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Introduction

The rationale that guided the research focuses on the gap that exists between the goals of
education in general and the goals of education for early childhood as set out for the
Israeli educational system, in particular. Those goals are presented by the Israeli Ministry
of Education (2015a) along with the extent of their implementation in the field in the
kindergartens. The present study focuses on the shaping of children’s social
communication patterns in early childhood, when they are educated according to the
Multi-Dialogical Approach (hereinafter: MDA). These patterns in fact constitute
important life skills that accompany the child from childhood through the different school
stages and on into adulthood. According to the MDA, these life skills will form the
foundation for the future citizen that the child will become in the society where he lives: a
citizen with initiative, an independent thinker, reflecting on his actions, tolerant and

flexible.

The Israeli Ministry of Education presents its educational philosophy in general and for

early childhood in particular on its official Internet site. For example:

Deepening emotional, ethical and social education and promotion of personal and social
involvement ... fostering an optimal climate to reinforce resilience and personal growth
and to promote containment of the other and acceptance of diversity (Ministry of

Education, 2015a, p. 7).
Another example, of the Ministry’s declared goals of education, is:

To reinforce powers of judgment and criticism, to foster intellectual curiosity,
independent thinking and initiative ...to allow the children to develop according to their

own path (Ministry of Education Internet site, 2015b).

These are important and meaningful goals for the development of significant social
communication skills in early childhood. As an experienced kindergarten teacher, a
Ministry of Education mentor and lecturer in a teacher education college, who also trains

student-teachers for work with early childhood, I have come to realize that these goals are



almost never implemented in practice in the field, meaning that they are almost never

implemented in the kindergartens.
Background and context of the research

The research context is in early childhood, which is the first period that children spend in
the Israeli education system, within the educational frame of the kindergartens for ages 3-
6, that provide a developmental space responding to the needs of children in early
childhood. The kindergartens that belong to and constitute an integral part of the public
education system, aim to establish a sense of confidence and trust for the child and his
family, creating social interaction, so that the child can learn social rules, internalize
behavioral norms, and develop emotional awareness and empathy, imparting values of
morality and social justice and enabling the child to acquire world knowledge (Ministry
of Education, 2010). The goals of the kindergarten as they are stated by the Ministry of
Education are goals with significant weight for the social- communication development
of kindergarten children. In practice, in the field of early childhood, in the kindergartens

these goals are hardly expressed at all.

Various different educational approaches are implemented in the kindergartens for
kindergarten children, including the Traditional Structured Approach, in which the
teacher is the person that has the knowledge, which she transmits to the children (Kohn,
2002), and the Flow Approach that allows children to choose what they would like to
deal with (Levine, 1989) and also the MDA (Firstater & Efrat, 2014). The
implementation of the MDA in kindergartens relies on the general dialogical educational
approach and expands its use to early childhood. According to this approach the children
participate in decision-making regarding the operation of all areas of the kindergarten,
through negotiation with the kindergarten teacher, who guides them. The distinction of
this approach is that it relates to dialog at such an early age, in infancy and it provides the
teacher with practical ways to do this in the kindergarten. Its innovation is expressed in
the actual implementation, in practice, of the declared goals of education for infants in the
kindergarten. It is therefore important to investigate the social- communication patterns
of preschool children educated according to the MDA in order to determine whether

Ministry of Education goals for kindergartens are actually achieved. For these reasons,
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the present study that conducts just such an investigation can provide vital information
for various practitioners, including kindergarten teachers, mentors and supervisors
working in the field. Additionally the research findings and conclusions may be
informative for the construction of courses for the professional development of those
working with early childhood, and those who write learning programs for early

childhood, and Ministry of Education policy-makers.

The gap in knowledge that this study aimed to fill is due to the fact that most studies
which have been conducted in the dialogical learning field in various countries have
focused on elementary school children. Others that related to kindergartens have mainly
examined interactions between the kindergarten teacher and the child (Fumoto, 2011) and
the influence of mediated learning on children (Tzuriel & Shamir, 2007). However, as
far as can be ascertained, there has been no investigation of the implementation of
different educational approaches in early childhood or of their implications for the
children. The rationale for this seems to stem from the perception (that is not the subject
for this research) that the educational stage of the kindergarten is a stage in the child’s
development of cognitive and emotional development for school. In any case no studies
were found relating to kindergartens working according to the MDA that focus on
children’s social communication processes in early childhood. Thus, this is the first
research of its kind in Israel or worldwide to specifically relate to social and
communication patterns within the context of a multi- dialogical kindergarten in early

education.

Two research questions were investigated: (1) what unique social, behavioral and
interpersonal communication patterns develop among kindergarten children in a multi-
dialogical kindergarten? And (2) what social, communication and interpersonal
differences can be found between children educated in multi-dialogical kindergartens and

children educated in traditional kindergartens?

The research aims to examine the development of children’s social-communication
patterns, such as initiative, leadership, discourse, and the ability to give and receive

feedback in a multi-dialogical kindergarten. More specifically the research aimed:



¢ To ascertain the children’s interpersonal communication patterns.
¢ To examine the implementation of the MDA in a kindergarten.
¢ To identify ways to implement the MDA in the kindergarten.

e To compare children’s social-communication patterns in Multi-Dialogical
kindergartens in contrast to children educated according to the traditional

kindergarten approach.
The significance of the research

The significance of the research lies in its ability to inform a change in the perception and
practical approach to early childhood education in the context of the Multi-Dialogical
kindergarten. The research did indeed lead to the development of an original modular
theoretical and practical model that explains the forces operating in a kindergarten that
works according to the MDA. These forces serve as the foundation on which social
communication patterns can be developed among early childhood children in the multi-

dialogical kindergarten.
The structure of the thesis

Chapter 1: The Theoretical Foundations chapter describes, discusses and analyzes
theories relating to the subject of the research. This chapter begins with main theories of
the Dialogical Approach in education, continues with main fundamental theoretical
perceptions in Dialogical Education and then discusses the main concepts of kindergarten
children’s social and communication skills. The chapter ends with a summary and

description of the conceptual framework that underpinned the research.

