involvement and literacy as a social

practice, there are some important elements that need to be taken into serious
consideration. First of all, it had to be acknowledged that research in social sciences
and especially in early years education is not a straightforward process. One main
argument for this is that there are a lot of factors that might influence children’s
progress. Being more specific, factors like the expected progress of children in due
course, practitioners’ practices, children’s previous knowledge, social activities, home
environment etc. Therefore, one might argue that although there was a greater
improvement in children in all experimental groups comparing children in the control
group, this improvement might be a result of one or a mixture of the above factors.

On the other hand, there are several valid reasons that can act as a
counterargument in this. It is worth indicating that examination and analysis of the
practitioners’ practices did not reveal any major differences in all experimental
groups. All practitioners shared the same values and reacted in the same way in any
upcoming situation with the children. However, it is not possible to argue that they
were totally the same as there are human beings and it is expected to include aspects
of their personality. Overall, there were no major differences and they all shared
aspects of the facilitator approach as a teaching style. In the same line, an examination
of children’s background characteristics and previous knowledge did not reveal any
major concerns. All children were approximately in the same level of previous
knowledge and overall their background characteristics did not have any major
influence on the outcomes. Having all the above in mind, it is important to realise that
there is high chance that the external factors that were argued before might not have
a significant impact on the positive results of the intervention.

In addition to the above, the content of the art intervention reveals several
solid arguments that can support the positive results of the intervention comparing to
the results in the control group. A closer examination of the suggested
interdisciplinary framework shows that children had a very high leading role in every
step. This is also very obvious in the pedagogical projects that were designed in which
children suggested and changed the activities according to their will with no adult
intervention. What is more is that the intervention uses the arts as an approach to
emerge literacy activities. It should be reminded that the arts are the most common
form of children’s free play and thus it results in great levels of involvement and
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satisfaction (Hanley et al., 2009). It is true that when we are intrinsically motivated to
participate in an activity, there are better opportunities for true learning as this is
derived from our true desires and needs. Therefore, since the arts is a substantial part
of children free play, it can be argued that children were intrinsically motivated to
participate in the art intervention and this leads in greater results. In addition to this,
children had a leading role in every step of the intervention which resulted in
developing ownership and in a continuous effort to meet their goals. Considering all
the above, it can be argued that the arts enabled children to gain greater results
comparing with children in the control group.

In contrast with the hypothesis that drama would have a greater impact in
children’s development, the findings of this study showed that no significant
difference was identified among the different kind of the arts. Students in all of the
experimental groups had approximately the same progress and performance in all of
the examined areas with no significant difference in their performance in literacy and
social skills, involvement and literacy as a social practice. Looking closely the
hypothesis and the rationale behind this it seems that although drama requires more
physical actions, which is strongly related with children’s free choice in activities, it
does not lead necessarily in better outcomes comparing with the other art forms. A
good explanation for this might rely on the general similarities of the different art
forms. It should be reminded that children in all experimental group had very positive
results in all areas of investigation with no particular difference. Although the selected
art forms have some differences in the quality of the interactions they provide, they
also have some very strong similarities in the general environment they create. One
main and solid argument is that all art forms have the opportunity to liberate people
from the social constrains, the formal expectations and the external requirements.
They also allow participants to create their own reality and give different meaning.
This by itself can explain the fact that there were no differences in the outcomes of
each different art form as they all enable children to feel confident and comfortable
and trigger their curiosity to participate. This leads us to suggest that due to above
similarities the arts as whole contribute positively to children’s performance in literacy
and social skills, involvement and literacy as a social practice and thus, emphasis
should not be given to one kind of the arts over the other ones. This has great
importance in the early years research field, as researchers tend to focus in the effects
of music and not in the rest kinds of the arts.

Another argument that supplements the above has to do with practitioners’
practices while they were implementing the art activities to promote literacy
development. It is true that every art form promotes the same values and
opportunitites for meaningful communication. However, it is also true that the way
we introduce, practice and follow a teaching intervention has also an important
outcome in students’ performance. Considering this, we can result that a reason for
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the absence of any difference in children’s performance in the different experimental
groups could be the fact that all the practitioners followed the suggested
interdisciplinary framework. This means that there was a similar approach in using the
different art forms in teaching and emerging literacy in their everyday activities with
children. Therefore, it can be argued that the interdisciplinary way that we used the
arts and the fact that arts and literacy co-excisted in the whole project is a strong
reason for the absence of differences among the different art groups. This leads us to
suggest that the arts as a whole can offer positive outcomes in the early years while
they are used in an intersdisciplinary way with the different learning areas.

Every piece of research has some limitations that should be considered and
analysed. In the current study, some the basic limitations should be taken into
consideration. Firstly, a basic limitation is drawn upon the sample size for the
guantitative methods. Although the number of the participants was adequate for both
quantitative and qualitative methods, a bigger sample with a variety of settingsand
cultural backgrounds would be preferable. This would have enabled us to investigate
this aspect and analyse the impact deeply, creating links with the context of the
different settings and with the specific aspects of cultural differences.

Perhaps some of the quantitative measurements, and more specifically PIPS,
needs to be re-examined in terms of its relation with the arts and the social
construction of literacy. Although, this tool did not have a direct focus on the arts and
it did not include the aspect of social literacy, the basic reason of its selection was the
fact that it reviews literacy development holistically, including both productive and
receptive skills, and it does not focus in only one area. However, in a subsequent
research it would have been useful to search for a tool that includes all the above.

Looking closely the qualitative methods, some basic limitations could also be
identified. It has to be acknowledged that a more in-depth analysis of the qualitative
data from the observations, the PSP, the LIS-YC, the authentic assessments and
interviews would be also useful and preferable. Being more specific, in the data
analysis there was an analysis of some indicative but important extracts and not of the
whole data that was collected. A more in-depth analysis would provide us the
opportunity for a deeper understanding of the impact of the intervention according
to the different features of each art form. It would also have enabled us to create
better and stronger links with the relevant theory and the existing pieces of research.
Therefore, in a subsequent research this aspect will be taken into highly consideration
as well.

Another aspect that should be considered before making any generalisations
is students’ demongraphics. We gathered a variety of information regarding children’s
background and family status and examined if they had an influence on the results.
However, it has to be acknowledged that children’s socio-economic background has

236



also animportant role in children performance. Therefore, information regarding their
socio-ecomonic background should have been included as well because it might have
a strong influence in the outcomes of this research project. Remaining on cultural
aspect, another limitation was the fact that the majority of the theoretical part and
literature review of this PhD thesis is based on international bibliography, whereas the
research project took place in Greece and this might also have an influence in the
methodological design.

Last but not least, another important limitation relies on the multidimensional
and multivariable character of education. It is not a new argument that education is
not a straightforward procedure with simple variables to manipulate. When we focus
in the early years, this becomes even more challenging due to the age of the children
and the strong emotional bonds with their families. Therefore, it is not always clear
the relationship between the cause and the outcome, especially in an educational
intervention. Thus, it can be argued that there could be a variety of external factors
that were responsible for children’s improvement every time.

All of the above limitations are recognized and will be taken into highly
consideration in a subsequence study for a post doctoral research. For the purpose of
this PhD research project it has to be acknowledged that time and space restrictions
did not allow me to include all of the above aspects. One main argument for this is
that this would make the project unmanageable with a very wide focus for a novice
researcher. In my effort to provide a holistic review of the aspect under investigation,
| have to recognise that | included a lot of different aspects in my research. This
resulted in not having the appropriate time and space to analyse all the qualitative
data in depth and provide an indepth analysis of my results in all areas of literacy.
Reflecting now back in this procedure, | understand that | should have focused only in
one area of literacy e.g. social literacy in order for me to be able to understand deeply
the effects of the arts in general and the effects of the different art form and the
influence of external factors in this procedure. So, a personal area of improvement
would be to try to avoid to include a lot of things and focus only in one area for
example only in literacy as social practice and leave the other ones for example social
skills and involvement in a later research study. However, | was so excited to carry out
a piece of research that investigates this aspect holistically and this was the reason
that | wanted to include all of these areas.

Staying in the content of this PhD research project, it is worth indicating that
there was a careful research design with a pilot implementation, random sampling
technique and a pre- and post-test over control and experimental groups. In addition
to this, a mix-method approach was used with qualitative and quantitative data to
measure the outcomes of the intervention. Therefore, it can be argued that these
findings can contribute as a first step to provide evidence in this area that there are
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limited, if any, pieces of research in the education research field. This research project
used the arts as a vehicle of learning and developing literacy in the early years settings
and an interdisciplinary framework was suggested.The added value of this research
relies on the fact that it focuses on the early years settings and examined the holistic
effects of the arts in children’s literacy performance, social skills, literacy as a social
practice and involvement, which is something that was missing from the existing
pieces of research. In this argument it should be reminded that the arts were used in
an interdisciplinary way and not as a separated activity that might lead and support
other areas of learning. Being more specific, during the suggested interdisciplinary
framework the art and literacy activities were co-existing in every step and every
children’s interaction. Therefore, it is safer to argue that it was the interdisciplinary
way that the arts were used and not the art per se. These findings are useful to early
childhood practitioners as a pioneering approach to teaching and learning and to
researchers as a motivating factor for further research. Finally, these findings will be
definitely used to a subsequent research for post-doctoral pieces of research
considering all the above limitations.
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Appendix 1: Consent letter to parents (in Greek)
*This part is presented in Greek as the study was implemented in Greek early years
settings and thus, it was written in Greek.

Ayarnntol yovelg,

Ovopalopat Euyevia Oeobdotou kat elpat Ymopnowa Awddktwp oto Tunupa
Exnaidevong kat Aywyng otnv MpooxoAwkry HAwkia (TEAMH) tou EBvikol ka
Kamodiotplakou Mavemotnuiov ABnvwv (EKMNA) pe emiPAénovoa tn Ap. Mapia
Ipupoepa. Ita mAaiola TnG eknmovnong tng Adaktoptkig pou dtatplBrg dte€ayw pia
EPEUVA IE OKOTIO TN MEAETN MiaG SLEMLOTNUOVIKNAG TIPOCEYYLONG TNG TEXVNG KOL TNG
YAWOoQg 0To XWPO Tou vnriaywyeiou e€etalovtag mapaAAnAa tnv enidpaor) Toug oTLg
KOLWVWVLKEG 6€ELOTNTEC TWV TTALSLWV.

H epeuvntikn mapépuPBaon Ba amoteAeital and dpaotnploTNTEG TEXVNG KoL ELOIKOTEPQ
SpapaTIKn) TEXVN, KOUKAOBEQTPO, ELKAOTIKN €kdpacn ota Aaiola Tou Kabnueplvou
EKTTALOEUTIKOU TIPOYPAUUATOC QMo TIG vnrlaywyous tng taéng. MNa tn ouAloyn
Sebopévwy we mpog Tig de€lotnTeg ypappatiopou Ba unapéel aloAdynon mpLv Kal
HETA TNV mapéupoaon kKot ywo tn oulhoyr] 6e60UEVWVY WG TPOG TG KOLWWVIKEG
de€lotnteg Ba yivel mapatipnon He Kataypadr ONUELWOEWV Xwpig Tt Xpnon
Bwteookomnong. MNa tnv mpootacia Twv evaiodnTwy MPOoWTKWY de80UEVWY aANG
Kat tn SlooddAlon tTNG avwvupiag Kol TTPooTacio Twv Talslwy, N GUYKEKPLUEVN
kataypadn Oa atlomoinBei povo yla epeuvnTikoUE AOYoUC Kal yla Kaveéva AAAo Aoyo.
Ma tn dtaodalion tng nOkng dgovtoloyiag tng mapovoag €peuvag oAAA Kal TNV
TPOOTAGCLO TNG MPOCWTILKNG EAEUDEPLAC TWV ATOUWY, N CUUUETOXH TWV TTALSLWV 0OG
Ba yivel pe tnv éyypadn cludwvn yvwun oag.

Zag mapakaAw va pou SWOETE TN cuyKatdBeon oag yla va CUMUETEXEL TO taldl oG
OTNV €PEUVA HOU, KABWGE OL EUTTELPLEC, OL MO ELS KOl ) cUpTEPLPOPA TOU Elval TTOAU
onUavtika otolxela yia t dte€aywyn tng ASaKkToplkng Hou Slatpfng aAAd Kat ylo
NV Npowbnon NG EMOTNHOVIKAG yvwonG. Méoa amo Tn ouykekplpévn Stadikaoia ta
nadld Ba cuppeTtéxouv o€ SLOOKESOOTIKEG SpaOTNPLOTNTEG TEXVNG OL Omoieg Ba
QIMOCKOTOUV 0TNV avAmTuén NG ypadng Kat Tng avayvwong.