Chapter Il describes the pedagogical research. It details the methodological
considerations taken into account in order to choose the most appropriate methodology to
attain the research goals. The chapter begins by presenting a description of the funnel-
shaped structure representing the research hypotheses and goals, and then describes the
research procedure. The description of the procedure includes the type of research chosen

for the study — mixed methods research, its validity and how it is expressed, a description



of the research population that included kindergarten teachers and early childhood
children, the location in which the study was conducted — the kindergarten, the timetable
for the performance of the study, research methods employed to collect data — mixed
methods including qualitative ethnographic study and quantitative study, the research
tools — participatory observations (some video-filmed and transcribed and others recorded
in writing) and semi-structured interviews in the qualitative part of the study and a
closed-ended statistical questionnaire in the quantitative part of the study. It also
describes the methods employed to analyze the collected data: content analysis for the
qualitative data and statistical analysis for the quantitative data. The methodology chapter
concludes with a description of the ethical considerations involved in the research and

steps taken to address them.

Chapter Il1: The Findings presents the findings which emerged from the content analysis
of the transcriptions of the video-films and structured participatory observations and the
semi-structured interviews. It then describes the statistical analysis method used by the

researcher and presents the statistical analyses of the quantitative findings.

Chapter 1V: The Discussion of the Findings begins with the interpretation of the different
types of findings discussing this interpretation in light of the theoretical foundations

presented in the review of relevant literature in Chapter 1.

Chapter V: The Conclusions focuses on conclusions derived from the discussion of the
findings, presenting a theoretical and practical modular model that was developed from
the research findings, and drawing general conclusions. In an additional discussion
presented in this chapter, the thesis describes the contribution of the study to extant

knowledge, the limitations of the research and recommendations for further research.

Chapter I below describes the theoretical foundations derived from the review of the

relevant literature that underpinned the research.



I. Literature Review

This research focuses on the development of social-communication patterns among

children in a kindergarten operating according to the MDA.

The research aim was to examine the development of children’s social-communication
patterns, such as initiative, leadership, discourse, and the ability to give and receive

feedback in a multi-dialogical kindergarten. The specific research aims were:

e To ascertain the children’s interpersonal communication patterns

¢ To examine the implementation of MDA in a kindergarten

e To identify and examine ways in which the MDA can be implemented in the
kindergarten.

e To compare children’s social-communication patterns in multi-dialogical
kindergartens in contrast to the patterns of children educated according to the
traditional kindergarten approach.

The research questions were: (1) what unique social, behavioral and interpersonal
communication patterns occur among kindergarten children in a multi-dialogical
kindergarten? And (2) what social, communication and interpersonal differences will be
found between children educated in multi-dialogical kindergartens and children educated

in traditional kindergartens?

The research draws on the premise that a connection exists between the MDA in
kindergartens and the development of social-communicative patterns in the kindergarten
children. Differences will be found in social and communicative patterns between
children educated in multi-dialogical kindergartens and children educated in traditional
kindergartens. Differences will be found mainly in the extent of participation by the
children in their learning processes, peer education: the extent to which the children guide
their colleagues on a learning subject, the feedback, the manner of discourse and the

extent to which philosophical discourse is conducted.

This research will contribute to the educational understanding of age-appropriate
development of preschool children's social-communicative patterns following the MDA.

It will contribute to the understanding of how preschool children learn to conduct

10



discourse, negotiations, and conversation and how they develop the ability to give and
receive feedback, the ability to initiate and to lead, and the skills to consider others. The
research findings may also be informative for any preschool in another country and/or

culture.

In order to achieve the research aims, and based on the literature review above, the

conceptual framework included the following elements:

Social communication patterns.
The multi-dialogical kindergarten.
A multi-dialogical kindergarten activity-planning model.

Early childhood education.

A

Attentiveness.
6. Mediated learning.

Figure below illustrates the conceptual framework that underpinned this study.

Social

Communication

Mediated Patterns
Learning

11



I.1 The elements of the conceptual framework in detail

Social communication patterns can be found at the center of the figure as it represents
the focus of the research. Education is based on the learner's freedom to explore and
experience (Dewey, 1938). Learning through problem-solving and practical
implementation of issues lead children to take on a more active role as people within
society and develop social communication skills like initiative, problem solving, the

ability to take a stand, and listening (Aliakbari & Faraji, 2011; Gover, 2008).

Multi-dialogical kindergarten aspects have been chosen for the conceptual framework
because this type of kindergarten represents the setting in which the research takes place.
The educational work in the multi-dialogical kindergarten is focused on observation and
identification of the children’s areas of interest and their initiatives (Firstater & Efrat,
2014; Jhong, 2008). When addressing learning inside a kindergarten that functions
according to the MDA it is important to state that learning based on children’s areas of
interest will be significant learning (Renninger, 1992), where the level of children’s
influence and participation depends on the teacher’s standpoint and approach (Arner &

Tellgren, 1998; Emilson & Folkesson, 2006; Sheridan, 2001).

Multi-dialogical kindergarten activity planning has been chosen for the conceptual
framework as it is the model which is unique to this type of kindergarten. The innovation
and planning of activity by the child is seen as an important component of this type of
kindergarten. The multi-dialogical kindergarten has developed a clear method for the
planning of activity with a child who initiates an idea. The model is based on the
philosophical theories of Socrates, Dewey, Buber, Freire, Rogers, Gardner, Vaygotsky
and Feuerstein. What is common to these theories is their support of education based on
dialog, asking questions, being attentive and conducting discourse between equals (Aloni,

2008; Avnon, 2008; Gardner, 1996; Gover, 2008; Harari, 2008; Tauber, 2008).

12



Model of child-teacher activity planning (personal model)©
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Early childhood education is included as it provides the umbrella for understanding the
research. Children at a young age are influenced by other children in their age group and
influence them as well (Seung, Susan & Min, 2005). In other studies it was found that
kindergarten children are capable of understanding that everyone has feelings, wishes and
different thoughts, and that this ability to understand the difference, originates from
interaction between peer groups (Astington & Jenkins, 1995; Slomkowski & Dunn,
1996).

Attentiveness is also included as a component in this conceptual framework as it is the
basis of the MDA. When working according to the MDA, emphasis is given to the
teacher’s attentiveness to children’s ideas and the discourse is based on them (Firstater &
Efrat, 2014; Jhong, 2008). Attentiveness cannot be comprehended as “listening on the
way to acquiring knowledge”, but rather as a reflective process aimed at thinking about

new meanings, making connections, and discovering new concepts (Clark & Moss,
2005).

Mediated learning is important as a fundamental constituent of the multi-dialogical
kindergarten approach. According to the theory of mediated learning, children who
experience meaningful mediation in an active way, succeed in making connections to
meanings that originate from new information they encounter. In order to assist them,
educators should organize the educational environment to enable the children to succeed,
leading to the children's feeling that they can operate independently and can succeed in

doing so (Feuerstein, Klein & Tennenbaum, 1991; Isman & Tzuriel, 2008).

In summary, the research sought to develop a theoretical model which can explain the
unique approach in kindergartens operating according to multi-dialogical education and

may serve as a practical modular method to be used by all kindergarten teachers.
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IL. Description of the Pedagogical Research entitled: Development of Children’s
Social-Communicative Patterns through a Multi-Dialogical Approach in the

Kindergarten

This chapter describes the methodology chosen for the current research, understanding
that research is a systematic and meticulous attempt to produce reliable and trustworthy
knowledge (Lavie-Ajayi, 2013, p 10). Mixed-methods data-collection tools were chosen
to collect quantitative and qualitative data that could be used to respond to the research
question. Part of the qualitative data was collected with an ethnographic study, including
transcribed videotapes and protocols from structured participatory observations
performed in a multi-dialogical kindergarten. These observations were used to clarify the
different types of kindergarten children's interpersonal communication. In addition, the
research employed semi-structured interviews and closed questionnaires. Semi-structured
interviews were administered to a small number of kindergarten teachers in order to
collect qualitative data that would help to examine the effect of application of the Multi-
Dialogical Approach (MDA) in kindergartens. Closed questionnaires were administered
to a large number of kindergarten teachers in order to collect quantitative data that would
help to identify and explore ways to implement the MDA in kindergartens. The
qualitative research data was analyzed by qualitative content analysis based on the
formation of categories, while the quantitative data underwent statistical analysis using t-

test variance tests in a purposeful sample.

Mixed-methods research relies on the collection and analysis of both quantitative and
qualitative data, and the two types of data are collected simultaneously or sequentially,
and integrated in a research process (Creswell et al., 2003). Mixed-methods are mostly
used in educational research because this complex research field requires a thorough
examination of both quantitative and qualitative aspects of the studied issues (Assaf,
2011; Bocos, 2007). It provides a unique added value as it is conducted in context and
within relationships and experiences in an attempt to understand them (Bocos, 2007;
Gidron, 2011). The contribution of mixed-methods research is that qualitative findings
may add validity to the quantitative findings while the quantitative findings can examine

and help to strengthen the reliability of the qualitative findings (Fetters, Curry, &

15



Creswell, 2013). The disadvantage of mixed-methods research is the fact that the use of

more than one method may lead to problems of focus.

As previously stated, some of the qualitative research employed here was ethnographic.
In ethnographic research the researcher gathers data from the studied environment, and
constitutes the main research tool due to his involvement, sensitivity, openness and
insight into events. This method enabled the researcher to examine how the research
participants, the children in the multi-dialogical kindergartens, expressed their social and

communication skills which result directly from the MDA.

Ethnographic research is social research that addresses the social and cultural aspects of
the research question and relates to the way of life of a group of people within their own
culture, which may exist anywhere and at any time. Ethnography study originated from
the field of anthropology where field research is common and the ethnographer-
researcher is someone who considers himself as connected to the group under study. In
this type of research, social phenomena are examined where they occur. The researcher
observes the group’s values and norms, as they are expressed in the behavior of the group
under study, and conducts the research from within the group, spending enough time with
the group to understand its behavior patterns. The goal is to identify social processes

which the group is undergoing (Sabar Ben-Yehoshua, 2002).