Zag SlaBefawwvw OtL n enefepyacia Twv MANPodPopLWV KoL TWV TIPOCWTILKWY OOG
otolxeiwv Ba akoAouBel to Kwdika HOWkAG Asovtoloyiag, o onoiog Staodalilel Tnv
OQVWVUMIA KOl TNV EUTIOTEUTIKOTNTA. Z€ KOAVEVA MEPOG TNG ALSAKTOPLKAG HOU
SatpBnc &g Ba amokaAU Y w MPOCWTILKA OTOLXELD KoL TTANpodopieg Kot Ba TnprHow To
ETILOTNHOVLIKO amOpPNTO KAl TNV AVWVU L. H CUMETOXH 00C ElVOL TTPOALPETLKA.

Ma omoladnmote dleukpivion r mAnpodopia UMopEeite va EMLKOVWVNOETE pPall pHou.

Ja¢ EUXAPLOTW TTOAU yLa TO XpOVO 0O KOL TO XpOvo mou dtabéoate va StaBaoste autd
TO YPA AL,
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Me ektipunon
Euyevia Osob06ToU

Email: etheodotou@gmail.com

TnA: 6945745449

Dopua cuykatdOeonc yia CUMUETOXN 6TV EPEUVA UE TITAO:
«Aflontoinon popdwv TEXYVNC 6TV KATELOUVON TNC AVATTTUENC TOU
VPOLULOTIOUOU GTO VN TILOLYWYELO»

BeBalwvw OtL £xw Slafdoel Kol €Xw KOTAAABEL TO ypAUUA CUYKATABESNG yla T
Sle€aywyn TNG €peuvag Kal pou 600nkav Ta OTOlKEld TNG €pPELVATPLAC OTNV
MEpUMTWON ou NBeAA va KAVW EPWTNOELG L1

Katoavow OTL N GUUPETOXN HOoU lval eBEAOVTLKN KAl OTL UIMopw va apvnbw xwplig va
nMopEXw ToAdyo [ |

Zupdwvw va cuppetéxet to madi pou otnv €peuva [ ]

OVOHO TIOLOLOU ... cveeeietieretete et e etaee e etesases s s eteebesas et aessnsetesesanssesassetestensasesbesansaseseennasesansens
OVOHOL KNOEOVO.....ocuee et eeeatestesaesaesaeseesaesaesaeseesaseesansaasasseneetesteesestesaestessesaessessensanes

Jtolxela enmikowvwviag (katd mpotipnon tnAédpwvo oTnv MEPLMTWON IOV XPELOOTEL)

DG 1001770 o L] o [OOSR

HILEPONVLOL o ettt ettt ettt e te e te et et s te st st se e se et se e e e e s e s tesaessesaesaes et aesses et ersersansensens
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Appendix 1: Consent letter to practitioners (in Greek)
*This part is presented in Greek as the study was implemented in Greek early years
settings and thus, it was written in Greek.

Ayarnintol cuvadeldot,

Ovopalopat Euyevia Oeodotou kat eipal Ymoynowa ASaktwp oto Tunua
Exnaidevong kat Aywyng otnv MpooxoAwkry HAwkia (TEAMH) tou EBvikol ka
Kamodiotplakou Mavemotnuiov ABnvwv (EKMNA) pe emiPAénovoa tn Ap. Mapia
Ipupoepa. Ita mAaiola TnG eknmovnong tng Adaktoptkig pou dtatplBrg dte€ayw pia
EPELVA LIE OKOTIO TN MEAETN Ui SLEMLOTNUOVIKNG TIPOCEYYLONG TNG TEXVNG KOL TNG
YAWOoQg 0To XWPO Tou vnriaywyeiou e€etalovtag mapaAAnAa tnv enidpaor) Toug oTLg
KOLWVWVLKEG 6€ELOTNTEC TWV TTALSLWV.

H epeuvntikn mapépuPBaon Ba amoteAeital and dpaotnploTNTEG TEXVNG KoL ELOIKOTEPQ
SpapaTtikn TEXvn, KOUKAOBEQTPO, EIKAOTIKN €kdpacn ota MAALOLO TOU KaBnUePLVOU
eKTTALOEUTIKOU TPOYPAUHOTOC. Oa UTIAPXEL AUEDN ouvepyacia pag kat BorBesla oto
oxeblaopod kat tnv edappoyn twv dpaoctnplottwy. Na tn cuAloyr deSoUEVWV WG
nMpo¢ TG Se€lotnTeg ypaupatiopol Ba umdpéel afloAdynon TPW Kol HETA ThV
napéupaon ota madld Kot ylo tTn cuAoyn Se60UEVWY WE TIPOG TIG KOLVWVLKEG
de€lotnteg Ba yivel mapatipnon ota modld pe kataypodr] cnUELWOEwWY XwpLig Tn
xprion Bwteookomnnong.

Mo TNV mpootacio Twv evalodntwv mpoowriikwv Sedopévwy aAAd kat T Stacdalion
NG AVWVU LG Kal TIpoOoTOoilog N CUYKEKPLUEVN Kataypadr Ba atlomolnBel povo yla
EPEUVNTIKOUC AOYOUC Kal ylo Kaveéva dAAo Aoyo. MNa tn dtaodpaiion tng nOKAG
bdeovtoloyilag tng mapovoag €psuvag aAAd Kal TNV TPooTacia TNG TPOCWIILKAG
e\evBepilag Twv atOHwWyY, N CUPUETOXN oag Ba yivel pe TV Eyypadn cludwvn yvwun
oag.

Za¢ MOPAKOAW VO OV SWOETE TN CUYKATABOECH 0OG yla VO CUMUETEXETE, KOOBWG oL
EUMELPlEG, oL amOYELG KOL N ouVEPYAoio oag ivol TTOAU ONUOVTIKA OTOLXELD yLa TN
Sie€aywyn ™G Adaktoplkng Hou StatplBig aAlAd Kal yia tnv mpowbnon tng
ETLOTNHOVLIKAG yvwonc. Méoa amd tn cuykekplpévn Stadikacia n matdaywylkn opdada
NG TAéNG oag Ba CUUUETEXEL 0€ SLOOKESAOTIKEG SpaoTNPLOTNTEG TEXVNG OL oToleg Ba
QIMOCKOTIOUV OTNV AVATTUEN TOU YPAUUATIOMOU KAl TWV KOWWVLIKWY SefloTATWV.

Zag StaBefawwvw OtL n enefepyacia Twv MANPOPOPLWY KAl TWV TIPOCWTIILKWY COOG
otolxeiwv Ba akoAouBel to Kwdika HOWkN¢ Asovtoloyiag, o onoiog StaodaAilel Tnv
OVWVUHIO KOl TNV EUTILOTEUTIKOTNTA. J€ KOVEVA HEPOG TNC ALSAKTOPLKAG HOU
SatpLBrc &g Ba amokaAU P w MPOCWTTILKA OTOLXELD KoLl TTANpodopieg Kat Ba Tnprow To
ETILOTNHOVLIKO amOpPNTO KAl TNV AVWVU L. H CUMIETOX 00C ElVOL TTPOALPETLKA.

Ma omotadnmote dleukpivion r mAnpodopia UMopEeite va EMLKOVWVNOETE pPall pHou.
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Ja¢ EUXAPLOTW TTOAU yLaL TO XPpOVO 0aG KoL TO XpOvo Ttou StaBéoate va Slafacete auto
TO YPAUMAL.

Me ekTipnon
Euyevia Osob06ToU

Email: etheodotou@gmail.com

TnA: 6945745449

Dopua cuykatdOeonc yia CUMUETOXN 6TV EPEUVA UE TITAO:

«Aflomtoinon popdwv TEXYVNC 6TV KATELOUVON TNC AVATTTUENC TOU

YPOUUOTLOUOU OTO VATILOYWYELO»

BeBalwvw OtL £xw Slafdoel Kol €Xw KOTAAABEL TO ypAUUA CUYKATABESNG yla T
Sle€aywyn TNG €peuvag Kol pou 600nkav Ta OTOLKElA TNG €PEUVATPLOC OTNV
nepintwon mou ABeAa va Kdvw epwtioel; |

Katoavow OTL N GUMPETOXN HOU glval eBEAOVTIKN KoL OTL Wmopw va apvnbw xwpeig va
napéxw to Aoyo [ |

TUMPWVW VA CUUHETEXW oTNV épeuva [ ]

OVOLLOL VITILOYWYOU ... ceveveeteetecteetestestesteste e e sssessesasssessessessessesaessssssssssnssnssnssnsessnssnsansassesesseses
Jtolxela enkowvwviag (katd mpotipnon tnAédwvo otnV MEPIMTWON IOV XPELOOTEL)

YTEOVPOD N e eeeeteetrierierier ettt et et eeeteeteeteeteebestesteste st ssesse s sssseasessessessessesaesaesasarsssssarsansarsanseneene

HILEDONVLOL .ttt ettt ee et ete et et et steste st e e see st e e e e e besbessessessessenaesaessessesaessrsarsanssnsens
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Appendix 3: Performance Indicators in Primary Schools (PIPS) On-Entry Baseline
Assessment (PIPS) (translated into Greek)

*This part is presented in Greek as the study was implemented in Greek early years
settings and thus, it was translated into Greek.

Section 1

lpodn- oeAidba 8

e Pwtnote to maldi va ypayeL To OVOUA TOU O€ €va XapTL.
e BaBuoAoynote 1o ypaipo tou mawdtov amnd 1o 0-5 cuykpivovtag
TO Ue Ta mapadsiypata.

e BAATE pla ypopUnR otnv MopEVOEON TIOU AVTLOTOLKEL pE To emimedo
Tou matdLov.

INUELWOELG OXETLKA HE TNV afloAdynon:

YKomoc eival va Babpoloyroste Tnv mototnta ypadng tou maldlou.

Na vo BoaBuoloynoeste pe 3 1 mopamavw XPELAleTal va eiote

LKOVI/LKaVOC va avayVwpLOETE TTEPLTTOU TA LOA OTTO TOL YPAMUATA Ao TO
Selypa ypadng tou madiou.

Edv to malbi £xeL avtiotpePEL LEPLKA QIO T YPAULATA, O LEYAAUTEPOG

BaBuog mou popet va metuyeL eival to 3.

Eav to maldi £xeL ypnowwornoostl KebaAaio Kot el ypaupata Aaboc, o

pneyoaAutepog Babuog nou pmopet va meTUXEL elval to 4.

To rmoudi Oa pEmel va xeL ypAlEL TO OVOULOL KOL TO EMWVULLO TOU UE ThV

KOTAAANAN xpron Twv KepaAalwyv ypappdtwy yia vo BaduoAoynOel pe 5.
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e Unable to write

1 Letters impossible or almost
.&Q\i\ Mo WN® d

impossible to read

2
(‘/)ctae) Lo« | Very hard to decipher

e

3
A 11 J(Vayh Clearly recognisable

quvld’ St He | Quite clear

5 .\\i(‘sfg
(‘S’\‘:\Zﬁ,h Farg | Very clear, well written

Napadeiypota- BadBuoloyia- osAida 9

0.

4.,

Kapia mpoomnaBela va ypaP el to OVoud Tou 1 pn avayvwpiouot
XOPOKTAPEG.

MNpoomnaBetl va ppunbel ™ ypadn aAAd ta ypAUUATA TOU €ival
oxebov aduvartov va Stapactolv.

To ypaypo reptéxel 1 A 2 avayvwpiolpo ypappata. Alyotepo ano
TOL LLOA ypappoTa ivol avayvwpiolpa.

MNavw amd ta HIod ypappata €ival avayvwpiolpo. Mepika
ypappata punopei va eivat avanoda.

OAa ta ypappata eival avayvwpiowa. Kavéva amnod ta ypappoto
dev elval avamoda. Kedbalaia kat meld ypdppoto Umopel va
Xpnotuomnolovuvtal Aaboc.