The multi-dialogical kindergarten also constitutes a group in which social, academic,
communicative and group processes occur. The researcher is a teacher in a multi-
dialogical kindergarten and regards herself as a member of the group of children who are
the subjects of this research. Her research objective was to examine the development of
children's social-communication patterns, such as initiative, leadership, discourse, and the
ability to give and receive feedback in a multi-dialogical kindergarten. The ethnographic
research method was facilitated by the fact that the researcher had worked with this group
of children in the researched kindergarten for a long time and could conduct the
ethnographic part of the research from within. Thus, it appears that the mixed-methods
approach was the most appropriate method to answer the research question and provide

valid and reliable data for the research. The research examined the assumption that there
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is a connection between the use of the MDA in kindergartens and the development of

kindergarten children’s social-communication patterns.
Research aims

The main research aim was to examine the development of children’s social-
communication patterns, such as initiative, leadership, discourse, and the ability to give
and receive feedback in a multi-dialogical kindergarten. In order to achieve this aim, the

subsidiary aims were:

e To ascertain the children’s interpersonal communication patterns

¢ To examine implementation of MDA in a kindergarten

¢ To identify and examine ways of implementation of the MDA in the kindergarten.

e To compare children’s social-communication patterns in multi-dialogical
kindergartens in a comparison with children educated with the traditional
kindergarten approach

Research hypothesis

Hypothesis 1: Differences will be found in social and communication patterns between
children educated in multi-dialogical kindergartens and children educated in traditional

kindergartens.

Hypothesis 2: Differences will be found mainly in the extent of participation by the
children in their learning processes, and in peer education: the extent to which the
children guide their colleagues on a learning subject, the feedback, the manner of

discourse, and the extent to which philosophical discourse is conducted.
Research variables

Independent variable: Implementation of a multi-dialogical kindergarten approach for

children aged 3-6.

Dependent variables: Social-communication pattern level:
e Participation: the extent of participation by the children in their learning

processes (the implications for participants).
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e Peer education: the extent to which the children guide their friends on a
learning subject (the implications for children’s leadership abilities).

¢ Feedback: the extent of planned feedback provided by the teacher to the child
regarding activities initiated by the child; the extent to which children are
asked by the teacher to give feedback to the child that guides the activity (the
quality of the feedback).

e The manner of discourse: the extent to which children participate naturally in
the educational process (the quality of open dialog).

¢ Philosophical discourse: the topics developed from the children's theories
which are discussed in the kindergarten (implications for children’s ability to
develop philosophical concepts).

Research design

This research is a mixed-methods study. It uses a qualitative approach that sees reality as
a multifaceted phenomenon whose different inter-connected levels should be investigated
together because of the connection between them (Lavie-Ajayi, 2013). The qualitative
study is complemented by a quantitative study, which contrastingly examines the
implementation of theory in order to provide data relating to the existing reality
(Raphaeli, 2011). As noted above, this mixed-methods research investigated the
development of children’s social-communication skills in a kindergarten working

according to the MDA.
Research type

As noted above the first part of this mixed-methods research was a qualitative-
ethnographic study, in which the researcher was involved in the daily life of the studied
group and took an interest in their culture, their thoughts and feelings (Sarantakos, 2005).
The qualitative study aimed to enable a profound examination of the implementation of
the MDA in the kindergarten, and increased the validity of the research. It aimed to add
an additional layer to understanding of the use of the MDA in the kindergarten and how
the implementation of this approach influences the development of the children’s social-
communication skills. The second part of the research was a quantitative study in which

the researcher examined the implementation of this method and its consistent nature in
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order to represent it and provide data relating to the existing reality (Raphaeli, 2011;

Westerman & Yanchar, 2011).
Research population

The research population consisted of three groups: the first group included 25 children
aged 3-6; the second group included 15 kindergarten teachers and the third group
included 130 kindergarten teachers. Participants were selected according to the purposive
sample method to represent the phenomenon under study. This is a method commonly

used in case studies such as this one (Stake, 1995; Shkedi, 2003; Mason, 1996).

The first population group for the qualitative study consisted of children, learning in a
kindergarten that operated according to the MDA, in a kibbutz in the North of Israel. A
kibbutz is a type of communal settlement that exists uniquely in Israel. Kibbutzim are
scattered throughout Israel and located in rural areas. This form of settlement began more
than 100 years ago in Israel and its lifestyle was based on three fundamental values: full
reciprocal responsibility between the members, complete equality and participation of all
members in all areas of communal life including assets. In recent years this picture has
altered: on the one hand equality is no longer complete and kibbutz members are awarded
differential earnings, on the other hand, property is still shared and the level of reciprocal

responsibility varies from kibbutz to kibbutz (Palgi, 2008; Shapira, 2010).

The participatory structured observations (some of which were documented in writing
while others were video-filmed and transcribed) were conducted during the school years
2013-2015 and focused on one kindergarten class which had 25 students (12 girls and 13
boys) aged 3-6 years (8 aged 3, 8 aged 4, and 9 aged 5). The children learn in the
kindergarten over a three year period, entering at age 3 and moving to schools at age 6.
There are sibling couples in the kindergarten who are not twins, and one set of female
twins. Most of the children come from the kibbutz’s families, and have a medium socio-
economic status. The researcher, who acted in this part of the research as an ethnographic
researcher, serves as a teacher in the kindergarten and works according to the MDA, this
status was one of the strong considerations for her choice of the children as the

population for this part of the research.
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The second and third population groups were composed of kindergarten teachers.

The second group used for qualitative research was composed of 15 kindergarten
teachers. Seven of them work and receive training in the multi-dialogic approach, while
the other eight work according to the traditional approach. All of the participants in this
group work in kindergartens in kibbutzim and community settlements in the North of
Israel. Community settlements in Israel share social activities but do not share economic
or occupational roles as in the kibbutzim Yet like each kibbutz, each community
settlement has a common vision determining its character (religious or secular) and
decisions concerning the community are decided by a general assembly of all community

members and not by publicly elected representatives.

It is noted that all the studied kindergarten teachers have academic education. Most had a
first academic degree and one had a second degree. They also all had teaching
certificates and they were employed by the Israel Ministry of Education in the state

education system.