. To OVOHQ KOIL TO EMWVUHO VAL YPAUHEVA LE TNV KOTAAANAN Xprion

kepaAaiwv ypappdatwv. OAa Ta ypappata eivoal  KoAd
oXNUATLOHEVA. YTIAPXEL CUVETIELD OTO UEYEDOG TWV YPOAUUATWY.
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Ewkovec- Ae€AOyLo- osAida 10

e Acitte oto matdt Vv elkova otn SutAavr oeAida. ZnTHote va oag
Selel Ta KapOTA KOL TIEPLUEVETE TNV ATTAVTNON TOU.

e Juvexiote autn tn dtadikaoia, pwtwvtag to va oag deilet:
Kapota
Eva paxaipt (omolodnmote paxaipt eival cwoto)
‘Eva mipouvL ( « mpolvL «  « )
Mua vtouAdrma
Kepaola
‘Eva Tnyavt
Elval pmoA

e 310 Yapti aflohoynong tpaBnfte 1 ypappr otnv mapevieon KATW
armo KABe elKOVO TTOU AVAYVWPLOTNKE EMITUXWC.
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Ewkovec- Ae€LAOyLo- oeAida 12

Asi&te oto matdl tnv ewova otn duthavi oeAida. Zntriote va oag
Seléel TNV metadoVdA KOl TIEPLUEVETE TNV ATTAVTN O TOU.

Yuveyiote auth ™ dLadikacia, pwtwvtag To va oog deitel:
Mia metadovuda

Eva Xaptaeto
‘Eva KAoTpo

Mia odryka

‘Eva meplotépl (to omoupyitt Bewpeitat Aabog)
‘Evav avepopulo

Mtia xeAwva

‘Eva BloAl
‘Eva AoukéTto- KAebapLa
‘Eva pavitapt

210 xapti aflohoynong tpafnéte 1 ypauun otnv noapévleon KATw
ano kAbe ekOva Mou avayvwplotnke emituxws. Eav to maldi dev
UTTOPECE VA aVaYVWPLOEL KOl oo TLG ELKOVEG Tpafnéte 1 ypapuun
otnv napévOeon pe “no score”
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Ewkovec- Ae€AOyLo- osAida 14

Asi&te oto matdl tnv ewkova otn duthavi oeAida. ZnTtrote va oag
Selel Eva kopaPL Kal TEPLUEVETE TNV ATIAVTINGCN TOU.

Yuveyiote auth ™ dLadikacia, pwtwvtag To va oog deitel:
Kapapt
Mepika xpruota

‘Eva LLKPOOKOTILO

MepLKA KoopnpaTa

Eva cafddwvo

KaAAuVTLKO

Y10 xapti afloAoynong tpafnéte 1 ypapupn otnv nopévleon KATw
ano KAabe swkOva Mou avayvwplotnke emtuxwe. Eav to nmaldi dev
UTTOPECE VO AVAYVWPLOEL KOO OTTO TLG ELKOVEG TpaBnéte 1 ypappn
otnv napévOeon pe “no score”.
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Mvwoelg nept the ypadnc- avayvweonc- osAida 16

Asi&te oto matdi tnv ewkova otn Suthavni oeAida Kol pwTroTE:

A. Mnopeic va pou deielc kamolov mou ypadel;

B. Mmnopeic va pou deielc kamolov mou StaBaley;

C. Mnopeig va pou Sel€elg mou umapyouv ypappata; (ta ypappata
Tiou ypadel To madi elval emiong cwotad)

D. Mnopeig va pou deielg pla Aé€n otn oeAida;

E. Mmnopeigva pou deielg pepika ypappata tng aldpoapnta;

Ito xapti afloAoynong tpaPnéte 1 ypauun otnv mapévBeon KATw amo
KOAOE QVTLKELLEVO TTIOU aVOYyVWPLOTNKE EMITUXWG.

272



273



fvwoelc nept the ypadnc- avayvwonc- osAida 18

Asi&te oto matdi tnv ewkova otn Suthavi oeAida Kol pwTroTE:

F. Eav nBela va Slafdow autiv TNV Lotopia, amod mou £MPEME va
apxiow;

G. Mmnopeig va pou beifelg eva kepaAaio ypapua;

H. Mmnopeig va pou deielg pla tedeia;

I. Mmopeic va pou deiéelc mou Eekvael pLa mpotaon;

J. Mmnopeig va pou deielc mou oTapaTAEL Yo mpotoon;

Ito xapti afloAoynong tpaPnéte 1 ypauun otnv mapévBeon KATw amo
KABe avTlKE(HEVO TIOU avayvwplotnke emtuxwe. Edav to maidl Oev
UTOPECE va avayvwploel Kavéva avilkeipevo tpaBnite 1 ypauun otnv
napévBeon He “no score”.
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O TTéTtpoc kai n Mapia koitalouv Tn ydra.

H yara cixe koAAnNoel oTo dvTpo.

275




EnavaAnyeic- osAida 20

Pwtnote to maudi:
Mmopeic va TeLC...;

Itopata
Ykemalw
FrapyoAaw
Qacapia
Apvnon
Avtunapabeon
ToApnpog
MapatnpntApLo

O N LA WDN R

Mmopel va xpelaotet va emavaldfete tn AEEn.

Anodaociote edv emavelafe tn Aé€n cwota.

Onotadnmnote AdBog npodopad sivat Aabog.

Yto yapti aflohoynong tpaPrifte 1 ypoapun otnv mopevOeon KATW amo
kKaBe owotn anavtnon. Edv to madi dev anavinoe kapio cwotr) epwtnon
tpafnéte 1 ypapun otnv noapévOeon pe “no score”.
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2TopaTo
YKkemalw
FapyaAdaw
Doaocapia
Apvnon
Avtutapabeon

ToAunpog

NapatnpntnpLo
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NE€eic mou €xouv opotokataAnéio — oeAiba 22

MNette oto maldi:

«AKOUOE QUTEG TIG AEEELC «OLOTEPL, XEPL, paxaipL». AkoUuyovtal oxedov 1o
1610. Kavouv opolokataAaényia. Akouoe HePIKEC akopa: «DUAAO, URAo».
Akouyovtal oxedov 1o i6lo. Kavouv KL auteg opolokataAnéia.

Agiete TNV TPWTN YPOUUA LE ELKOVEG OTNV €mOpevn oeAida. Meite TIg
TIAPAKATW AEEELG TNV Ol oTLY N TTou SElXETE TNV KAOE ElKOVAL:

«®UANO, Mo, Kapdto, Nemoviy

Mowa Aé€N kavel opolokataAnéia pe to ¢puAlo» Eival to uiAo, To kapoto
f to memnovy; Mowa Aé€En akouyetal To i61o;

Mmopel va xpelaotel va emavaddfete avty tnv odnyia éva eival
anoapaitnto.

Yuvexiote 1o (610 e TIG UTTOAOLTTEG ELKOVEG.

1 | ®UAAo MnAo Kapoto Memovi

2 | Aotépl XEpL YxoAeio Kopitol

3 | NpoBato Karélo rala MmaAa

4 | Xopta MNopta Movtikt AaxtuAidL
5 | MNatata Ntopdta Kopitol Nepo

Yto yapti aflohoynong tpaPrifte 1 ypoapun otnv mopevOeon KATW amo
KaBe cwotn andvtnon. Eav to matdi dev andvinoe kKaplo cwoTtn Epwtnon
tpapnéte 1 ypapun otnv napévOeon pe “no score”.

Itapatnote €dv to maldi kavel 4 AdBo¢ amavinoeLlg KalL CUVEXLOTE oTnV
ovVayvwpLon YPOLHATWY
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NEelc mou €xouv opotokataAnéia (cuvexeila)

6 | Aotépl Imitt MuTtn ‘HAlog

7 | Wapt Ma&\apt Toupta Autokivnto
8 | Xépt Karmélo Memovt MavteAovt
9 | MnaAa IKAAQ MuTtn Kapoto
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Avayvwplon ypauuatwv- Npauupo ovopatoc- oeAida 26

Agi€Te TO MPWTO YPAUHUO TOU OVOUATOG TOU TatSlol Kol pwTroTE TOo:

e [lolo ypappa eivat auto;

2to xopti afloAoynong tpaBnte pla ypappn otnv noapevieon KATw amno
10 ‘Yes’ 1 ‘No’.

Q¢ owotn anavinon ivat to ovopa i N pwvr Tou yPAUUATOG.

283



A BT A
E Z HO
I KA M
N = O Tl
P 2 T Y



& X V¥V



AvayvwpLon ypaupuatwyv- ApYLKO ypappa- osAida 28

Asi&te oto matdi to I KaL pwWTAOTE TO:

e [lolo ypappa eivat auto;

Q¢ owotn anavinon ivatl to ovoua A N pwvr Tou yPAUUATOG.

e Juvexlote Ue Ta UTIOAOUTA YPAULLOTAL.

Y10 xapti afloAoynong tpaPnéte 1 ypaupn otnv mapeveon KATW amo
KABe ypAUHO TIOU €XEL avVAYVWPLOTEL emituxws. Eav to maidl dev
avVayvVWPLOE Kaveva ypappa, tpapnéte 1 ypapun otnv napéveon He “no
score”.
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Avayvwplon ypauudtwyv- Asutepa ypaupoata- oeAida 30

Yuvexiote T Stadikaoia pe To va INTAOETE amo to matdi va avayvwploet
TO KAOE ypaupa anod t duthavr ceAida (ovoua 1 dwvr ypapuuatog)

Edv to matdl kavel 4 AGOn TOTE OTAUATAOTE KOL OUVEXIOTE OTNV
avayvwplon Aé€swv.

Ito xapti afloAoynong tpaPnéte 1 ypauun otnv mapeveon KATwW amo
KAOe ypAUpO TIOU €XEL avVAYVWPLOTEL emituxwc. Eav to maidl dev
QVOYVWPLOE Kaveva ypappa, tpapnéte 1 ypappr otnv napeveon pe “no
score”.
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Avayvwpion Aé€ewv- osAida 32

Agi€te 010 MOLSL TIC ELKOVEG KL TG AEEELC OTO TTAVW HEPOC TNG OEALSOG.

e Zntnote ano to natdi va oog deifel tn AEEN «omiTLy.

Yuvexiote pe TIg urtoAouneg AEEeLC.

210 Yapti afloAoynong tpaPnéte 1 ypaupun otnv mapeveon KATW amo
KABe A&EN TOU €xEL avayvwpLoTel emtuXwe. Eav to maldi dev avayvwploe
Koo Aé€n, tpapnéte 1 ypapun otnv mopévOeon pe “no score”.
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Appendix 4: Personal and Social Development measure (PSD) (translated into
Greek)

*This part is presented in Greek as the study was implemented in Greek early years
settings and thus it was translated into Greek