The number of children in the kindergarten classes, in which the teachers worked, ranged
from 14 to 32. The ages of the children in their kindergartens ranged from 3-6. The
teachers are assisted in the kindergarten by assistants and young women serving in
compulsory civil service, who are assigned to civilian duties. The role of the assistants is
both educational and operational. They act in cooperation with the teacher as a team.
However, the teacher is the one who manages and is responsible for the operation of the
kindergarten, and the assistant is her right-hand man in all pedagogic functions, helping
to prepare the kindergarten for various events (for example festivals and birthdays) and
performing cleaning duties etc. (Guberman, 2009: Ministry of Education, 2001). The
young women who serve in civil service are of an age for compulsory enlistment into the
army (18 years), but are exempted from military service due to religious beliefs or
medical disabilities and instead serve in civilian functions, in places where the state needs
extra manpower such as educational institutions or hospitals. During the period of their
service the state supports them financially as it supports soldiers. Their role in the

kindergartens is identical to that of the assistant-teachers, but they are younger than them.
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The similarity between the kindergartens where the studied teachers worked in terms of
composition of the kindergartens, employer, the number of assistants, and the age of the
children, constituted one of the considerations for the selection of these kindergartens as a
source of teachers for the research population. An additional consideration for selection

was the teachers’ training or lack of training in the use of MDA in kindergartens.

The third group of the research population, which was employed for the quantitative
research, consisted of 130 kindergarten teachers employed by the Ministry of Education
as kindergarten teachers in state kindergartens. This population included 73 kindergarten
teachers who use and receive training in the MDA. Most of these kindergarten teachers
are enrolled in an in-service professional framework which provides knowledge and
skills regarding the MDA. This means that this educational approach appears to be
gaining power and popularity. The remaining 57 teachers in this group use the traditional
approach. The main criterion for the selection of this population was the educational

approach used by the kindergarten teachers.

The sample of the research population, with its three component groups is an intentional
sample. “Intentional sampling methods are non-probability procedures that select a group
of individuals for a sample with the purpose of meeting specific prescribed criteria” (De
Souza et al., 2012, p.189). The researcher using intentional sampling should be aware of
its advantages and disadvantages. The advantage of such sampling is that it provides
validity for the research since it selects a sample from those who actually experience the
studied phenomenon. The main way to examine the development of social
communication skills of children learning in a multi-dialogical kindergarten, which is the
purpose of this study, is through the experience of an individual participating in this
process (Shkedi, 2003), and even though there are many participants, in fact each of them
constitutes a unique case and represents the phenomenon under study (Stake, 1995). The
disadvantage of the purposive sample is its low reliability, since the sample reflects the
approach that the studied phenomena are investigated through the subjective experience
of people who experience it. In the present study, to accurately explain the reasons for
selection of the sample, it is noted that it focused on the choice of participants, children

and kindergarten teachers, who would succeed in representing the population from which
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they were selected in the most significant way, so that they could clarify the studied

phenomenon (Mason, 1996).

Mixed-methods research design

Method Aim Tools Origin | Data Sample
of the analysis | population
tool
Stage 1a To ascertain the | Filmed and Original | Content 25 children
children’s transcribed tool analysis | learning in
E | Qualitative | jpterpersonal participatory the
T study communication | structured kindergarten
patterns observations.
H Stage 1b To examine Semi- Original | Content 15
N implementation | structured tool analysis | kindergarten
Qualitative | of MDA ina interviews teachers:
O | study kindergarten
7 of the
G teachers had
undergone
R training for
P the MDA.
H 8 of the
teachers had
Y not
undergone
training for
the MDA.
Extracting categories
Stage 2 To identify and | Close-ended | Original | Statistical | 130
examine ways | questionnaire | tool analysis | kindergarten
Quantitative of teachers:
study implementation
of the MDA in
the 73 of them
kindergarten.
undergone
To compare training for
children’s the MDA.
social-
communication

patterns in
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multi dialogical
kindergartens
in comparison
with children
educated using
the traditional
kindergarten
approach

57 of them
use the
traditional
approach.

The researcher chose to use a mixed-methods approach for the present research to gain

deep understanding of the research field that in this case was a kindergarten, and to

investigate how the MDA influenced its work; the rationale for this decision being that it

was important to attain a high level of reliability, validity and generalizability and this

approach enabled the researcher to respond to the research question: What are the unique

social, behavioral and interpersonal communicative patterns occurring among the

kindergarten children in a multi-dialogical kindergarten? Table II.6 below summarizes

the research methodology:

Research Methodology

Paradigm Mixed-methods
Approach Constructivist
Research Design Two Stages:

Stage 1: Qualitative Ethnographic

Stage 2: Quantitative

Population

Stage la: 25 kindergarten children
Stage 1b: 15 kindergarten teachers

Stage 2: 130 kindergarten teachers

Research Tools

Stage la:
observations;

Stage 2: Clo

Filmed and transcribed participatory structured

Stage 1b: Semi-structured interviews.

sed questionnaires devised from the categories that

emerged from the content analysis of the qualitative part of the
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research.

Hypothesis

Differences will be found in social-communication patterns
between children educated in multi-dialogical kindergartens and
children educated in traditional kindergartens. Differences will be
found mainly in the extent of participation by the children in their
learning processes, peer education: the extent to which the children
guide their colleagues on a learning subject, the feedback, the
manner of discourse and the extent to which philosophical
discourse is conducted.

Data Analysis

Stage 1: Qualitative content analysis

Stage 2: Quantitative statistical analysis

Ethical
Considerations

Discretion, anonymity, informed consent form, blurring faces in
films.