Adjustment 1 2 3 4 5
(Npocapuoyn)
Comfortable Avaototwvet | Mepikég popeg Smavia MNoté bev Moté Sev
(Aveon) oL KaTtd Tov QVOOTATWVETAL OVOOTOTWVET | OVOOTATWVET | AVOOTATWVET
QMOXWPLOUO KATA TOV ol KOTA ToV ol KOTd Tov oL KaTd Tov
UE TOV OMOXWPLOUO UE TOV | ATMOXWPLOUO QMOXWPLOUO QTOXWPLOUO
knéeuodva/ov | kndepova/ouvodo JE TOV JE TOV UE TOV
vo80 otnv otV apyn g kndeudva/ouv | kndeudva/ou | kndeuodva/ou
apxn TNG NUEPAG. MEPLKEG vob0 otnv vob0 otnv vo80 otnv
nuépag. dopég apxr e apxn e apxA g
Hpepel kata QVTLHETWTTICEL nuépac. nuépac. Etvat | nuépag. Elvat
™ Sapkela pOPBANpUa otn AVTLUETWTILEL | AVETOG TIG TIOAU AVETOG
™G NUEPQC. MeTAaBoon amno tnv KaAQ Tn TIEPLOOOTEPEG | KATA TN
Agv pila Spactnplotnta petapaon dopég KaTd SLapKeLa TNG
TPOCAPUOLET | otnv GAAN 1 and TNV | amod tn pia ™ Slapkela nuépag. Agv
oL evkoAa otn | pia aibouvoa otnv SpaoctnplotnT | NS N pépac. €XEL
ueTaBaon GAAN o otnv aAAn 1 | Aev €xeL TPORANUA
and T pia amnod T pia TPOPANa otn petapaon
Spaotnplotnt aibovoa otnv | otn petdPaocn | amod tn pia
o otnv GAAN N GAAN. Elvo arnd T pia Spaotnplotnt
and T pia oxedov SpaotnplotnT | aotnv @AAnn
aiBouoa otnv AQVETOC KT o otnv aAAnn | and tn pia
GAAN ™ Slapkela arnd T pia aiBouoa otnv
™G NUEPOG aibovoa otnv | GAAn
GAAN
Independence Baoiletal Kamoteg popég Eivat Eivat Avetaptntog.
(Avegaptnoia) oToUuG Baoiletal anod Toug | avefaptntog avefapTnTog Avalntael
eVNAKEG N 0 | evAAKEG R amd TG TG Bonbela povo
KAToLo Ao KAToLo GAAo matdi. TIEPLOOOTEPEG | TEPLOCOTEPEG | OTAV
madi ya Xpelaletal BonBeta | dopeg aAAa dopég ala XPELaeTaL
kaBodrynon OTLG TIPOOWTILKEG XpeLaletal XpeLaletal €181kNn
n unootnpn | Tou SpaoTNPLOTNTEG | KATOLA KarmoLa uTIooTNPLEN.
YLoL QPKETA (rx vtuoipo, TEpLOTAOLOKN | meplotaoctaky | Mmopel va
wpa. levika TOUOAETA K.ATT) kabobnynon. | kabodnynon. | BdAeLto
XPELAZeTaL Mrmopei va Mmopei va TIATO TOU Kall
BonBeLa otig bépeLelg bépeLelg va o
T(POCWTTLKEG TEPAG TLG TEPQAG TLG KOUUTIWOEL,
TOou T(POCWTTLKEG TIEPLOOOTEPEG | va TIAEL OTNV
Spaotnplotnt Tou TIPOCWTTLKEG ToUOAETa
€6 (mx Spaotnplotnt | tou K.ATL)
vtuaolpo, £¢ NG OXL Spaoctnplotnt
TouaAéta mavra (my £¢
K.ATT) umopei va
BaAeLto
TaATd ToU
OoANG Sev
propei va to
KOUUTIWOEL)
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Personal 1 2 3 4 5
(Mpoowmnikog
TOpEQG)
Confidence MoAU xeb0v Slotaktikdg. | Oa ‘EXEL OXETIKA ‘ExeL moAU
(Automenoibnon | SLOTAKTLKOG. AnpoBupog va OCUUUETEXEL autonenoiBn | automenoibn
) Agv CUUUETEXEL OTNV O€ OMOBLKEG on. on.
OGUUUETEXEL opada r oe Spaotnplotnt | Evéiadépetal | Evoiadépetal
otnv opada ouINTNOELG. €G LOVO OTOV va va
KL oTavia oV OUMUETEXEL OUMUETEXEL
UAGEL TMOPOKIVAOELS | OE OMASIKEG 0€ OMASLKEC
VQL TO KAVEL. Spaotnplotnt | Spactnplotnt
£C N oe €C N oe
oulNTNOELG oulnTtnoEeLg
Concentration Bplokel Muwkpr ouykévipwon | Mnopet va MNapakoAouBe | Mmopel va
Teacher-directed | e€alpetikd T(POOOXNG. Bpiokel ouykevtpwOel | { oxetika OUYKEVTPWOEL
activities SUokoAo To SUokolho va o€ puia KaAd. Mmopel | akopa kat
(Zuykévipwon) va ouyKkevtpwOEel og Spaotnplotnt | va oTLg
(KaBobnyolpeve | ouykevtpwBel | éva mpdypa. H oyl Slatnprost OUTTOLLTITLKEG
C . Ixedov TPOOoOoXH TOU OUYKEKPLUEVO | TNV mpocoxn Spaotnplotnt
Spaotnplotnteg) | omavia QIMOOTIATAL EUKOAQ XPOVLKO TOU Ko 8ev €C.
OUYKEVTPWVET Siaotnpua. anoondtal SUYKEVTPWVET
oL o€ €val Mrmopei va and ULKPEG aL yLa Heyaio
TPAY QL KOL adalpedel. €VOXANOELG XPOVLKO
QMOOoTATAL N Slaotnua (my
T(POCOXI TOU 15 Aemta).
TOAU €UKOAQL
Concentration Bpiokel Mukpr| cuykévtpwon | Mmopel va MNapakolouBe | Mmopel va
Self-directed eCaLPETIKA T(POCOXNG. Bpiokel ouykevtpwBel | { oxetika OUYKEVTPWOEL
activities SUokoAo To Suokoho va o€ uia KaAd. Mmopel | akopa kat
(Zuykévipwon) va ouYKeVTPWOE( oe Spaoctnplotnt | va OTLG
(AutokaBobnyol | ouykevtpwBel | éva mpaypa. H oyl Satnproet OUTTOLLTITLKEG
UEVEG . 2xedov T(POCOY! TOU OUYKEKPLUEVO | TNV mpoooxn Spaotnplotnt
Spaotnplotnteg) | omavia amoomnatal eUKoAa XPOVLKO Tou Kot 8ev €C.
OUYKEVTPWVET Saotnua. amoondtal JUYKEVIPWVET
oL og éva Mropel va OO ULKPEG atylo peyalo
TPAYHA KoL adatpedel. €VOXANOEeLg XPOVLKO
QUMOOTIATAL N Staotnua (rmy
TPOGoxN Tou 15 Aemtay).
TOAU eUKOAQL
Actions AvtiSpdoet Mepikég dpopeg IXe60V TIg Juxva xed0v mavta
(Apdosig) auBopunta okédtetaL Tnv HLo€g hopEG okédtetaLtnv | okédtetal tnv
Xwpig va gunuepia wv AMwv | okédtetattnv | sunuepla twv | gunuepia Twv
OKEDTETAL TNV | TPV KAVEL KATL gunuepla twv | GAAwv mpv AA\wv TpLv
eunpepla Twv | aAAd okopa AAwv mpv KAVEL KATL. KAVEL KATL.
AAwv. emLSeLlKVUEL oUXVA KAVEL KATL. Juvnobwg Mavta
Erubetkviel auBopuntn Kamoteg avTdpacetl avTdpaceL
un Kat@AAnAn | cuunepipopd. Oa dopeg KATAANAa e | KOAQ e TOUG
ouumepLdopa | avtdpaoel avtdpacetl TouG AAoug AaA\oug xwplic
o€ OAEC TLG KATAAANAQ e TOUG KATAAANAQ pe | xwpigva va xpelaletal
TEPLOTAOELG. AaA\oug povo otav Toug GAoug XpeLaleTal mapakivnon,
Agv pumopei va | TOV mapaKLVNOELG. oAAG cuxva nopakivnon. €KTOG EQV TOV
TPOCOPHUOCTE XPELAlETOL Avtibpdet €Xouv
{ otig aMayég mopakivnon. KaAQ [UE TLG T(POKOAEDEL
oTLg MNpocapuolet | aAAayEg oTig oofapa.
oL KaAd oTLG AVTATOKPIVET
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KaONUEPLVEC oAAQyEG OTLG KaONUEPLVEC aL BeTikd oTLg
POUTIVEG. KaONUEPLVEC POUTIVEG. OoAANQYEG OTLG
POUTIVEG KaBONUEPLVEC
OAAG TLG POUTIVEG.
TLEPLOCOTEPEC
dopég
avTLdpAEL pe
napa oAU
evBouaolaopo.
Social 1 2 3 4 5
(Kowwvikog
TOopEQC)
Relationship to Bpiokel Juvnlwg éxel Emukowvwvet Emukowwvet Erkovwvet
peers €EQLPETIKA SuokoAia otnv OXETIKA OXETLKA TIOAU €UKOAQ
(2xéoeig pe toug | dUokoAo To ETUKOLVWVIA UE T €UKOAQ e TOL | €UKOAQ HETA | ME TOL AAAQ
cuvopnAikoug) va GAAa tadLd ko va GAa oS G oS TadLa Kat
EMKOWWVNAOE | KAvel dLhieg Kal glvat KOl KAVEL KAVEL
L HE Tat AN LKAVOG va ypnyopa ypriyopa
madLd i va KAVEL PLALeG. dLhiec. dLAieg. Elval
KAVeL PLALeG. Avtiloppavet | AvtlhapPBavet | evripepog yla
Qaivetal va oL Ta oL Ta TouG dAAOUG
unv Sivel ocuvalwoOnuatr | ocuvaloBnuat | kat
onuaocia o TWV GAAWV o TWV GAAWV. | avtamokpivet
oToUG uovo otav oL oTIg
AaAloug. yivouv moAu QVAYKEG TOUG.
avTAnmrad.
Relationship to Bpiokel Juvnlwg éxeL Emukowvwvet MNpooeyyilet Mpooeyyilel
adults eCaLPETIKA SuokoAia otnv LE TOUG UE olyoupLd UE alyoupLd
(2xéoelg pe toug | dUokoAo To ETUKOLVWVIA LE TOUG | €VAALKEG e TOUG EVAALKEG | TOUG EVIALKEG
eVNAALKEG) va £VAALKEG. KaroLa otav otav
€mKowwvnoe | AnpoBupog oto va SuokoAia. Oa | xpelaletal. XpeLaletal.
L JE TOUG TOUG MPOCEYYLOEL ) TpOoEyyioeL Kavel oxéoelg | Kavel oxéoelg
eVNAALKEG. Aev | va TOUG UAAOEL. Toug eviAlkeg | pali tougkat | poadi toug Kkat
TOUG Juvnbwg Kall Ba Toug £XEL €XEL
npooeyyileL i | aAAnAembpd pe MAAOEL. KATAAANAN KatdAANAn
TOUG MAGEL. KATAAANAN Inavia oupneplpopd | cuumepidpopd
Mn CUUTEPLPOPA OTOUG | EMLEELKVUEL . MAGeL padt
KATAAANAN EVAALKEG. pn KatdAAnAn TOUG UE
ocuumnepLdopd oupmneplpopd dUoLKO TPOTOo
KOTA TN otav Kal yivetat
SLdpkela tng oAAnAemdpa UKo
oAAnAenidpa pali touc. KATovoNnTog.
ONG TOU UE
TOUG eVAALKEC
Rules Agev umtakoUeL | YmakoUEL TTOAU Alyo | MepLkég Juvnbwg Mavta
(Kavoveg) oToUuG OTOUG KOVOVEG. dopég ayvoel | umakoUel UTTOKOUEL
KOVOVEG. Mropel va evoxAel TOUG KAVOVEG. | OTOUG oToUG
EvoxAei Toug Toug dMoug katva | lowg evoxAel KAVOVEG KoL KQVOVEG Kol
GAAOUG Kat SLOKOTITEL TIG TOoUuG AAAoUG omavia TOTE Sev
SlakomreLtig | SpactnplotnTeg oe evoxAei toug evoxAei toug
Spaotnplotnt OUYKEKPLUEVE | GANOUG. AaAhoug.
£G q
TEPLOTAOELG.

311



Cultural Agiyvel OTL EmubetkvueL Avtidoppavet | Avayvwpilet Avayvwplilel
awareness avTIAQUBAVET | Katavonon Tou va oL TOo OTLElvaLl | OTL O TPOMOG Ko o€Betal
(MoAttioptkn oL TLG elval pépog piag MEPOG piag {wng Twv ™ wn Twv
ouveldnTonoinoc | PouTIVEG OTO olKkoyévelag/omitiol | eupuTEPNG AWV ANwv.
n) nieptBaiiov KaBWG WAAEL YL TIG | Kowwviag SladépeLand | Katavoei ot
TOU oTuTLoL. OXEOELG KAL TLG péoa otn TO 6LKO TOU. TO 0 81KOG
My oe EUTIELPLEG TOUG UE YELTOVLA KOl MNepndavelet | Toug TPOMOC
Taxvidt TOUG oTOo OXOAElO. oL yla ta {wng Ba
pOAwv oto yoveic/adépdla/ovy | MINGeLylO T | KOTOPOWHATA | TPEMEL va
KOUKAOOTILTO Yeveic EUMELPlEGTOV | TOU. eivat
oto oeBaotog and
nieptBailov Ta maLdLd Ko
auTo. TOUgG
€VNALKEG.
Communication Emikolvwvel Mu\det ZeKWVAEL val Pwtdel amAég | TuvnBwg
(Emkowwvia) UE TOug XPNOLUOTIOLWVTOG ouvlualeL epwrnoelg. H WAQEL pE
A&AAoug QTAEG EKPPATELG. ekdpACELS ya | optAia Toug EUXEPELA KOl
UOVOAEKTIKA, | Xpwportilel tn dwvh | va eivat OUVETELD. H
UE KWVAOELG TOU yLoL val KAVEL TMAPOUCLACEL | cuvhRBwg ouAia Tou
Ko EPWTNAOELG QVTL VL £val YPOLOTLKA elvat
eKPPAOELG Xpnotuomolel owoth | enxeipnuan owaoth. ouvnOwg
Tou YPOULLLOUTLK. pila OoAAG OXL
TPOCWTOU ene€nynon Ue navta
ouvénela. H YPOLUHOTIKA
ouAia Tou owaotn.
eivat AKOUUE pe
ouvndwg TIPOCOXN TIG
T(POTAOELG anoYEeLg Twv
arno éva AMwv Kot
ouvduaouo QVTATIOKPIVET
16wV Tou oL KatdAAnAa.