III. Findings

Qualitative Findings

The content analysis that was employed to analyze the data yielded six themes with

categories belonging to each different theme. The identification of the themes and

categories that emerged from the study was guided by the conceptual framework that

underpinned this research, in an attempt to respond to the research aims and research

questions. In other words, since the aim of this study was to explore the communicative-

social patterns in a multi-dialogical kindergarten based on data collected through the

various research tools, then the following themes and categories are presented as the

findings emerging from the qualitative study. Table III.1 below presents the themes and

categories.

Themes and categories that emerged from the collected data regarding the

implementation of the MDA in a kindergarten

Theme

Categories relating to the implementation of the MDA
in a kindergarten

1. Listening

and | 1. The teacher’s attentiveness
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processes in a
multi-dialogical

dialogue 2. Attentive beyond words
3. Attentiveness between the children
4. Active attentiveness
5. Observation in attentiveness
1. A change in the teacher’s perspective
. Resources  and | 2. Alteration of the teacher’s perception of control
fhfﬁcultles‘ 3. The teacher’s genuine attentiveness
involved in the
implementation 4. Organization and management of time
of the MDA 5. Courses and mentoring on the subject
6. Flexibility and learning together with the child
The source of the content dealt with in the kindergarten
Construction of an activity and learning curriculum in the
kindergarten
. Learning from the children’s field of interest
. Learning

The teacher’s role in learning according to the MDA

Implications of learning according to the MDA

kindergarten
Peer study
Development of independent thinking
The child’s deepening of knowledge and investigation in
their field of interest
1. The children’s ability to give and take feedback

. Feedback and | 2. The role of the teacher in feedback
reflection

3. Implications of the feedback for the children
4. Reflection

. Dialog styles in a
multi-dialogical
kindergarten

1. Dialog and partnership between the teacher and
students

2. Dialog as the kindergarten language

3. Brain-storming

4. Personal meetings between the teacher and the child
5. Children as guides

6. Discourse in general and philosophical discourse in
particular

7. Mediation and documentation
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1. Life skills

6. Social 2. Consideration, tolerance and recognizing the ‘other’
communication
patterns in the
multi-dialogical | 4. The child as an active member of society

kindergarten

3. Ability to initiate and lead

5. Cooperation between children

6. Empowerment

Quantitative findings

Figure below is a figurative representation of the comparison between the MDA and
traditional approaches as seen by the teachers who responded to the research

questionnaire.
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Summary of the research indices (means): Comparison of grading by MDA teachers

and by traditional teachers

, | 399 3.94 3.90

3.23

1 1 T T
Extent of Manner of Extent of Extent of Extent of Extent of Extent of
children's  discourse in meeting  teacher-child teacher children's  philosophical
participation  meetings guidance by planning feedbackto feedbackto  discourse
in their (Tables 6-7) children meetings children children (Tables 16-17)
learning (Tables 8-9) (Tables 10-11) (Tables 12-13) (Tables 14-15)
(Tables 4-5)

u MDA teachers  wmtraditional teachers

This figure summarizes the overall findings presented in this chapter by displaying the
means of the research indices for the MDA teachers and also for the traditional teachers.
It is important to emphasize that all the differences presented in this diagram between the
two comparison groups were found to be statistically significant. It was found that all the
indices were given significantly higher grades by the MDA teachers in comparison with

the traditional teachers.
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IV. Conclusions

Conclusions regarding the differences between the MDA and the traditional

kindergartens

Hypothesis 1: Differences will be found in social and communication patterns
between children educated in multi-dialogical kindergartens and children educated

in traditional kindergartens. Hypothesis 1 was confirmed.

In the multi-dialogical kindergarten, social-communication patterns are shaped through
the teacher’s “attentiveness”, which enables the children’s initiatives to come into
expression, and these initiatives form the basis for the work and learning curricula in the
kindergarten. Moreover it seems that the children’s attentiveness to their friends is a
social-communication pattern that is acquired in the multi-dialogical kindergarten and
receives an important place through the coaching and guidance of the teacher. The
“active listening” that is exercised by the teacher and the children helps the children to
develop additional patterns such autonomy and empathy, so that in practice it can be seen
that taking responsibility for learning, decision-making abilities and cooperation are all
acquired through the teacher’s observation of the children’s actions (through
attentiveness and active listening). This observation is an additional way to pay attention

to them.

More specifically, it is concluded that the way in which children are equipped with
social-communication patterns depends on the teacher’s approach that, unlike the
approach of the teacher in the traditional kindergarten, facilitates the expression of the
children’s initiatives and fields of interest. The way to equip the children with social-
communication patterns such as flexibility and thinking outside the box depends on the
teacher’s own ability to do this and thus to act as a “model”. Moreover, patterns such as
the children’s desire to learn, learning in depth and the ability to ask questions are
encouraged by the construction of a learning curriculum that will enable these patterns to

be expressed out of the children’s fields of interest.
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Conclusions regarding the social-communication patterns

Hypothesis 2: Differences will be found mainly in the extent of participation by the
children in their learning processes, and in peer education: the extent to which the
children guide their colleagues on a learning subject, the feedback, the manner of
discourse, and the extent to which philosophical discourse is conducted. Hypothesis

2 was confirmed.

In a similar spirit, patterns of expertise, developing abilities, drawing conclusions,
independent thinking and peer learning are shaped as implications of learning according
to the MDA. The children’s consideration of their friends, expression of their opinions
and feelings in a group, identifying difficulties and strengths, and respecting the time
needed for deep thinking are acquired through “mediated learning”. The teacher coaches

the children to use the tools of “giving and accepting feedback”.