ouvnBwg Sev
glvat
YPOLOTLKA
OWOTEG.
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ADJUSTMENT

Date

Comment

Comfortable

Independence

PERSONAL

Date

Comment

Confidence

Concentration

(Teacher-directed
activities)

Concentration

(Self-directed
activities)

Actions

SOCIAL

Date

Comment

Relationship to
peers

Relationship to
adults

Rules

Cultural
awareness

Communication
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Appendix 5: Authentic Assessment/Portfolio Checklist (in Greek)
*This part is presented in Greek as the study was implemented in Greek early years
settings and thus it was designed in Greek

dakelog afLoAoynong

Akpoaon

ZuppeToxn oto dtdAoyo

‘Ekdpaon

Avayvwon

padn kat ypant ékdppaocn

Akpodaon

Akpodrtal KoL avayvwpilel nxoug

Alokpivel AXoug

Mupeitat Axoug

Akpoadrtal kot emavaAappavel Aé€eig N ppAoeLg pe pubuo

Akpodrtal Kot eKTEAEL EVIOAEG TTOU aKoUEL {wvtava N
Hayvntopwvnuéva

Zuppetoxn oto didAoyo

AEELTA OVOUOTA TWV CUMUABNTWV TOou

Ovopalel aviikeipeva
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AVOKOLVWVEL TOL VEQL TNG NUEPOLC

AvadEpel SpaoTnpLlOTNTECG IOV £XOUV YIVEL | TTPOKELTAL VAL
yivouv

E€nyel kal epunvevel

XPNOLUOTIOLEL ETILXELPAATA YLOL VO TEKUNPLWOEL TLG LOEEC TOU

‘Exkdpaon

XpNOLUOTIOLEL CWOTA T PUOTO OTO CWOTO APLOUO KaL XpOvo

Xpnoluomnolel cwotd ta enibeta

Kdavel epwtnoelg

XpnoLuomoLel KATadaTIKEG KAl 0LPVNTLKEG TIPOTACELC

Ekppaletal pmpootd og AAAOUG

Mepypadel kat dinyeital mpodpoptkd

Avayvwon

Avayvwpllel TIc SLapopeTIKEC EKSOXEC yparmToU AOYoU KoL T
pHnvoupata mou petadépouv (ry ednuepida, cuokevaoieg,

BBAia)

YioO¢etel BaoIKEC TPOKTIKEG AvAyVWoNG (Tt amo aplotepd
TPOG Ta S€LA, Ao MAVW TPOC TA KATW, ATtO TNV apXr POC TO
TEAOC)

Alokpivel Ta Stadoyikd amod ta un StaAoyLkd Lépn

Avayvwpilel olkeleg Aé€eLg oTo TtepLBAANOV TOU

MNaipvel mMAnpodopieg anod dtadopeg mNyES (Tx KAPTEAEG,
OUOKEVAOLEQ)

Xpnotwuornolet tn BLBAL0ORKN TNG TAENG

Evtomilel Tov ouyypadEa, Tov titAho tou BLBAlou K.AT.

Zntael BonBela anod kamoto matdi

Zntael BonBela anod tn vamaywyo

padn kot ypantn ékdppaocn

Xpnotuomolel T ypadn wg LESO EMKOWVWVIOG

Xpnotuormnolel To HoAUBL, Tn Yoo Kal To 0TUAO amodoTika

lpAadeL To Ovoud Tou pe KepaAaia i meld ypappoTa

Avtlypadel Aé€eLg

Mpadel Aé€elc oMW popel

IpAdEL TPOTACELG OTIWCE UTTOPEL
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Zntael BonBela anod kamoto matdi

Zntael BonBela anod tn vamaywyo
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Appendix 6: Leuven Involvement Scale for Young Children (LIS-YC)
*This part is presented in English as it was used by researcher only and there was no

need for a translation into Greek

Involvement
signals

2|3 |4 |5 | Description

Concentration

Energy

Complexity and
creativity

Facial expression
and posture

Persistence

Precision

Reaction time

Language

Satisfaction

The Child Involvement Signals

Concentration

The attention of the child is directed toward the activity. Nothing can
distract the child from his/her deep concentration.

Energy

The child invests much effort in the activity and is eager and stimulated.
Such energy is often expressed by loud talking, or pressing down hard on
the paper. Mental energy can be deduced from facial expressions which
reveal ‘hard’ thinking.

Complexity and
Creativity

This signal is shown when a child freely mobilises his cognitive skills and
other capabilities in more than routine behaviour. The child involved
cannot show more competence - he/she is at his/her very ‘best’. Creativity
does not mean that original products have to result, but that the child
exhibits an individual touch and what she/he does furthers his/her own
creative development. The child is at the very edge of his/her capabilities

Facial Expression
and Posture

Nonverbal signs are extremely important in reaching a judgment about
Involvement. It is possible to distinguish between ‘dreamy empty’ eyes and
‘intense’ eyes. Posture can reveal high concentration or boredom. Even
when children are seen only from the back, their posture can be revealing

Persistence

Persistence is the duration of the concentration at the activity. Children
who are really involved do not let go of the activity easily; they want to

continue with the satisfaction, flavour and intensity it gives them, and are
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prepared to put in effort to prolong it. They are not easily distracted by
other activities. ‘Involved’ activity is often more prolonged but it can be
dependent on the age and the development of the child.

Precision

Involved children show special care for their work and are attentive to
detail. Non-involved children gloss over such detail, it is not so important
to them.

Reaction time

Children who are involved are alert and react quickly to stimuli introduced
during an activity e.g. children ‘fly’ to a proposed activity and show
prolonged motivation and keenness. (NB. Involvement is more than an
initial reaction.)

Language

Children can show that an activity has been important to them by their
comments e.g. they ask for the activity repeatedly. They state that they
enjoyed it!

Satisfaction

The children display a feeling of satisfaction with their achievements

Child Involvement Scale (to be read in conjunction with the signals for Involvement)

Level 1. Low Activity

Activity at this level can be simple, stereotypic, repetitive and passive. The
child is absent and displays no energy. There is an absence of cognitive
demand. The child characteristically may stare into space. N.B. This may be
a sign of inner concentration.

Level 2. A
Frequently
Interrupted Activity

The child is engaged in an activity but half of the observed period includes
moments of non-activity, in which the child is not concentrating and is
staring into space. There may be frequent interruptions in the child’s
concentration, but his/her Involvement is not enough to return to the
activity.

Level 3. Mainly
Continuous Activity

The child is busy at an activity but it is at a routine level and the real signals
for Involvement are missing. There is some progress but energy is lacking
and concentration is at a routine level. The child can be easily distracted

Level 4. Continuous
Activity with Intense
Moments

The child’s activity has intense moments during which activities at Level 3
can come to have special meaning. Level 4 is reserved for the kind of
activity seen in those intense moments, and can be deduced from the
‘Involvement signals’. This level of activity is resumed after interruptions.
Stimuli, from the surrounding environment, however attractive cannot
seduce the child away from the activity.

Level 5. Sustained
Intense Activity

The child shows continuous and intense activity revealing the greatest
Involvement. In the observed period not all the signals for Involvement
need be there, but the essential ones must be present: concentration,
creativity, energy and persistence. This intensity must be present for
almost all the observation period.
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Appendix 7: Interview schedule with the practitioners
*This part is presented in English, as it has been translated for the data analysis section

Academic and professional achievements

e Would you like to tell me about your academic achievements?
e What is your professional experience so far? In what posts have you worked?

Personal teaching approaches and strategies

e How would you describe a typical every day in the early years classroom?
e Before you started using this framework, what were the teaching methods you
were using up to now?

Implementation of the interdisciplinary framework

e How was your participation? How do you feel about it?

e Did you have the support and resources you needed when you needed?

¢ Did you find any challenges during the implementation of the interdisciplinary
framework?

e What was the most exciting part during the implementation of the
interdisciplinary framework?

Children’s development during the interdisciplinary framework

e How did you observe children’s progress in regards to children’s development
during the interdisciplinary framework?

e How did you observe children’s involvement in literacy activities during the
interdisciplinary framework?

e What differences do you see in your teaching methods now on? How would
you use this experience in the future?

320



Appendix 8: Pedagogical projects during the intervention (in Greek)
*This part is presented in Greek as the study was implemented in Greek early years
settings and thus it was written into Greek for the convenience of the practitioners

In this part there are some indicative but important pedagogical projects from the 3
experimental groups as part of the intervention while they implemented the
suggested interdisciplinary framework. Due to space limitations, the below projects
are only from the final study, but there were similar pedagogical projects that were
implemented in the pilot study as well.

Experimental Group 1 (EG 1)- Paintings

Nawdaywyko ox£So epyaociac: Aoudovda

Ac &ekwviooupue: Ta matdld kotd tn Slapkela tou eAevBepou matyvidlol Toug otnv

QUAN ETUKEVTPWVOVTAL CUVEXELDL oTa AouAoUSLa Tou €xouv apxioel va avBilouv.
AdlepwVouV apKETH WPA OTO Vo cuINTOUV yla Ta SLadOPETIKA TOUG XPWHATA Kol
oxnuoata. Napatnpndnke OTL apkeTd maldla pEpvouv peptkd AouAovdia to mpwi padl
TOUC yLO va T SWooUV oTIC SAOKAAEG

OLtéyveg: Ta maldla pe tnv natdaywyo napatnpolv Stadopoug rivakeg {wypadikng
Tou Mové mou amnewkovilouv avBlopéva kal avolélatika tomia pe AovAoudia. O
niivakag ‘Water Lily Pond’ toug éxeL tpafnéet tnv mpoooxr). O mivakag anewkovilel pia
Alpvn otnv omola emutAéouv Aouloudla Kol UTApXeEL Uia oTtpoyyuAn yédupa.
JulntoLv €vtova yla To Tou otnpiletal n yédpupa Kal To yeyovog OTL Ta AouAoudia
ETWUTAEOUV 0TO VEPO. TOUG KAVEL evtUTwon ylati dgv €xouv Eavadel KATL Tapouolo.

YAomoinon: Ta mawdid pe tnv madaywyo culntouv Tig Spaoctnpldtnteg mou BéAouv
va KAVOUV ylol aUTOV Tov Tiivaka. H mawdaywyog SteukoAUvel tn Sladlkacia otov
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evtaxboUv oTolyela EYYpAUATIONOU OTIG SpaoTtnploTNTEG aAUTEG. OL SpacTnPLOTNTEC
Tou anmodacioTtnKkav Kat uAomolenkav Atav oL e€NC:

e EAeUBepn lwypadikn Tou mivaka cav pikpol {wypadol.

Ye KOA\eg A4 kol o€ peyaho xapti tou pétpou ta matdid {wypadilouv t Sk TOug
ekboxn autoL tou mivaka. Ta VAKA {wypadikng eival otnv eAelBepn emloyn Twv
oWy Ty TWEAQ, SAKTUAOUTIOYLEG, VEPOUTIOYLEG, Hapkadopol K.AT. 2To TEAOG
anogacilouv va oteilouv TG {wypadieg Toug oto Moveé Kal Tou €Tolualouv éva
YPAUUQ 0TO omoio Tou e€nyouv Tt akplBwg Exouv {wypadioel. & KATOLEG OUASEG T
natdLa ypadouv evaAlag dtaomapteg AEEeLg, o KATOLEG AAAEG opAdeG N madaywyog
Aewtoupyel we ypadéag Twv maldlwy Kal TEAOC 0 UEPIKEC UIKPEG opadeg Ta madld
ypadouv to ypappa oto Mové e ‘Yeudoypappata’. Ito téAog Balouv T {wypadlég
TOUG KOl Ta ypappota o€ éva ¢pakeho kat ta Sivouv otov o8nyod Tou GXOALKOU va Ta
TAEL oTo Taxudpopeio.

o [paupa arnod to Mové

O MoVE toug £0TeLAE €val YPAUUO UE TO TAXUSPOUELO VO TOUG EUXOPLOTAOEL Yl TO
ypaupa kat T {wypadieg mou tou €otelhayv. Ta pWTAEL TL TOUG APECEL TILO TIOAU yla
va Touc GTLAgeL Evay TivoKa omOKAELOTIKA YU auTd. Kamoleg Aé€eLg elval ota EAANVIKA
Kal KAmoleg Aé€elg eival ota MaAAka kabwg o {wypadog eival and tn MaAlia. Ta
nadla pe v nadaywyo oculntolv yla To TL onuaivouv ol ¢ppacelg ‘Bonjour’,
‘Comment ca va?’. Toug Kavel evtuniwon n dtapopetikn ypadn twv AéEewv kot BEAouv
va TG avtypadouv. Pwtolv tnv matdaywyo mota 6a Atav n KataAAnAn anavinon Kat
avtiypadouv ‘Ca va bien merci! Et toi?’. ZulnTtoUV yla TO TL TOUG OPECEL TILO TTOAU yLal
va Touv otov Mové va BaAel otov nivaka. Antodacilouv otL Ba B€Aouv évav mivaka
pHe TOAAA AouAoUSla, BdAlacoa, kapdafla kat madid va mailouv. Ta maldia
npoonaBolv va ypaouv auteg Tig Aé€elg kat tou lwypadilouv pia {wypadld pe
OUTA TO OTOLXELDL TNV TIEpiMTWOn Tou dev pmopéoel va SlaBacel Ta eAANVIKA.

e [livakag Katd mopayyeiio

O Mové Aappavovtoag umodn TG TPOTLUACELS TWV MOLSLWYV TOUG ‘OTLAXVEL Evay Ttivaka
LE T oToLXEla TTOU TOU {NTNOoOV KAl TOUG TO OTEAVEL UE To Taxudpopeio. O mivakag
autog nrav o ‘Cliff Walk at Pourville (Promenade sur la falaise, Pourville)’.
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Ta madid pe 1o mou €Aafav Tov Tivaka Tov mapatnpouv Kal culntolv ylo To
TIEPLEXOUEVO TOU. Z€KLWVAVE €va Talxvidl oto omoio to €va maldi meplypadel éva
OTOLYELO TOU TIiVaKOL TTOU TOU apETEL XWPLG VAL TTEL TL Elval. ATTOKOAUTITEL LOVO TO TIPWTO
YPOUUO KOL T UTTOAOLTTOL TTALOLAL TIPETIEL VAL TO BPOUV Z€ AUTOV TOV VKA OV apECEL
TIapa oAU KATL TTOU apXiOEL Amd 000000000000, TO KPATAUE OTAV BPEXEL Kal EXEL
TLOAU VEPOOOO0000000000 KL EXW €va 1dLo o€ pol pe tnVv Barbie. Tueivat, H oumpéAa.
Ma vo To KAVOUV va £XEL TTIEPLOCOTEPN aywvia, Tpoomabolv va AmopvnUoveEUGOUV
TOV TivaKa Kal KAE(VouV Ta pATLa TOUG Ewg va Bpouv Tn AEEn.

MNadaywyko ox£So epyaociac: NetaAoVdeC

Ac Egkwnooupe: Mia metahoVda UMAKE PECA OTNV TAEN Kal APXLOE Vo KAVEL BOATEG

ot Sladopeg YwVIEC SpaotnplotnTwy. Ta maldld evBouaclaoTnKov Kol ApxLoov vo
NG MAOUV. ITnV apxn g €8wvav odnyieg my néta edw, katoe edw, Kouva Ta GTeEPA
00U KOL LETA APXLOOV VA TN PWTOUV TO OVOUA TNG TToU PEVEL K.ATL NMapatnpndnke ott
OUTO TO YEYOVOC Ta E€MNPENCE TAPO TOAU KoBwg oto eAelBepo malyvidl Ttoug
EVOWMOTWVOUV aUTO TO YEYOVOC KOL loXOAOUVTaL | KAVOUV OTL elval eTAAOUSEC.

OLtéyveg: Ta maldia pe tnv madaywyo Paxvouv oto Stadiktuo mivakeg {wypadikng
pe metaAoudeg. Toug PEAETOUV MPOOEKTIKA Kal amodacilouv edv €xouv OTOLXEl
€AKUOTLKA yLa va. acXoAnBouv pe autoug. Ot mivakeg {wypadikng ‘Butterfly Mother in
a book’ kat ‘Butterfly Ship’ tou Salvador Dali toug eAkUouv Tnv mpoooxn mapa oAU.
Toug KAVEL EVTUTIWON O TPOTIOG TTOU EXEL ATELKOVIoEL 0 {wypAddog TLG TETAAOVUSEG.
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YAomoinon: Ta matdid pe tnv modaywyo oculntolv Tig Spactnpldtnteg mou B€Aouv
va KAVOUV ylo. aUTOV Tov Tiivaka. H mawdaywyog SteukoAuvel tn Stadikaocio otov
evtaxboUv otolyela eyypapaATIONOU OTIG SpaoTtnplotNTEC aAUTEC. OL SpaoTnPLOTNTEC
Tou anodaaciotnkayv Kat uAomolonkav Atav ot eENG:

e [Napdafeveg metaloVOEC

To matdLd pe tnv nadaywyo culntolyv yia T SLadopeTIkeG MeTaAoVSeC ou BAEMouV
o€ aUTOV To mivaka. Mpoomabolv va kataldBouv to Adyo mou o {wypadog EXel
{wypadioel TI¢ METAAOUSEC e AUTOV ToV TPOTo. Avalntouv 6Aoug Toug miBavoulg
AOyoucg Kal autieg kat n motdaywyog Asttoupyel wg ypadag ot oulNTAOEL TWV
TiadLwv. Mepkeg amo tig LOEeg Twv madlwy ATav:

o Elvatl éva payiko HEPOG Ue TEpAOTLEG TETAAOUSEC. H papd metalovda
elval péoa oto BLBALo yati auto ival to omitt tng. Eival moAv €€umvn
Ka £xeL SlaBaoel oAU yU auto eival péoa oto BLPAio.
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o Tnv €xouv ¢pulakiosl péoa oto BLBAlo oL avBpwrol pe to Kapdft. Ot
TeETOAOVSEC elval KAAEG Kal oL AvBpwTtoL TG £XoUV aLXMOAwWTIoEL TIg
Kpatdve péoa oto BLBALo kal maipvouv Ta $TEPA TOUC yLa VA Ta KAVOUV
Tavid. MpEMeL va TI CWOOUUE.

o MaMov 1o €ibe oTOV UMVO TOU QUTO TO MEPOG KOL YL OUTO TO
{wypadloe. Ziyoupa lval Eva PayLlKO HEPOC PETO OTO SACOG TTOU EXEL
uia Baiacoa.

H nodaywyog petadEpelg TG WOEEC TOUG O €val LEYAAO XaPTL TOU METPOU KOl Ta
nadla {wypadilouv TG SIkEG Toug Mapateves mMeTaAoVOEC Kat ypadouv Sladopeg
A£EELG TTOU TOUG €pYOVTAL OTO LUAAO OO AUTOUC TOUG TVAKEG Tty TteTaAouda, KapdfL,
BBAio.

o Jy€blo dldowoaong

Ta nadla anodacilouv OtTL oL METAAOVUSEG QUTEC elval o KIVOUVO Kal TIPETEL VAL TLG
owoouv. Kataotpwvouv éva oxédlo dlaowaong kot GTLAXVouV éva KAtaAoyo HE T
epodia mou Ba xpelaotouv. EVaANGE ypadouv otov katdAoyo tn Alota pe ta edpodia
TX OKOWI{, KLAALa, UMOTEC, umoudav, mayoupl, vepo, ¢ayntd k.Am. Anodacilouv va
dtiaéouv éva xApTn yla VoL UITOPECOUV va Bpouv To SPOUO Yyl TO LayLKO HEPOC TIOU
elval pulakiopéveg ol metaloudec. 2to xaptn {wypadilouv evallag pia Stadpoun
Kal oxedlalouv/ypadouv Ta CNUAVIIKA CnUEla pe TOUG KvEUVOUG TIOU TIPEMEL va
npooefouv iy didla, ykpepog, Bpoxn K.AT.

e [letaAoUbeg otov KaBpédtn

Ta madid pe tnv matdaywyo anodacilouvv va ¢tiafouv TIg SIKEC TOUG MAPAEEVEC
TETAAOVUSEC UE €VOl KPUPUEVO MUOTIKO pAvupa. H mawdaywydg toug mpoteivel va
XPNOLLOTIOLO0OUV TNV TEXVLKA TOoUu KOBpedtn pe TUVEAA KoL SAKTUAOUTOYLEG.
AutAwvouv éva xapti A4 otn péon kot {wypadilouv tn pon napdéevn netalovda anod
™ pla pepld povo. Itn ouvéxelo SUTAWVOUV TO XOpPTL otn HéEon Kol to oxESlo
OUTOTUTIWVETOL KAl amd TNV GAAn pepkd. Ta moadid evbouoialovral Kat BEAouv va
KpUYOoUV HUOTIKA pnvUpata otn {wypadLld toud. Mpddouv moAu anald pe LoAUBLEva
HUOTLKO HrVUHa TO oTtolo TepLléxel Peudoypappata rp AEEELS TTOU TOUG €pXOVTOL OTO
HUOAO TIY OWOE TLG METAAOVUSEG. TN CUVEXELX KAAUTITOUV T HUCTIKA UNVUUOTO UE
€va xapTi Kal mpoomaBouyv va poavtEPouv 0 €vag To LAVUUA TOU AAAOU.

Experimental Group 2 (EG 2)- Drama play

Nawbaywylko oxédo epyaoiac: Ta&idt oto Staoctnuoa

Ac Eekwvioouue: Tnv nuépa tng Savelotikng BLBALOBNKNG éva madi édepe éva BLBALo

ue Sdtadopoug MAAVATEG Kal aotpovaUTes. 2Ixedov ola ta maldid B€Aouv va to
SdavelotoLv Kal Byalouv kKApo yla va amodacioouv Tn oslpd Kol TO TOOEG HEPEC Bal
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To Savelotel o kaBévag. Napatnpeital OtL To evdladpEpov TV MALSLWV PEVEL AUELWTO
000 TEPVAEL O KalpoG. Ta maldid mou daveiotnkav 1o BBAlo kat to Stafacav
OUUMETEXOUV O€ EVTOVEG oulNTNOELS HE TOUC IAOUC TOUG Kal avtalAdoouv anoyeLg
yla TO TL TOUG Apeoe 1o ToAU. Ta matdld mou Sev 1o €xouv davelotel kat StaBaoel
OKOUA TTOPakoAOUBOUV PE PEYAAN aywvia.

OLtéyveg: H madaywyog pe ta matdld opyavwvouv éva Spapatikod matyvidt pe Bépa
‘Ta&idL oto dlaoctnua’ yla va avakaAUPouv TL UTIAPXEL Kol va anodacicouv ta
naxvidia mou BéAouv va nmaifouv. AlaA€youy tn Louotkn, Byalouv Ta mamoUToLo ToUG
KalL oo TN ywvLla petapdieong Staléyouv ta pouxa Kot ta afecoudp mou BEAouv va
dopéoouv. H matbaywyog pe ta madla Balouv tn LoUaoLkr Kot EeKvave to taidL yia
va avakaAupouv to Stdotnua. O kaBévag autooxedlalel Kal UTIAPXEL OTOAUTN
eleuBepia Kwvnoewv Kat pacewv. MOALG TEAELWVEL N LOUCLKH, oulnTouV AUTA TIOU
eldav kat anodacilouv ta mavidia mov BEAlouv va aigouv.