The fact that the children become active partners in the planning of the kindergarten life
and the determination of its contents and play an active part in the kindergarten activities
and events allows the children to become equal participants in their learning. Moreover,
the teacher’s use of “brainstorming” together with the children allows them to develop
the ability to learn in a group, to express an opinion and to take responsibility for learning
alongside the ability to be flexible in learning. This tool constitutes the basis for

“negotiation” between the children and the teacher.

Social-communication patterns such as planning, initiative and thinking about additional
directions of thought, are connected to “dialog” conducted in the “personal meeting”
between the teacher and a child in the multi-dialogical kindergarten. It can also be
concluded that the patterns of guidance, leadership and leadership skills are imparted to
the children when the children act as “guides for their friends” which is a unique pattern
of behavior for children educated in the multi-dialogical kindergarten. Additionally,
patterns such as the ability to discuss with attentiveness and tolerance towards others,
avoiding judgment, while demonstrating restraint and accepting the opinions of others are
derived from the practicing of discourse in general and ‘“philosophical discourse” in

particular.
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The patterns of deep learning, illustration, cooperation, independence and acceptance of
decisions in learning are shaped and acquired in the multi-dialogical kindergarten through
the “mediation” of learning by the teacher and “documentation” by the teacher together
with the children. Moreover, the children acquire life skills as a result of their
involvement in the planning of the life of the kindergarten and the social interaction that
this involvement offers. It therefore seems that the children’s initiative, guidance,
planning activities and leadership are evident when there is “structured practical

coaching” for the children, showing them how to do this.

The children offer and receive “feedback™ so that they play an authentic part in the
communication. It seems that the feedback is an important component helping to equip
the children in the multi-dialogical kindergarten with social-communication patterns such
as tolerance, recognition of others, empowerment, peer education and reflective thinking.
These patterns are acquired and shaped through prior planning and structured practical
coaching for the children, by the teacher showing them how to do these things.
Additionally the teacher represents a “model” for the children when she participates in
the feedback circle, and feedback is also a planned part of the kindergarten learning
curriculum and a planned part of the daily schedule. The manner of discourse involves
the children’s natural participation in the education process. It can be seen that social-
communication patterns such as taking responsibility for discourse, paying attention to
others and the skills of group discourse are shaped in the multi-dialogical kindergarten as
a result of the manner of discourse in the meetings guided by the teacher and this enables
the children to learn when to enter the discourse, and they are not managed by her. In
their “philosophical discourse” the children propose particular topics to discuss in the
kindergarten. Additionally, the ability to ask questions, to examine things from different
angles, to draw conclusions and to make decisions, to consider others and to pay attention
are realized through philosophical discourse that is a structured part of the learning

curriculum in the multi-dialogical kindergarten.

30



Conceptual conclusions: Opening the gate for social-communication patterns

Child’s

Activation

* Children guiding
children.
* Involvement in
learning.
* Initiative.
* Participationin
learning planning.

Educational processes
ina

MDA

* The ability to
give and receive
feedback.

* Brainstorming
and negotiation
between the
teacher and child.
* Group leading
and guidance skills
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* Children’s
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encounters
between teacher
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The conceptual conclusions from the research findings relate to education for early
childhood. The conclusions derived from the research allowed the researcher to develop
a theoretical model that explains the educational processes that advance children’s social-

communication processes in early childhood through the implementation of the MDA.

As can be seen from the model shown above there are three main dimensions involved in
the implementation of the MDA in the kindergarten: the teacher’s activities, educational
processes and the child’s activation. Sample components of these three dimensions are

shown in the model.

In addition to the components shown in the diagram, the teacher’s activities include the

following components:

e The teacher’s attentiveness

e (Coaching and guidance

e Teacher’s approachability

¢ Organization and time management

e Collegiality, group support and guidance

¢ Role modeling

e Children’s involvement in planning the curriculum

e Children’s participation in planning kindergarten life

e Personal encounters between teacher and child

e The ability to empower the child

e Structured and practical coaching by the teacher

e Discourse guided by teacher
The teacher’s approach is expressed in educational processes that involve empathy,
autonomy, active listening, collaboration and peer study, decision-making, ability to give
and accept feedback, brainstorming and negotiations between the teacher and the child, as
well as group leading and guidance skills, leadership abilities, discourse skills, reflective

thinking and independence.

The entire process of the children’s activation is connected in an optimal manner with the

children’s initiatives, so that they are able to take responsibility for their learning, and to
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develop the ability to study in a group, the ability to ask questions, to draw conclusions,
to think independently and to express emotions in a group. Other abilities developed by
the children are the ability to take time to think, to converse, and to use in-depth learning,
to conceptualize, to share experience and personal opinions and to examine things from
different perspectives. It is possible to see how these processes lead the children to
become involved in their learning and to develop a strong desire to learn, to be active in
their learning, and to participate in learning planning. In this sense they are able to deal
with difficulties and strengths, be flexible and open in their thinking, guide their friends,

be attentive and tolerant to others, and practice restraint and acceptance.

To summarize: The model shows that the integration of the teacher’s approach regarding
the important place of the child as an active partner in the kindergarten and the
reciprocity that is created between teacher and child engender educational processes and
that allow different strengths to be combined, in other words a synergy is formed. The
formation of this synergy enables the shaping and maximization of social-communication

processes among children in early childhood.
General Conclusions-
Practical implications

The practical implications of the research findings relate to four areas: implications for
the kindergarten teacher’s work, implications for teacher training programs, implications
for the design of learning curricula for early childhood and implications for education

policy for early childhood.

¢ Implications for the teacher’s work — the teacher needs to increase her own
awareness regarding the substance of attentiveness in the educational act, and to
learn how to apply this at her own personal level and in the kindergarten.