YAomoinon: H maitdaywyodg Asttoupyel wg ypadéag otig 6€eg Twv matSlwv Kal o
KaBévag e€lotopel TNV LoTopila MOV £{N0OE KOl AUTA TIOU €i6€ OTO SPAUATLKO TtaLXVidL
pe Bépa taidt oto Siaotnua. H madaywyog dieukoAuvel tn Stadikacia oto va
evtaxboUv oTolyelo EYYPAUATIONOU OTLG SpaoTnpLoTNTEG AUTEC. OL SpaoTnpLOTNTEG
Tou amnogdaociotnkayv Kat vAomolOnkav ATtav ot e€AG:

e O efwynog

Ta madia kot n matdaywyog culntolv yla Tig popdeg wng mou mibavov va uTtapXouV
oto dlaotnua. ulntouv yla To Tw¢ Ba pmopoloe va polalel €va e€wyrLvog.
MeTatpEmMouv TNV Tafn Toug Ot SLACTNUIKA OTiTia €EWYNWVWY, XPNOLLOTIOLWVTAC
Sladopa vdaopata mou €Xouv ot Ywvld petaudieons. O kabévag amodacilel to
XOPAKTN PO ToU e€wyrvou Tou B€AEL va eival kat ypadel To e€wyrnivo 6voud Tou os
pio KaptéAa Kal TNV KPEUAEL oTo AAO Tou. Anpoupyouv Slddopeg eEwynLveC
TOUMEAEG pe e€wynva ypaupata (Pevdoypappata) kat oxedla mou deixvouv to
6popo amd To £va HEPOC OTO AAANO Kol Ta TIGC KOAAAve oOTIG KapékAeg. Otav
OAOKANPWGOOUV TO OKNVIKO Ttailouv Eva SpapaTiko oty VidL oTo omoio £vag e€wynivog
XAOnke Kal akoAouBoUV TIC TOAUMEAEC yLa Vo TOV Bpouv.

e [lpOoKANGCN o€ TAPTL

Ta nmadd anodacilouv O0tL BEAOUV va KOAECOUV OTO QTMOKPLATIKO TIAPTL Tou Ba
KAVOUV TOUG £€WYNLVOUG TIOU yvwpLoav oTo TagidtL Toug. 2xeSLalouv TG TPOOKANOELS,
{wypadilouv to e€wdPulio kat ypadouv tnv TpdokAnaon ylo To e€wyrvo mou B€Aouv
VO KAAEOOUV OVOUOOTIKA. THVOUV MTAAL TO OKNVLIKO Kot Ttailouv Spoapatikod mayvidt
oTO omoio o évag e€wynvog divel Tnv mpookAnon otov GAAov.

e 0O nAwog tou e€wynvou
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KaBwc mapatnpouv to BBALo e Toug TAAVATEG TOU NALOKOU GUOTAMOTOC, TOUC KAVEL
EVIUTIWON TIOU 0 NALOG Elval €vag amo auToug Toug MAAVATEG. ZulNToUuV yLa To NALO
mou Ba €xelL o e€wynwvog yla va {eotaivel Tov 8ik6 Tou mAavAtn. Antodacilouv va
KAvouv pia eniokePn otov €wyrnvo Kal otov AALO Tou yla va ta Souv amnd Kovta.
@Qopave TG KOPTEAEG HE T €§Wynva OVOUOTA TOUG, €TUAEYOUV TN HOUOCLKA Kol
gekwvave to TaidL oto omitt Tou e€wyrvou Kat otov NAto tou. Katd tn dldpkela Tou
taldlov oulnTolV yla TO TL TMPEMEL VA TIPOCEXOUV KOl yPAdOUV TOUG OXETLKOUG
KlvOUVOUC ylo val pnv toug exaoouv. MOALG emiotpéPouv amd to taidl TOoug
oulntouv TNV eunelpia Toug Kat n matdaywyog Asttoupyel wg ypadéag. wtotunmoluv
TLOAAEG POPEC TIG LOEEC TOUC aUTEG Kal wypadilouv pepika oxédia. N'padouv to dvouad
TOUG KoL TO €€WYNLVO GVOUA TOUG OTO £pYO TOUC.

Nadaywykd oxédo epyaoiac: To pouosio

Ac &gkwvriooupe: To oxoAeio €xel opyavwoel opadikn emiokePn OAWV TwV TUNUATWY

vnNiwy, mpovnmiwv Kot matdikou otabuol og éva pouaoeio (yta Adyoug ndikng Kot
avwvuuiag to ovoua tou poudeiou Sev amokaAuntetat). Katd tn SLApKeld TNG
eniokePng ta maldla mapakoAouBnoav pia mapouaciacn ano TG LoUCELOAGYOUG Kat
napatnpnoav ta ekBépata. H emiokedn NTav apketd evdladépouvoa oAAd Oev
EUTIEPLELXE TNV AUECO EVEPYO CUMUETOXN TWV TaLSLwv. Me tnVv emiotpodr oto oxoAeio
Ta madld oculAtnoayv pe TNV madaywyo yla tnv eniokePr) toug Kat tng Intnoav otL
B€Aouv va Ttave o€ éva PouoElo TTou Urmopouv va maifouv.

Ot téxveg: H matdaywyog adouykpalovtag TIg avAayKeS Twv matdlwy opyavwvel podl
HE To TtadLd éva Spapatikod malxvidt pe Bépa ‘EmiokePn oto pouaoeio’. EmAéyel pall
HE Ta TodLA TNV KATAAANAN UOUGCLKN Kal pixvouv OAoL 0TOo KEDAAL TOUG HAYLKN
Xpuoookovn yla va petagepBbolv oto pouoeio kateuBeiav. Katda tn Slapkela tou
taf1610U TouG N LoTopia Stadpapatiletal oe ouvepyaoia pe ta maldid. H madaywyog
pPWTAEL T AL yla To Tt Stadpopny Ba akoAouBricouv, TL Ba KAVOUV PETA K.ATL
MOALG TeAeEwlwOoEL N HMoOUOLK, oulntoluv yla to Taidl Toug kol amodacilouv ta
nayvidla mov B€Aouv va aifouv.

YAomoinon: H mawdaywyog Asttoupyel wg ypadeag otig éeg Twv madlwy Kal o
KaBevag Agel TIG LOEEC TOUG YL Ta Tawyvidia mou B€éAouv va mailouv pe Béua to
pouvoeio. H mawdaywyog dieukoAUvel tn Sladikacia oto va evtoxbolv otoweia
EYYPAUATIONOU OTIC SpaoTnPLOTNTEC AUTEG. OL SpaoTnPLOTNTEG ToU amodacioTnkav
Kal uAomoiBnkav Atav ot €NG:

e Ekbpoun oto pouvoeio pacapiog

Ta matdla anodacioav OtL Eva amnod ta otolxeia mou dev amoAapfdavouv o€ KABE TOug
€TioKEY N OTO LOUOELO £lval OTLTIPETEL VAL KAVOUV CUVEXELO NoUXLa KOLL VOL NV JUAQVE.
Anodaocioav Aoutov va Snuloupynoouv €va poucesio ¢aocapiag oto omoio Ba

327



ETUTPEMETAL VA KAVOUV 00N pacapia OEAouv. Kataypadouv ot pia Alota ta ekBEpata
TOU pouoeiou ou Ba eivatl pdypata Tou Kavouv oAU dacapia Onwg Kopva, VIEDL,
viouvtouka KA. Ta madid mpoomabolv evaAldg va ypdaldouv Tig Aé€els. Ztn
OUVEXELA avalnToUV T AVTIKELEVA AUTA KOl T 0TOAL{OUV 0TO XWPO TNG TAENG TOUG.
Avalappavouv poloug Kal o KaBEévag GTLAXVEL TNV KAPTEAQ TOU KABE eKBEUATOC TTOU
ypadeL To dvoud tou. Ta matdid avalntouv Tig Aé€eLg amod to mepBAaAlov Toug aAld
KataAnyouv otL Ba Ti§ ypadouv 6nwg pnopouv. Me t Bonbeta tng nadaywyou, n
omola Asettoupyel w¢ ypadéag, Pptidxvouv €va TAUTAO UE TOUG KAVOVEG TOU LOUCELO,
€VOELKTIKA LEPLKOL KOVOVEC lval OL TTOPAKATW:

Mudte oAl duvarta

o
o Quwvalete yla va oo aKoUCOUV

o Eav akoUte pouoikn, va eivat moAu duvatd
o

Xtunate ta nodla oag Suvatd oTo MATWHA

TéAog, dptiayvouv elottrpla Kat potpalouv poAoUG ylo TO SPAUUATIKO Tatyvidl Toug
Kal tnv emiokePn oto pouoeio dacapiag m.x. Eevayog, KAANTEXVECG, ETIOKEMTEG,
LOLOKTNTNG Houoeiou. Avamaplotolv TNy eniokePn Toug MOANEC GOPEC WOoTE OAoL va
naiouv 0Aoug Toug poAouc. Kabe dopad ta matdid autooxeSLalouv Xwpig va utapyeL
€va mpokaBopLoPEVO OEVApPLO.

e EkSpoun oto pouoeio nouyxiog

Meta tnv enioken oto pouvoeio pacapiag, ta naldid anoddacioav otL Ba BEAoLY va
ocuveyioouv to matyvidL Toug Kat va ave ekSpor oto pouaeio nouyiag. Amodpacioav
OTL OE QUTO TO HOUOELO oL Kavovec Ba Atav oAU SladopeTikol amod To mPonyoUUEVO
pouoeio kabBwc auth tn dopd Ba £mperme va KAVouv amdAUTn nouxia Kot ta eKBEpata
Ba Atav avtikeipeva mou Sev Umopouv va kavouv kavéva B6pufo. Kataypadouv tn
Alota pe ta ekBépata autd onwg PapPaki, xapti, vddopata kKA. Ta modd
nipoomaBolv evaAld va ypaouv Tig AEEELC. 2T ouVEXELA avalnToUV T AVTIKELHEVA
QUTA KoL Ta 0TOA{ouV 0TO XWPO TNG TAENC TouG. AvalapBavouv poAouc Kal o KaBévag
dTIaxvel TNV KopTEAA Tou KABe ekBEpartog mou ypddel To Ovopd tou. Ta madid
avalntouv Tic Aé€etg amod to meptBaiAov Toug aAAG kataAryouv OTL Ba Tig ypayouv
OTWG UTopoUV. ZulnToUV yLa TOUG KOWVOVEG TOU HouoEio Kal {ntolv tn BonBela tng
natdaywyou yla toug ypalel os éva peyaho xapti. Evoewktikd pepkol amd toug
KAVOVEC €lval oL TTapaKATW:

Kavte andAutn novyia
Mnv plate
Mepratate abBopuBa

© O O O

Mnv ¢tapvileote
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Anodaailouv otL Ba adou eival Eva SlapopeTikd pouvosio Ba mpenel va dtiaéouv
Kalvoupla EloLTrpLa Kat potpalouv Toug pOAOUG yLA TO SPAUUATIKO Ty VidL Katd Thv
eniokePr TOUG 0To pouoeio novyiag. Ta matdid autooxedlalouv Katd tn SLAPKELA TOU
Spappatikol ratyvidlou kal anodaacilouv 6tL Sev BEAOUV va TNPHOOUV TOUG KAVOVEC,
OMOTE avTi yla nouxia, kavouv pacapia kal meibBouv Tov LELOKTATN TOU pouoeiou OTL
QUTO €XEL TEPLOOOTEPN TTAAKAL.

e To 81KO pag pouoeio

Ta madla pe v nadaywyo anodacilouv otL BEAouv va naiouv €va pouoeio Ue
OUTA YLO TIPWTAYWVLOTEC. AvadapBavel to kaBe madi va dpépel pia pwtoypadia tou
Kal pia dwtoypadia pe Ta ayamnuéva LEAN TNG OLKOYEVELOG TOU. ITNV MPOETOLHACia
TOU pouaeiou, To kaBe maldi koAAdeL TI¢ dwToypadieg g Eva XapTOVL KaL YypAadEL amo
KATW TO OVOPA TOU KOl Ta OVOUOTO TWwV amnelkovilopévwy otn dwtoypadia.
Anodoaoilouv va ypdouv Kal Alyo TpAypaTa ylo aUuTd OMwe TO OYATNUEVO TOUC
xpwua, ¢aynto, tpayolsL KA. Ta matdid tpoomabouv va ypapouv Tig AEEELC OTTWG
urmopouv. Otav oAokAnpwoouv oToAillouv Tta ekBEépata oto Ywpo kal mailouv
OPAUUATIKO TloXVIOL OTL EMLOKETTOVIAL TO MOUCE0 yla va Souv autoUg Toug
onoudaioug avBpwrouc. Ta matdid avtooxedlalouv kal SnuoupyolV LOTOPLEG HE
UTIEPNPWEG YLa TaL AAAQ TtadLA TTou amelkovilovral.

Experimental Group 3 (EG 3)- Puppets

Nadaywykd ox€SLo epyaoiag: Ol KOTEC TNC AUANC

Ac Eekviooupe: KaBe mpwi katd tn SLApKELA TNG MPWLVIE TIPOCEAELONG TWV TTALSLWY

UTTAPXEL EVOG KOKopag TIou AOAEL CUVEXELD Kal UEPLKEC POPEC EWG TO HeonUEPL. Ta
madld pe To mou Ba Yrmouv oTo vnmaywyeio oculnTtouv yla TO YEYOVOC AUTO Kal
PWTAVE TO €va TO AANO yla TO TTOOEC POPEC AKOUCOV TOV KOKOPO CHUEPO VA KAVEL
KKLplKOu.