¢ Implications for kindergarten teachers’ training programs — A framework is needed
for the teachers’ professional development to focus on and develop expertise in

education according to the MDA for early childhood.
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¢ Implications for the design of learning curricula for early childhood — The
conclusions from this study could inform those who draft curricula for early
childhood and wish to incorporate the MDA into the learning curricula.

¢ Implications for education policies for early childhood — A change is needed in the
perception of early childhood education, to reduce the gap between the declared
education policies of the Ministry of Education and extant practice as expressed in
kindergartens.

Contribution to knowledge

The contribution of this study to the extant corpus of knowledge is expressed by filling
the gap in knowledge in the domain of children’s developmental psychology, and by
proposing a modular model, which explains the development of children’s social-
communication patterns in early childhood through the MDA in kindergartens. This
model can be implemented in various ways. The findings draws on and adds to Socratic
theory, which argues that dialog is conducted through questions and answers, and to the
“I-Thou” theory coined by Buber, to Dewey’s theory of negotiation between the
individual and society, to Roger’s theory of “active listening”, to the theory of equal
discourse between learners and educators proposed by Freire, to Gardner’s theory of
multiple intelligences, to the theory of the ‘Zone of Proximal Development” of
Vygotsky, and to Feuerstein’s theory of "mediated learning" by combining the concepts
of these different scholars into a single theoretical model that can be applied in
educational practice. In other words the theoretical model constructed in this research
constitutes an integrative practical model for operation that can guide learning in a multi-
dialogical kindergarten for early childhood. Moreover, since this model was developed
by the researcher on the basis of the findings of the present study and stemmed from the
field, it can be said that this is an original innovative evidence-based model, based on

data collected in the field.

The study’s contribution to practical knowledge can be seen in the modular-adaptive
nature of the model that allows various possible applications to be adapted to different
learning approaches. It therefore seems that this unique model can provide guidelines for

a kindergarten desiring to work according to the MDA. More specifically, it is noted that
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the approach that allows the kindergarten teacher to rely on attentiveness and that is
accompanied by reflective educational processes is optimally connected to the children’s

acquisition and development of social-communication patterns that become tools for life.

An additional contribution to the gap in knowledge from the findings of the present study
relates to knowledge that can inform and stimulate a change in educational policy for
early childhood and in the training of educators for early childhood. This is so because
the implementation of the model that was constructed from the research findings could
reduce the gap between goals and aims of education in general and education for early
childhood in particular as they are shaped and declared by the Ministry of Education and
the practical implementation of these goals in the field by kindergarten teachers. In other
words the model can facilitate the reduction of the gap between the aforesaid declarations
and practice in the field, by stimulating a change in perception by field practitioners, i.e.
the kindergarten teachers, supervisors and mentors for the kindergartens. In addition, the
model may have an influence on perceptions of training for early childhood education
through the adoption of the principles of the MDA in kindergartens, the opening of
special course in frameworks for early childhood and the development of settings for
professional development of early childhood practitioners (kindergarten teachers,

supervisors and mentors for the kindergartens) according to the MDA.
Limitations of the research

It is accepted that there is no perfect academic research. When discussing the limitations
of a study, four elements are usually discussed: the research method, research tools, the
researcher and the generalizability of the study. The following limitations should

therefore be noted with regard to the present study:

1. Limitations relating to the research method- the qualitative part of this study was an
ethnographic investigation whose main disadvantage is expressed in a rather low
level of objectivity, reliability and generalizability. In order to overcome this
disadvantage the researcher used a wide range of sources of information in order to

increase the validity of the findings.
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2. Limitations associated with the research tools — this study employed filmed and
transcribed participatory structured observations, semi-structured interviews and
closed-ended questionnaires. In the participatory observations, the fact that the
researcher was present in the field could influence the behavior of the research
participants. However, the many hours of filming and observation meant that the
participants became used to the presence of the researcher and the camera and
consequently ignored them. In the semi-structured interviews, one of the
disadvantages that could arise was the participants’ tendency for social
conformability i.e., to please the interviewer. In order to overcome this tendency the
participants were promised that any information given would be used solely for the
research so that they could provide information that was as authentic as possible.
Moreover, the researcher avoided judgmental reactions during the interview to deter

the tendency to meet what might be construed as her expectations.

3. No limitations arose regarding the data collected by the questionnaires in the present
study since the questionnaire was composed in reliance on data collected from the

qualitative stage in order to ensure the validity of the questionnaires.

4. Limitations associated with the researcher. In the qualitative ethnographic part of the
research, the researcher was a part of the research field so that her presence might
have had a strong influence on the research field and might harm the objectivity of
the findings. In order to reduce this influence the researcher found the golden mean
between integration, empathy and involvement in her relations with the research
participants, while distancing herself and conducting reflective critical thinking. She
did this by conducting conversations with herself at every stage of the research,
critically processing situations that occurred in the research field and constantly re-

examining understandings that she reached.

5. Limitations relating to generalizability. This research had no such limitations since
the researcher used triangulation as a strategy, so that the findings are strong and can

be generalized at a high level.
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To summarize: the present mixed methods study used triangulation as a strategy to
reinforce the findings and to increase the level of generalizability, and so the study can

claim a high level of generalizability.

New directions for investigation

The study reported here indicates that the implementation of MDA educational processes
can promote children’s social-communication patterns in early childhood. It is suggested
that future studies should investigate different ways to implement the MDA in a large
number of kindergartens. Additionally it would be useful to examine what the
kindergarten teachers and education systems employing this approach need in terms of

human resources and strategies, in order to implement the MDA in kindergartens.
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