OL téyvec: H maitdaywyoc adouykpalovrtag ta eviladEpovta TwV madlwv GEPVeL pia
KOUKAQL KOUKAOBEaTpoOU OTOV TPWIVO KUKAO TOU polalel He KOTA Kol Tailel
KOUKAOBEatpo pe ta matdld. Anpoupyet pia totopia Aéyovtdg Toug OTL n Kupila KOt
n Kwkn eivatl dpiAn tng kdpng tng kaL RBeAe va €pBeL va ta yvwpioel. Ta matdid Eekvouv
QUEOWC Hia oulnTnon pall Tng Kal Tn pwTIAve eAv EEPEL TOV KOKopa Tou AaAel kabe
npwi. H kupla kota n Kikr TOug amavtdel OTL Tov £XeL akoUoel oAAG dev Tov E£peL
TIPOOWTILKA. TOUuC¢ TAPOTPUVEL va okeptolv Sladopa malyvidia mou B€Aouv va
maifouv OXETIKA PE AUTO KAl yLOL VA YVWPLoOUV TOV KOKOPO.

YAomnoinon: Ta maidid pe tnv matdaywyo dtaléyouv pio koukAa KoukAoBEatpou Kat
nailouv kKoukAoBEatpo pe TV Kupla koOta tnv Kikn kat oculntouv ta malxvidla mou
B€Aouv va maifouv pe adopun auto to yeyovos. H maldaywyog Aettoupyel Kal wg
vpadéag otig éeg Twv maduwv kat dteukoAlvel tn dadikacia otov evtayxBouv
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otoela eyypapatiopol ot Spaotnplotnteg autéc. OL SpaotnploTnTEC TOU
anogaciotnkav Kat uAomotlBnkav ftav ot €€NG:

e O KOKOpAG oV €kave paoapia

Ta madia pe adopurnp autd to yeyovog amodacilouv va opyavwoouv pia
KOUKAOBeaTpLKn) apaotaon pe BEpa évav KOKOPA TIOU €KAVE CUVEXELD daoapia.
Anodacilouv OTL 0 KOKopag Ba MPEMEL va ATav TIOAU PEYAAOG Kal avalnTouV e TNV
nadaywyo tnv KATAAANAn TEXVLKNA yla va dnpoupyrnoouv pio Tétola KoUKAa.
Anodaaoilouv 0TL Ba XxpNOLUOTIO)COUV TNV TEXVLKN Tou Maoé MNarmié Kot pe prnaiovia
Ba ptiagouv To cwpa Kot To KEPAAL TOU KOKopa. AnULOUPYyoUV pia AloTa pe Ta UALKA
mou Ba xpelaotouv kal Ta Tadld ypddouv evoAAdg Tig Aéfewg. Mailovtag
KOUKAOBEatpo pe SLddopeg KOUKAEG SLAOAEYOUV TOU UTIOAOUTOUG NPWEG TOU €PYOU Kall
TOUG ¢TLaxvouV e adouyyapla. MNa va KataAniouv oto TEAIKO KEIUEVO TOU £pyou
XPNOLLOTIOLOUV TIG KOUKAEG TIoU €dTiaav Kat mailouv auBopunta €wg va KataAniouv
oTNV LoTopia mou Toug apéosl. Xwpilovtal o U0 OUASEC: TOUG BEATEC KoL TOUG
KOUKAOTIOXTEG Kal mailouv evaAAGE TV LoTopla TTOU €XOUV E€TOLHAOCEL o val PNV
gexaoouv TG Lotopia mou £dptiatav ypadouv oe Eva XapTi Tou HETPOU AEEELC KAELSLA
Qo TLG ONUOVTLIKOTEPEG OTLYUEG TOU £pYOU TIX KIKLPiKou, dacapia, Hopd KOTA K.ATL.

o Ol dLVETOATEG KOTEG

To modld EMOKENMTOVTOG TNV YWVLA KoukAoBedtpou Slamiotwvouv OtL dev €xouv
OPKETEG KOUKAEC UE KOTEC KOLL LUTEG TIOU €X0UV SeV €xouv wpaia pouxa. Antodpaacilouv
oTL B€Aouv va maiouv Eva KOUKAOBEQTPO TOU VA EUTIEPLEXEL TIOAAEG KOTEG TTOU Elvail
KaAovtupéves. Amodaoilouv OTL TO TlO €UKOAO E€ilval va  XpNOLUOTIOL)COUV
vYAwoorieotpa ota omnoia Ba koAAcouv to KebAAL TNG KOTAG KAl yla Ta pouxa Ba
Balouv uddaopata Ta omoia Ba Ta OTEPEWOOUV TIoW ATIO TO KEPAAL KOL UE OLUTO TOV
TPomo Ba pmopouv va aAAalouv pouxa omote B£Aouv. Adpou dnulovpynoav TIC
KOUKAEG, Eekvouv va Ttailouv KouKAOBEaTpo Kal ouveldnTomololV OTL Sev €XOUV T
KATAAANAQ OKNVIKA yla Otav oL Koteg BEAouv va mave yla Ywvia. Zxedlialouv ta
Sladopa payalld os xaptovia A4 kat ypddouv otnv Kopudr] Toug To OVOUA ToU KABE
payallov. Itn ouvéxela mailouv auBopunta KOUKAOBEATPO HE TIC KOUKAEC Kal T
OKNVLIKA TIou dnuLovpynoav.

e M epiepyn Lotopia

Ta madla Bélouv va dtaéouv pia mapapuboocaldta Kal va raiouv koukAoBgatpo
HE auTr. AlaAéyouv Ta ayamnuéva Toug mapapuba kat anodacilouv tn cElpA OV
Ba avakatéPpouv ta mapoapuBla. Mepwkad maldld Asttoupyolv wG ypadeic Kal
kataypadouv evallaf otn oelpd Twv Topapubwwyv. Mepikkd aMa  maldia
{wypadilouv TIC OXETIKEG ELKOVEC O Ta TtapapuBLa StmAa otig AEE€eLg. Q¢ KEVTPLKOC
APWOAC TNG LoToplag Toug elval oL KOTEG TOU €Xouv SNULOUPYNAOEL WG TWPO KOl
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Xpnotpomnowwvtag Tt Alota pe tnv mopapuboocaldta mailouv KOUKAOBEaTpo oTO
OTO(0 CUUUETEXOUV EVEPYQ BEATEC KAl KOUKAEG.

Nadaywykd ox€do epyaoiacg: O Aiac kat n pudoloyia

Ac €ekwvnooupe: Ta mawdld oculntouv €vtova yla to Ala kot toug 12 Beoug Ttou

OAUpmou kat TG SltadopeTikég SUVAUELG TTou €xel 0 KaBévag toug. Eival moAu
evBouolaopéva pe To Ala Kal PE TO YEYOVOG OTL KpaTAeL KEpAUVOUC Kal Sev Kalystal.
Mapatnpeital 0tL oto eAeVBepo malxvidl Toug mpoomolovuvtal OtL ival 0 Alag Kat
HUETAUOPPWVOUV TIG KOUKAEG KoukAoBedtpou mou £€xouv otou¢ 12 Beol¢ Tou
OAUumovu.

OL téxvec: H mawdaywyog Aappavovtag umoyn ta svdladépovia Twv maldlwy ta
pwTAeL eav BEAOUV va Toug Maiéel Eva KOUKAOBEaTpo e To Ala Kal toug 12 Beoug Tou
OAUprmou. Ta natdld evbouaotacpéva amavtolv otL BéAlouv. Katd tn Sldpkela Tou
KoukAoBedtpou n maldaywyog cuoTtnvel évav-évav toug Beolg Tou OALUTOU KoL
g€loTopel TIC SUVAUELG TOUC Kal TNV LOTopLa TOUG. 2To TEAOC 0 Alag pwTasl Ta matdld
€AV TOUG APECE KAl TA TOPOTPUVEL va OKEPTOUV TL tatyvidia B€Aouv va maifouv.

YAomoinon: H matdaywyog polpalel T KOUKAEC OTOl TALSLA KoL TA TTOPOTPUVEL val
naiouv koukAoBéatpo Kal va Touv oTo Ala TIG WOEEC TOUC e adopun autd To
yeyovos. H madaywyog Aettoupyel kal wg ypadag otig OEEG Twv MALSLWV Kot
SleukoAUvel T Oladikaoia oto va evtaxbouv otolxela EYYPOUATIONOU OTIG
Spaotnplotnteg autég. Ol dpaotnplotnteg mou amodaciotnkav Kat uAomotdnkav
Atav ot €€Nc:

e O Alag maet Slakomeg

Ta madd IntoLv amo tnv natdaywyo va naifel éva aotelo koukAoBéatpo oto omoio
o Alag anodaotoe va rael SLakomeG Kal ddnoe 0Aoug Toug urtoAoutoug Beolg LovouG
TOUG XWPLE va E€pouv TL va kavouv. H matdaywyog Aettoupyel wg ypadeag otig LOEEC
TWV MASLWV Kat Snuoupyouv TNy wotopia. Fpadouv o Eva HeEYAAO XapTi TOU HETPOU
NV Lotopia otnv omnota ta matdld Bonbolv TV matdaywyo va Bpel Ta ypAUUATA TWV
Aé€ewv. Meplkég dopég yla peyalutepn eukoAia Balouv elkoOveg avti yia AEEELG.

e H unxavn tou xpovou

Ta madd okédtovtal otL Ba BgAav oAU va yvwpioouv amnd kovtd toug 12 Bgol¢
Tou OAUpumou aAAd cuveldntomolovv otL {ovoav o€ pia AAAn emoxn. Amodaacilouv va
naiouv koukhoBéatpo TO omolo Oa Toug peTAdEPEL OTNV  EMOXH OQUTA.
Kataokevalouv pia KoUkAa koukAoB€atpou n omoia Ba ATav n xpovounxavn amo
HULKPEG XOPTOKOUTEG Kot {wypadilouv ota XEpLa TOUG NPWEG TNG Lotoplag. Me tn
BonBela ¢ matdaywyou n omoia Asttoupyel wg ypadéag anodacilouv Tig 0dnyieg
XPNOELG TNG KNXOVIC TOU XPOVOU Kal T KOAAQVE 0TO OKNVIKO TG apaotaonc. Katd
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™ Slapkela Tou KOUKAoBEatpou mpoormololvtal Ot Stafalouv Toug KAVOVEG Kol
onuewwvouv/dlaypadouv ta Brpata mou oAokAnpwaoav yla va BAAlouv eUnpog tn
pnxown tou xpovou. Otav ¢tavouv otnv Apxaia EAAada, yvwpilouv Toug Beol¢ évav
€VaV KoL KpATAVE CNUELWOELG OO TLG LOTOPLEC TOUG.

e 0112 B¢eol pnepdevtnkav

Ta nawda anodacilouv otL BEAouv va maifouv koukAoBEatpo eAelBepa pe Toug 12
Beoug Tou OAUpmou. Avalntouv oto SLadiKTUO ELKOVEG e Toug Beolg Tou OAUUMOU
Kall 0 KOOEVAC ETIAEYEL AUTOV TTOU TOU APECEL TILO TOAU. TOV EKTUTIWVOUV, TOV KOANAVE
0€ £€va XapTOVL KOl TOV OTEPEWVOUV OE €VA KAAAUAKL XTn CUVEXELO OTIWG UTTOPOUV
ypadouv To ovopa Tou Beol Tou emélefav o€ pia kapTtéAa Kal Eeklvouv va mailouv
eAelBepa koukAoBEatpo. Katd tn Slapkela Tou €pyou, oL Beol Exaoav TIG KAPTEAEG e
TO OVOUOTA TOUG Kol €xouv exdoel molol ival akplPws. To mayvidt yivetal mo
SlLookeSAOTIKO OTav SLaAéyouv pia KapTtéAa pe Eéva AAAO Ovopa Kal ipoomabolv va
epapuodoouv TG Suvapelg Tou Beol Tou Afel n KaptéAa aAld mpodavwg dev Ta
katadEépouv. Ta matdld pe tTnv oAokApwaon Tou auBopuntou KoukAoBEatpou nTav
TIOAU LkovoToLnUéva Kat arnodpactoav va dnpoupynoouv eva BLBAio pe tnv wotopia
autr). Xwplotnkav oe 2 opddeg: toug ocuyypadeic kot toug swkovoypddoug. Ot
ouyypadeic ntav umevBbuvol va ypaPouv OmMw¢ UMopoUV TNV LoTopial Kal ol
glkovoypadol va Sdnuloupynoouv piot €KOva TOU va €lval OXETIK HE TO
Kelpevo/AE€elg amod katw. Otav oAokAnpwaoav to BBALO TOUC, TO XPNOLLOTIOLOOUV
gava kal Eava wg onueio avadopdg yia va ‘Siafalouv’ tnv Lotopia kKabwg nailouv to
KOUKAOBEatpo.
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